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Adapted from Open Court Phorics Kit (2002).

between letters or groups of letters and their pronunciations” {p. 50). For example, Tike
21 lists 42 basic sounds in spoken English and gives examples of letters that correspend
1o the sounds. Readers must learn to associate the appropnate sound with the aporoprue
letter(s). Figure 2-7 shows a picture of a flat ure {making the “sssss” sound; along wit
Jetters that can correspond to this sound.

In contrast, the whole-word method involves teaching children to “sight read” wods
that is, to be able to pronounce a whole word as 2 singie unat. For example, an earfy resdng
program may concentrate on mntroducing 2 few hundred words. Figure 2-8 shows X
typical first words to be learned by beginning readers. Cver l:mci new words ar o¥
tematically added to the reader’s reperioire. The whole-word approach s generally pan
a meaning-emphasis method, in which determuning the meaninig of each word s 3 TET
goal. A somewhat related alternative 1o the phonics appma;h 1s the whole-langud
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3;\“}""‘3"?“ which emphasizes the develnpmmens of the (R0ds pwerpll bargange B sy b

sntegrating reading epeaking, haening, and wnung gnd - "a ti’:‘:“ ”‘ wy ~f

pather than dnli on phonics suhelnite {CHall 2000 ? Wt ety hteTstune
The history of reading research in the Uinied States docemmeras sreerit sumps b

the phomcs and whole-w ord approach (Adamme, 1O Chall J0XY tae .;& Mfﬁ{ “""':

g the 1700s, the phonics methad was emphasized . The eanderd texrrymi wn Tre Sew
England Primer, ongnally published m 1602 Frres chaldren legrred U almingione .‘»,.,,a;
they tearned to rezd two-letter combinations Tah” e Tad T AT and %o it il
consonant-vowel svilables ("ha” “da” “ca” and w on’ nest cheldren wert ashed ol
words contairing up to fve syliables Sepdents were dritied on the corve
jor each sviiable and the correct spelting of words unmi they coulsd el amd read ot
words by sight Finaily, chiidren orally read sensences i storwes and aterward amemernd
comprehension quesnions

The phoncs tradition was heaaly ased through the garly 1R when the fdoemmaed
rextbook was The Amercan Spelling Book. Pubhished mn 1790, thes hoacls Bame The Noew
England Primer, progressed from alphabet to syliables 1o words However, sherrss Tha New
En}.:iand Primer focused on religious matenal, The Ameruan Spelimg Rk focused on
national lovalty and traditions.

During the mid-19th century. there was 2 swing 1o the whole-word method  The doome-
nant texthooks were McGufey Readers, which appeared between 183¢ snd 1844 Thev svs-
tematicaily introduced a new word by fetting the student see the word hear the word see
a picture oOr sentence refernng to the word. and later spell the word (or break it vt
sounds). Unhke previous texis. McGuffey Readers were 2 graded senes that allowed Chd-
dren 1o be grouped by age and achievement. By the 1880s emphasis was placed on the
reading of fine literature, prompung 2 return to the phomcs methad of instrucnon. The
scientific alphabet was introduced in 1902: 1t consisted of 44 phonemes along, with #4 coe-
responding symbols. Srudents learned to wrile sentences phonetically, uang these sym-
hols. Other techmiques involved teaching students to sound out words before grang amy
hints with pictures or sentence context.

By the early 1900s scientific research in education was miluencing reading mstahon. in
«chools, sitent reading rather than oral reading was stressed. For example, as an mirocuclony
Jesson 2 teacher might wnite “Come here” on the blackbaard, students would then canry ot
the commands as written Emphasis was also placed on gerng the meaning out of stores
teachers would question chiidren about their expenences before asking them to read 2 w0ty
Sudents learned to recogmize whole words hefore they learned how 1o break them mio pans

nce the end of World War 1, the domunarnt reacing texthooks i Amencan shoets have
been basal readers. Like McGufey Readers, the modern hasal readers are an integrated and
graded senes of reading hooks and actn s with each sucressive hook i 1he SeTies Tequie-
g more sophisticated and chfficuit reading skills. Most hasal readers employ aspects of both
the w\yh@‘w«wm& and phomics approach, but according to many (nixs iFlesch, 1993, Sanger,
1901 R ATERUON S WYEALD whole-word methads. For exampie, Fleschs (1955} farmous
%??;:;;é;m’ CanY g“jk;: “?&: ‘:\x» L‘.;»Ik Al , called for a sheft back to the phon-

- »“f w"ﬁ e T 22000 meves tha whole-word methods domnated the
early 19005, seaching therr high pomt in the 19205, phomics methods made 2 comehack

» TR - X
A B e iv e S

e the early 1980x, and then the whole-language approach of the late [oRs

o }lm m“ﬂh' hack the antiphonics conceptions of the 1920s,
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Scterize the ongoing nts often eir P‘Zz for “the importanc? of b;zlsllIDI g pmmce;
“ pic is informe
observes that “proPo’ | hterature,” oY tely, the debate 15 it d by a e o
tfic and theoretie® © " 64). Fortu® Y rning to Read: The Great Debqge (-, -
s:,lz;ld theory and researc sic book Lefathe era and concluded that Ch;;c
s I3
(our onene frog ba;ia ekl i before they learn to read for cos Ten
(1967) reviewed the ?valggtween sounds and 1euerswe review of research, Adams () 9:
sl e B0 f a century Jater g n?asi de some explicit, systematic py 0i
and meaning. A quarter & 2 “[P]rograms that 1“Cul han those that do not” (p Pg Oy
ion: ) - vhia <
came to the sagne Coiliitsclz petter word reading 5123;2 studies continued the same }i-r
' ct to \ . e ' L
instruction : e:;view if dozens of scientifically ngon i A ————
more recen _
(Ehri et al., 2001):; “Systematic

phonics NSt g reading” (P- 393). Although tod{-‘axe.
i ra
nted as part of literacy prog )
rrrelzdim; programs attempt to balance phon

i need
ance of research shows that children

oficient ] :
processes before they can bezgf?:ogz i phaSIS) before they can successfully read to leam
rst learn to 1€

children must fi
(meaning emphasxs;)}.]ere N S—" of battle in American reading instruction between

As you can seed, oSt frord letters to syllables to words to sentences on op
a phonics method that prog progresses from meanmgful context to words 1

h that
and a whole-word approac ; 5 ‘
;1;1;5 on the other. What is the current status of the “great debate” concerning the men

of phonics and whole-word instruction? Since the 1990s, the alternative to the phong
approach changed somew . |

pili)losophy-——{hat is, the idea that students learn best by be;ng 1mme§sed in a rich lap-
guage environment that includes meaningful reading, wnting, speaking, and listening
(Chall, 2000: Williams, 1994)—but the same debate remains. Williams (1994) aptly
summarizes the state of the research as follows: “(a) phonics instruction should be mcor-

n her Clas

ATy
W%

porated prominently into beginning reading instruction, and (b) it should by no means |

be considered the entirety of any reading program” (p. 61). Based on a review of research,
Pressley (1998) concludes that “balanced elementary instruction—that is, balancing of

whole-language and skills components—seems more defensible than instruction thatis

only immersion in reading and wniting, on the one hand, or predominantly skalls dnven,
on the other” (p. 265).

The next section explores research on an
decoding, pronunciation strategy effects, involwi
a later section deals with automaticity effects, i

important aspect of the great debate abot

nvolving the speed of decoding.

RESEARCH ON DECODING: PRONUNCIATION STRATEGY EFFECTS
As another source of resea
task sho Fi &

these to \::u;g \I\g}:lorewz r2 e

the pronunciation The 1

e sxmxlamy

cs and whole-word approaches, the prepong,,
1o develop fast and automatic word decodyy, |
in reading comprehension. In other worg,

hat from the whole-word approach to the whole-languag |

¥

s

ng the accuracy of decoding words, where# |

rch inf ' ; auon
ormation, lets return for 4 moment to the pronuncial® ¢

) prese ke !
ere asked to pron Presented pronounceable nonsense words

S esults mdlca[edoﬁnce ¢ach one and to tell how they decided ™ ©
pronunciation Strategies. With i, that Barony SUbjects tended to use three distndt



that it sounded exactly the same as a familiar real

nounced “blood.” With the analogy strategy, sub ‘?V.Ord, For example, “BLUD" was -

that it p;llrlmlly r}‘l)’l”m;-(j with a real word. For e'xamiﬂe el nonsense word so
rhyme with “motion.” With the corresponding » “ROTION" was pronounced v

:ach part of 1 strategy, sub;
= Sllt each part of the word and then blended %}Ze so\ine\cd\s e phor{““i rules o
“SHUD" was pronounced as “sh” for “SH,” “ah” for i » and “q” {S l‘oé,’e&her. For example,
o Ye g " i ) ) ot . ‘“ e‘ ; 2 :
]‘n Baron’s study, the most commonly used strategy was the corres )cr:nd(?‘ng\sh ah-d:
which the word was sounded out. This strategy corresponds to the:p hon‘i“g SN
reading instruction in which students learn the relation betw phonics method of

imilari een letters and so
contrast, the similarity strategy corresponds somewhat to the whole-word metho::fd:t‘ ‘:1\
il

ing instruction. Finally, the analogy approach seems to involve a compromise that deals
with sounds of word parts (phonics) and whole words. An analysis of students' errors in
pronunciation tended to favor the analogy strategy as the most effective.

To test the merits of the analogy strategy, Baron (1977) provided explicit training to 3
some students in how to use the analogy strategy to pronounce nonsense words. Students :
given such analogy strategy training showed a large improvement in pronunciation perfor- i

mance, with errors dropping from 9% to 4%. Baron also showed that training in the anal-
ogy strategy can be applied successfully to children as young as 4 years old. For example,
students can be taught to pronounce three-letter words ending in “IN” and “AX." such as
“TIN” and “TAX,” or “PIN” and “WAX,” by using rhymes.

There is increasing evidence that beginning readers who have not yet {uny mastered
phonological decoding are able to read words by analogy (Goswa}ni, 1986, Goswami &
Bryant, 1990). In one study, beginning readers received a sheet w1ih a d},m; worq‘ on \op;
such as “beak,” followed by other words and nonwords such as “bean,” “beal,” “peak,
“neak,” “lake,” and “pake.” The teacher pronounced the clue word and then laskcd the
child to read aloud the other words on the sheet. Childr?n pci(ormed bet}g?r in re?u'h‘n’gl
words that thymed with the target, such as “peak” anq ‘ngak, than wo'rds“t\:r:\‘tk s”u?u (h
some word parts, such as “hean” and “beal,” or that had hulg in common wm‘th ; ml 1 '5“&' \
as “lake” and “pake.” In a follow-up study, Ehri and Robbins (1992) P‘”O‘"‘de‘\ i“f ““f“;‘:‘\
evidence that “reading unfamiliar words by annggy to known words . . c\:\m x u;::tl :h(e
by beginners more readily than reading unfamiliar words by phonologically recoding t&
wof?irs(:) éti;)i'n building automaticity in English letter-sound combmalt mns ‘\S ‘10\:;3 &:‘\\:}:‘:
42 major sounds in English (as summarized in Table 2-1) and the 26 t.;l(le.lo‘ : 11 “\.“m..
bet. Next, a student must learn the rules by which letters are relat‘ed tcj 50113::;, F\-\w et
il e rlselatngleers 0 sounde s B8 O B G L e 2, o

Clymer generated a list of 45 rules, including those seiecte g T s
I}):c‘i erT; exgceptions. What is the best way to learn phonolog‘acal d“‘{’f‘“}" n\;(;\r ‘\(\2‘;;\:{\;‘4{\
such as Fnglish? One promising answer (0 this qgesuon BrOWS out do ‘tm“ y‘ticc ;
learning, which indicates that the path to automauic decoding includes practice.

IMPLICATIONS FOR INSTRUCTION: DECODING STRATEGY TRAINING

? B 2 M ’l‘Otl b}
How would you tell if phonics instruction works? Let's suppose you taught one grouj

' ; tional method,
of students using a phonics method and another group using a convcn:}:(l?i\he o
~ and you tested students to see what they had learned. To make S‘Liire 'mégml* .
were not attributable to differences among the students, you COWC: FRFLALRE
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:393). When the outcome measure was accuracy in decoding regul

Vihen there are two vowels, one of bone

o , ; done

vehich 15 the final e, the first vowel 83

'S fong and the e is silent. M oo
WWhen a word has only one vowel, hid kind Sanxs. Seme
the vowel sound 1s short. Sy e
When there are two vowels side bead chief Farcscn
E‘\.qssde the long sound of the 5% prsiordoe
IS @n { i

iy s;%e:f 15 heard, and the second FStrucan
When two of the same consonants carry su

é»g side by side, only one is heard. %

Ch 1s usually pronounced as it is catch machine -

mn char. S5%

When g precedes i or g, it sounds engine gve B4

ke j n jump. *

Adapted from Clymer (1963).

students to groups. To make sure that the tests are valid, they should measyy .-
are drectly related to the goal of instruction—such as decoding regular worgs :;n .\S,’T:‘E %
pseudowords. - ey
This research method allows you to make treatment-control comparisons, o vy, -
if students in the phonics group (i.e., treatment) performed better on tests lhan'; f
the conventional group (i.e., control) on Jearning to decode. To determine thy ;:\
(labeled @) vou can subtract the mean score of the control group from the mean s .
treatment group, and divide this difference by the standard deviation of both grou \(

sositive effect size means that the phonics group learned better, whereas 3 ~ee.

1088). A}
effect size means that control group learned better. An effect size of 0.2 is conndensd o
effect, 0.5 is considered a medium effect, and 0.8 is considered a large effect (Coben, '

0 we will be on the lookout for instructional programs that yield a positve effect saez
or more. This means that the treatment group scored one half standard deviation greae 2

the control group—enough of an improvement to have practical importance

Rased on a recent review of research conducted by the National Reading Panel {Ene:
g sy

2001), there is overwhelming evidence that “systematic phonics instruction helped e

learn to read better than all forms of control group instruction, including whole langu
ar words in 30 &

7, which is considered amee
in decoding pseudowerd &
= 0.60, which is also am&e
¢ of the effect for dm\img‘ri

comparisons) the effect size favoring phonics was d = 0.6
to-large effect; when the outcome measure was accuracy
scparate comparisons) the effect size favoring phonics was d
to-lange effect. The left side of Figure 2-9 shows that the siz .
lar wonds is strongest when the phonics training is done in kindergarten ot first %71
than in second through sixth grades, and the right side shows the same patterm KLECT

. t P2 ) .
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FIGURE 2-9
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Adapted from Ehn et ol (2001).

~udowords. Importantly, the positive effects of phonics instruction are strong when com-
pared to all kinds of control instruction including the regular reading curriculum, the basal
series instruction, whole-word instruction, or whole-language instruction. Overall, phomes
is 2 beginning reading program that helps students develop an important component skill in
reading—decoding words. Although showing phonics is an important early step in reading
instruction, Ehni et al. (2001) note that “phonics needs to be combined with other essential
plete and balanced program” (p. 433).

tional components to create a com
- and second-grade teachers to identify four or five children in their
e most difficulty in learning to read. Also suppose that you could

how to decode words to some of these children——training that is
reading teachers) and prolonged (e.g, for approxi-

mately 100 hours in 50-minute <essions over the course of the school year). Can intensive, pro-
longed tutoring in word decoding put these children back on track to become successful read-
ers? Blachman et al. (2004) conducted a careful experiment to answer this important question.
At-risk students were selected for decoding training (trained group) or received reading
instruction provided normally at their school (control group). For the trained group, each
50-minute session focused on a few target letter-sound rules and involved five steps: (1) a
review of symbol-sound correspondences, in which the tutor presented index cards con-
taining selected printed letters or letter combinations with vowels in red ink and asked the
child to say the sound; (2) phoneme analysis and blending, in which the tutor asked the
child to manipulate printed letters on a board for tasks such as “change fan to far" or
“change shin to shine”; (3) fluency-building activities, in which the child was asked 10

orally read words printed on index cards that contained the sounds that had just been
studied: (4) oral reading, in which the learner and teacher read aloud from a vanety of
texts such as Amelia Bedelia; and (5) dictated aid a word such

instruc

Suppose we asked first
Jlass who were having th
arrange 1o give training in
intensive (e.g., one-on-one tutoring by

words, in which the teacher s

as “hike” and asked the child to write it down on paper.
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[s tns systematic phomics traiming more effective than the regular reading instruction
pmwsted hv ":he. studem,sf special education teacher? On tests of decoding reguiar words
(waord zdemm_caum !, students in the phonics group showed sigruficantly greater improve-
ment than did students m the control group, yielding a large effect size of d = 1 16, On
tesis of decoding nenwords {(word attack), students in the phonics group showed siqn;f,-
cantly sreater improvement than did students in the control group. yielding a med;ur\:‘q-:gs.
large effect size of d = 0.66. Imponantly, there was evidence of transfer in which the phon-
s group aiso showed larger improvements in reading comprehension as compared to the
control group. yielding a large effect size of d = 1.15. Overall, the results show that if vou
have 70 hours ta help children improve their decoding skills. they will gain much more
from systemanic phenics instruction than from their regular reading instrucuon

Civerail. there is a strong research base showing that chuldrens decoding skilis can be

mmpraved through systematic phonics instruction

Decoding Words Fluently

The previous section focused on helping readers decode words accurately, with decoding
siill measured as word idenuficanon skill (accuracy in reading common words aloud? and
word attack skill (accuracy in reading unfamiliar words and pseudowords aloud. A related

skill is to be able to read passages aloud with fluency—that is, with proper expression,
on and without false starts. In short, decoding fluency depends on

ords without having to pay attention to what you are

rhythm, and intonat
automatcity: learming to decode w

domng.

RESEARCH ON FLUENT DECODING: AUTOMATICITY EFFECTS

orical introduction to the great debate, consider the following scene. The story
e Western Union telegraph office in Brookville,
Indiana. The characters are an 18-year-old young man named Will Reyvnelds and a
17 vear-old voung woman named Edyth Balsley. Both have come to learn to become tele-
graph operators under the tutelage of the telegraph office’s operator, Mr. Balslev They are
brignt and eager learners, so by June of 1896, both can send and recewve ordiary busi-
ness letters over the main lme. More importantly, during this period both have agreed 1o
he rested once a week on how fast they can send and receive telegraph messages. In domg
so. Will and Edyth enter the annals of educational psychology history by becoming parl
widely recognized as the first major psychological study of skall
learmng ( Brvan & Harter, 1897). To measure their receiving speed, the tester gave them a
mcssagé in Morse code at a certain rate for a 2-minute period; the students’ task was 10
listen to the incoming dots and dashes and write down the message in words. If the stu-
dents tmled to decipher the code correctly, the task was repeated at a slower rate. If the
students succeeded, a faster rate was tried. Figure 2-10 shows the number of letrers
per minute that Will and Edyth could correctly receive on each of the weekly tests from
thre day they started until they mastered the basics. This1s a learning curve, in which the
x-axis indicates the amount of practice and the y-axis shows the level of learning.

As a st
hegins in the fall of 1895. The place is th

rerpants in what is today

-
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FIGURE 2-10
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Adcpred from Bryan ond Harter (1897).

Bryan and Harter (1897) noted both quantitative and qualitative changes in Will’s zr:
Edyth’s deciphering skill. These quantitative and qualitative changes constitute zr
automaticity effect—that 1s, an ability to carry out a task without having to pay atterstion
to each step. First, as you can see in the learning curves, over the course of training bort
students improved greatly in the speed with which they could decode incoming mes
sages. It took them about 6 months of practice before they could handle messages com
ing in at the slowest main line rate (71 letters per minute), but within 9 months
could receive 100 words per minute and were on a trajectory of getting faster ever:
week. The increasing speed of the students is evidence that components of their decod
ing skill were becoming automated; that is, that their conscious attention was n<

1hen

a2

required.
Second, in addition, there was a qualitative change in which the students first trans

lated the code on a letter-by-letter basis, then word-by-word, and finally phrase-t+
phrase. According to Bryan and Harter (1897), this qualitative shift is reflected in 2=
observation that both students reached a plateau in the middle of their training—shes
learning curves became somewhat flat between the 16th and 20th weeks. Br;{m ar:
Harter interpreted this pattern as evidence of stages in skill learning: The increase =




spwedd froun thee st week toihe 161h week reflects a phase of increasing siaii 2 .
g gehividnal feters and even shion words, the plateau represents a phase r;'\-# REPH
o of letterdecoding skitll so that i becomes automatic, and the anur;;:“i%%}b
frotn the 24t week onwiard represents a shilt of focus to decoding b-v‘wf“.;{;&&
phiases By abwerving Operators as they progressed from novices to ex?ﬁfn@ Effb Arage
Harter tound that at tirst they decoded messages letter-by-letter, then after ‘m‘fm' —
tice, they began to decade word-by-word, and eventually were able 1o d’{cod:'«':k;i::fc-
by phirane, »o that their wWriting was 6 10 12 words behind the flow &f i xn:o::}f-
vinle The plateau represents a period in which a component Skzii-—ie{ger-b,{-;"{“g
hes its highest speed but is sull not completely automane le;:ﬁm.r
ed, it can be used as a component in learning higher order :::L_;

devcoding-—reac
n novices decoded letter-by Jerrer e

becones autamatiz
such as decoding words and phrases Whe
peported being unaware of the meaning of the message, whereas expert operators who
listened to an entire phrase before wriung it down stated that they were aware of we
meantny of the message.

What can this 19th-century study of telegraph operators tell us about how today’s cht-
When the famous educational psychologist E. L. Thorndike (1313}
kill learning, he was struck by the possthil-

dren learn to read?
_ one’s progress is analogous to that of the

examined Bryan and Harters classic study of s

ity that “in learning to read (lirst year primary) . .
student of telegraphy” (p. 100). The crucial event in learning to decipher code—whether u
sounds of the Morse code—is the development of automaucuty of
nts develop the ability to rec‘-’ganC‘{he

(or letter group) and its sound rapidly and automatically; that is.
This goal is accomplished through prac-

phonological deciphering must become effortless.

lice. Consistent with this view of the development of automaticity of basic skills, many
authors propose that students who must consciously monitor their decoding process have
otherwise trying to comprehend the

less attentional capacity for making inferences and
Id, 1979). In order to investigate this

passage (Adams, 1990; Chall, 1967, Perfetti & Lesgo
1975) selected third and fifth graders who either scored low

idea, Perfetti and Hogaboam (

in standardized tests of reading comprehension (below the 30th percentile) or scored high

in reading comprehension (above the 60th percentile). Reading comprehension involves
t a passage you just read. Students were

being able to answer meaningful questions abou
asked to participate in a word-pronunciation task: A word was presented on a screen and

the student’s job was Lo say the word as soon as he or she knew what it was. This task
requires decoding, but not comprehension.

some of the words were familiar; as Figure 211 shows, skilled and less skilled readers
did not differ greatly in their pronunciation times for familiar words. Other words were
unfamiliar to the readers; as Figure 2-11 shows, the less skilled readers averaged 1 second

skilled readers. One explanation may be that skilled readers are more
ause they spend more time reading more

is printed words or the
low-level skills, Accordingly, 1t is crucial that stude

relation between a letter

Jonger than the
{amiliar with the “unfamiliar” words, perhaps bec
difficult texts, However, Figure 2~11 also shows that the less skilled readers required an
average of over 1 second more than the skilled readers to pronounce pseudowords (1.¢..
nonsense words that could be pronounced). Apparently, skilled readers employ fast and
automatic decoding processes, even for words that have no meaning, whereas less skilied
readers have great difficulty in decoding words that are not part of their sight-reading
vocabulary, These results are consistent with the idea that well-practiced dec\oding skills

allow the reader to use his or her attentional resources to comprehend the passage. In fact
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Adapted from Perfetti and Hogaboam (1975).

fluent readers may be so well practiced in decoding that they are unaware of the » des o %

pronunciation (Calfee, Chapman, & Veng‘zky, 1972). Apparently, learmmnyg eft XN dev
ing skills is a prerequisite for learning efficient comprehension skills.

IMPLICATIONS FOR INSTRUCTION: AUTOMATICITY TRAINING

In addition to becoming accurate in decoding words, students’ decoding shills musg s
become fluent. In developing reading fluency, students become antomatic w tecogseo
letters and sounding out letter groups. In short, a main focus of reading mstructon daeg
the first few years of school should be to help students develop decoding skills tha as
automatic (i.e., that do not require extensive conscious eftort by the reader). This st
focuses on how to provide training for decoding automaticity.

Stanovich (1980) summarized research on decoding by noting that goad weadens &k
from poor readers mainly in their rapid context-free word recogtunion. The lmad capae
ity of the memory system requires that if some processes demand a great deal of atenon,
there will not be adequate attention available for other processes. For example, Lk |
an(.i Samuels (1974) proposed that fluent readers are able 10 decode text awtomainain %
which means that,they have attention available for comprehension progesses. b conras. ! LL«-. -

Prehension processing, Perfetti and Hogehos

o4

i
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(1975) summarize this idea as follows
automatic process, it does not make great de
processes” (p. 466). :

LaBerge and Samuels (1074)

w

To the EXTEM thae deg
mands on 1he Teaders by

‘ll'\‘LE
proposed three stages in

1.

cafineg sx 5 sty
ugher compmen,

B Y1tk

reached. This procedure is repeated for another passage, and so
changes in reading and word recognition rate as a student read five difierent passages
the method of repeated readings. Two findings are particularly interesting. First, for each
passage, the fluency improves greatly with repetition. Second, ﬂuex}cy tends to mprove
from one passage to the next, even though the words are different. What is the best way to

FIGURE 2-12 Improvin

g decoding fluency by repeated readings
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a techmque called the method of repeated readin g
reads a short, easy passage ov
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3 ot
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ST makes errors in Word rec
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y in decoding? Samuels 1979 suggected
s. According to this techmique. a &ué«m
er and over again unul a sauisfactory level of fivency 1
on. Figure 2-12 shows the
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