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ABSTRACT

A DESCRIPTIVE ANALYSIS OF TEACHERS' CONCEPTIONS OF
READING USING A VARIATION OF THE KELLY ROLE
CONCEPT REPERTORY TEST

By
Michelle Heppler Johnston

Previous research on reading methodology indicated that the most
important variable in instructional effectiveness was the teacher rather
than the method or material. Yet, the unanswered question continued to
be: "What made the teacher effective?" Some researchers pointed to
teachers' conceptions of teaching, content, and pupils as the crucial
variable in instructional effectiveness. Therefore, the purpose of the
study was to identify teachers' conceptions of reading.

To identify teachers' reading conceptions, the term conceptions
was first defined as what the teachers said about reading and how they
organized reading information during interviews. Second, a modification
of George Kelly's Role Concept Repertory Test (Rep Test) was developed
to be used as a nonscheduled standardized interview guide.

Following the development of the Rep Test, twenty teachers were
interviewed. The interviews consisted of two components: (1) the
teachers sorted and compared students according to the Rep Test proce-
dures; and (2) the teachers responded to probing questions posed to
clarify their Rep Test responses. Then, the teachers' responses were

analyzed using empirical and theoretical coding schemes. The empirical
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coding schemes were developed from what the teachers said while the
theoretical coding schemes were constructed using David E. Hunt's
Behavior-Person-Environment Model and four theoretical models from

Singer and Ruddell's Theoretical Models and Processes of Reading,

Second Edition.

Three research questions were posed. The findings of the coding

schemes were used to answer the questions and the results follow.
1. What are the ways in which teachers think about reading?

The teachers described three general ways in which they thought
about reading. First, they discussed pupil differences by identifying
their bases for grouping children and by describing pupils personal
traits, backgrounds, and work habits. Second, they discussed instruc-
tional practices focusing on both materials and techniques. Finally,
the teachers stated their beliefs about their teaching of reading,
including successes and frustrations, and changes that would improve
their teaching of reading.

2. In what ways can teachers' views be classified?

The teachers' views were classified in four ways: (1) descrip-
tions of grouping practices, classroom organization, children, instruc-
tional techniques, and stated beliefs; (2) production and human
orientations; (3) decision cues; and (4) the Behavior and Person
components of Hunt's B-P-E model.

3. Are teachers' views similar to some codified models of reading?

More teachers reflected views of reading which were associated
with the psychological and affective models but those views were dis-

cussed within practical contexts such as those associated with basal
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instructional strategies. The teachers may have reflected practical
conceptions rather than theoretical or knowledge-based conceptions
because of the nature of the Rep Test or probing questions.

Several conclusions were drawn from the findings. First,
according to the definition of reading conceptions used in the study,
the teachers did have such conceptions. From their descriptions of
classroom practices, those conceptions appeared to influence their
teaching behaviors. Second, the conceptions were personal as the
teachers had individual views about what reading information was impor-
tant and how they organized the information. Third, because the
teachers had many conceptions about reading related to pupils, tech-
niques, materials, and their beliefs, it was concluded that the concep-
tions were complex. Fourth, the conceptions were practical based on

teaching goals rather than knowledge of the reading process or theory.
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CHAPTER I

THE PROBLEM

Background of the Problem

Reading research often focused on materials and approaches.
Yet, such studies concluded that there were no significant differences
between variables or that the key variable influencing reading instruc-
tion was the teacher rather than materials or approaches. What was it
about the teacher that was important? Many writers indicated that a
crucial aspect of the teacher variable was the teacher's concepts,
beliefs, or understandings regarding course content, materials, and
pupils.

For example, McKee specifically directed his attention to "the
teacher's understanding of what reading instruction is."] Similarly,
Carroll and Chall, after reviewing the first grade studies of the 1960s,
concluded that an important aspect of the teaching process was the
teacher's systems of beliefs about how different children learn to

read.2

]Paul McKee, "Introduction," in Reading Instruction: Dimensions
and Issues, ed. William K. Durr (Boston: Houghton Mifflin Company,
1967), p. vii.

2John B. Carroll and Jeanne S. Chall, Toward a Literate

Society: The Report of the Committee on Reading of the Nationa
Academy of Education (New York: McGraw-Hil1T Book Company, 1975), p. 16.




Further, Bussis, Chittenden, and Amarel stated that "the most signifi-
cant educational variation exists at the level of the individual
practitioner--not at the level of instructional materials, packaged

w3

programs or the like. They clarified their views by saying:

It is sufficient to say here that this position assumes that
the internal mental processes (such as understandings,
beliefs, and values) are major underlying determinants of
behavior and of the environments people create.4
Finally, Combs, Blume, Newman, and Wass supported the notion of the
importance of teachers' conceptions by stating:

Whether a teacher will be an effective teacher depends funda-
mentally on the nature of his private world of perceptions.5

This study was an attempt to identify and describe teachers'
conceptions of reading by using Wolf and Tymitz's suggestion of
pursuing reading research within an ethnographic paradigm which they
defined as "an analytical process involving the disciplined and system-
atic uncovering of human behavior and interactive patterns within any

environment or milieu. n6

3l\nne M. Bussis, Edward A. Chittenden, and Marianne Amarel,
Beyond Surface Curriculum: An_Interview Study of Teachers' Under-
standings (Boulder, Colorado: Westview Press, Inc., 1976), p. 1.

*Ibid., p. 1.

5Arthur W. Combs et al., The Professional Education of
Teachers: A Humanistic Approach to Teacher Education, 2nd ed. (Boston:
ATTyn and Bacon, Inc., 1974), p. 2T.

6Rcbert L. Wolf and Barbara L. Tymitz, "Ethnography and
Reading: Matching Inquiry Mode to Process," Reading Research Quarterly
12 (1976-1977) :unpaged.




Therefore, this study reflected three basic ideas. First,
the teacher, rather than materials and approaches, was considered to be
the important element in an instructional setting. Second, the
teacher's conceptions of reading were cited by the aforementioned
researchers as key factors influencing reading instructional practices.
Finally, an ethnographic paradigm provided an analytical way to identify

and describe teacher's conceptions of reading.

The Problem
While the teacher's conception was viewed by many as a crucial
instructional variable, few studies attempted to identify teacher's
conceptions of reading. Consequently, the purpose of the study was to
investigate the ways in which teachers conceptualize reading. Specifi-
cally, the study utilized in-depth, probing interviews to identify,

describe, and classify teachers' conceptions of reading.
P g

Significance of the Problem

The identification of teachers' conceptions of reading
contributes to educational research in six ways.

1. The study provides researchers of teacher effectiveness with
useful information about the way teachers think about
reading. Such information gives researchers clues to the
reasons certain teachers used specific reading instructional
practices.

2. The identification of teachers' conceptions of reading
instruction is valuable to teacher educators, curriculum
planners, and material developers as an aide for planning

instructional improvement.



3. The identification of differences in teachers' conceptions of
reading instruction provides other researchers with ways to
detect the relative influence of presage, process, and context
variables.

4., The results of the study give teacher trainers a method to
identify specific in-service needs in reading to help
teachers and in-service teacher trainers identify target
areas for in-service training.

5. The data of the study were actual teacher descriptions of
instructional practices and the ways in which teachers
organize information about reading. Such data provides
springboards for future research on the teaching of reading.

6. The interview technique employed in the study provides a
useful investigative tool for educational research in content

areas other than reading.

Definitions
The following definitions of terms were specifically relevant

for the study.

Conceptions of Reading

An operational definition of reading conceptions was derived
from the writings of Schroder, Karlins, and Phares. They defined

concepts as:



The rules by which individuals deal with the world and are the

rules that individuals employ for organizing units of informa-

tion about the world.’
Elsewhere, Schroder, Karlins, and Phares reiterated that "each person
perceives and responds to the world in his own unique way.“8 Therefore,
using Schroder, Karlins, and Phares as a basis, the following opera-
tional definition of conceptions of reading was constructed: conceptions
of reading were what the teachers said they did about reading and how
the teachers stated that they organized information about reading in
response to interview questions.

Nonscheduled Standardized
Interview Guide

Nonscheduled standardized interview guide, as used in this
study, referred to the list of information and procedures from which
the interviewer worked. According to Denzin, a nonscheduled standard-
ized interview guide gave the interviewer freedom to probe and to
gather personal or social data, such as attitudes.9 The interview
guide was nonscheduled because the questions varied according to the
teachers' responses and standardized because the interviewer worked

with the same list of procedures for all the teachers.

7Haro]d M. Schroder, Marvin Karlins, and Jacqueline 0. Phares,
Education for Freedom (New York: John Wiley and Sons, 1973), p. 26.

81bid., p. 26.

9Nm*ma K. Denzin, The Research Act: A Theoretical Introduction

to Sociological Methods (Chicago, IT11inois: Aldine Publishing Company,
1970), p. 126.




Transcripts
The transcripts were the typed dialogues that resulted from

using the nonscheduled interview guides. Each interview was recorded

on cassette tapes and transcribed for content analysis.

Content Analysis

Content analysis (which was used to analyze the transcripts)
referred to the process of examining the transcripts and formulating
categories to describe teachers' reading conceptions. More specifically,
Hayes defined content analysis as a process for determining charac-
teristics of a source from its natural-language utter‘ances.]0 There-
fore, in this study, the teachers' natural-language, as it appeared in
the transcripts, was examined to look for characteristics which
represented conceptions of reading. The specific procedures used are

described in Chapter III.

Coding Schemes

Two types of coding schemes were used for the content analysis.
One coding scheme was developed empirically from what the teachers
actually said and contained 1ists of words the teachers used to
describe reading. The second coding scheme was theoretically based
and contained lists of terms used by certain experts to describe

reading, students, and instruction.

mDavid G. Jayes, "Linguistic Foundations for a Theory of
Content Analysis," in The Analysis of Communication Content, ed.
George Gerbner et al. (New York: John Wiley and Sons, Inc., 1969),
p. 65.




Orientations and Decision Stimuli

Following a content analysis of what the teachers said about
reading, two summary categories were formed. The summary categories

were labeled "orientations" and "decision stimuli."

Orientations

Orientations referred to the relative emphasis that the teachers
placed on either human attributes or production attributes. While some
teachers tended to discuss reading in terms of human attributes such as

attitude, other teachers emphasized production, such as work habits.

Decision Stimuli

The decision stimuli referred to the cues that the teachers
described as using when they made reading decisions. Teachers relied
on materials, students, self or various combinations of the three when

making reading decisions.

Questions to be Answered
Because the problem was to identify teachers' conceptions of
reading, the major question was: What are the ways in which teachers
think about reading? Additionally, the following questions were asked:
1. In what ways can teachers' views be classified?

2. Are teachers' views similar to some codified views of reading?

Assumptions and Limitations

There were several assumptions and limitations which influenced

the study.



Assumptions

In attempting to identify and describe teachers' conceptions
of reading, the assumption existed that teachers did have certain
beliefs about reading that influenced teaching behaviors and pupil
outcomes. McKee reflected this assumption by suggesting that teachers
had certain understandings of reading instruction and that these
understandings were among the factors that influence pupil achieve-
ment.n

Furthermore, the assumption was made that teacher conceptions
of reading were being tapped by using an in-depth interview technique.
This assumption was supported by researchers such as Bussis, Chittenden,
and Amarel who suggested that "the strength of the interview lies in
its ability to elicit personal opinions, knowledge, understandings,
attitudes, and the er.“]2

Finally, there was the assumption that the researcher was able
to capably analyze and codify the interview data. As Garfinkel stated,
"The coder takes the position of a socially competent member of the
arrangement to be desn:lr'ibed.“]3 Specifically, the coder or researcher

had to be uniquely familiar with the nuances of the elements being

described and aware of the ways in which teachers discussed reading

”McKee, "Introduction," p. vii.

]2Bussis, Chittenden, and Amarel, Interview Study of Teachers'
Understandings, p. 15.

]3Haro]d Garfinkel, Studies in Ethnomethodology (Englewood
Cliffs, New Jersey, 1967), p. 22.




and reading instruction. For the purpose of the study, it was assumed

that the researcher met these criteria.

Limitations

The study had limitations related to the problem, the popula-

tions, the design, the analysis of data, and the instrumentation.

Specifically, the limitations of the study were:

1.

Although the problem studied was important, it was difficult
to measure. The conceptions of reading attributed to the
teachers may have been limited because of biases subconsciously
imposed by the interviewer and other confounding variables,
such as institutional constraints within a teacher's school

or a misapplication of probing techniques within the interview.
The coding schemes used in analyzing the content of the inter-
views have limitations. First, the researcher's judgement

was employed to determine the coding schemes. Second, relevant
information may have been lost by compressing the data into
categories.

The study was limited by the populations and samples which
were selected by the investigator. Therefore, the ability to
generalize the findings of the study was limited to teachers
who were interviewed.

Because the design of the study was descriptive, many variables
such as sex, age, or preservice training were not controlled
and, therefore, may have confounded the findings. The concep-

tions of reading were not subjected to experimental
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manipulations nor was any attempt made to determine the reasons for

the conceptions.

Design of the Study

The design of the study included descriptions of the procedures

for data collection and analyses.

Data Collection

The study was a descriptive study in which twenty teachers were
interviewed using a modification of George Kelly's Role Concept Reper-
tory Test (Rep Test) as the basis for a nonscheduled standardized
interview guide. During in-depth interviews, teachers were required to
sort their students according to how they received reading instruction.
After identifying the ways in which their students received reading
instructiﬁn, the teachers participated in triadic sorting exercises
which were used to identify pupil similarities and differences. The
triadic sorting procedure was the central feature of the Rep Test.
Finally, the teachers were asked to identify successful instructional
techniques used and materials needed to help unsuccessful students.

The Rep Test was selected as the basis for the interview guide
because it forced the respondent to focus on concrete issues while it
elicited underlying conceptions and the ways in which information was

14,15

organized. Teachers were forced to focus on their students while

]4David E. Hunt, Teachers Are Psycho]o?jsts Too: On the Appli-
ow

cation of Psychology to Education (Iowa City, a: The American College
Testing Program, 19/6), p. 5.

]SJarrod W. Wilcox, A Method for Measuring Decision Assumptions
(Cam?ridge, Massachusetts: The Massachusetts Institute of Technology,
1972), p. 5.
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responding to the probing questions. As Bussis, Chittenden, and

Amarel stated, the major interest of the interviews was not the specific
behaviors described by the teachers but "what the described behaviors
repr‘esent."]6 Thus, the information elicited during the interviews
were descriptions of behaviors which were assumed to be representing

the teachers' conceptions of reading.

Qualitative Data and
Content Analyses

The data were qualitative in the form of taped interviews that
were transcribed. For the purpose of identifying teachers' concep-
tions of reading, the collection of qualitative data was the most
useful and telling as it provided a broad band of descriptive informa-
tion. Because the purpose of the study was to describe teachers'
conceptions of reading, the study represents a pre-experimental phase
of research rather than a verification or an experimental phase of
research. Furthermore, Glaser and Strauss support the collection of
qualitative data by positing that it was the most adequate and efficient
way to obtain information in empirical settings.]7 This study was of
an empirical nature as it was conducted primarily within school settings

and focused on the actual pupils.

]6Bussis, Chittenden, and Amarel, Interview Study of Teachers'
Understandings, p. 15.

”Barney G. Glaser and Anslem L. Strauss, The Discovery of
Grounded Theory: Strategies for Qualitative Research (Chicago,
T1Tinois: Aldine PubTishing Company, 1967), p. 18.
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To analyze the transcripts, content analysis was used similar
to a method described by Glaser and Strauss in which categories emerged

18 The selected method of content analysis was deeméd

from the data.
appropriate as it met the five following characteristics of content
analysis advanced by Alexander: (1) the investigator formed discrimi-
nating categories; (2) the emphasis was on hypothesis formation versus
hypothesis testing; (3) estimates were made of the speaker's intended
meaning; (4) the speaker's situation and purpose were taken into
account; and (5) there was a close relationship to descriptive proce-
dures.]9
From the content analysis of the transcripts, descriptions and

classifications of the teachers' conceptions of reading were developed.

Summary of the Problem

The specific problem to be studied-was the identification of
teachers' conceptions of reading using ethnographic research metho-
dologies. In general, other researchers, teacher trainers, curriculum
planners, and material developers were provided with important informa-
tion resulting from the identification of teachérs' conceptions of
reading. Specifically, the Rep Test was used in interviews to identify
the teachers' conceptions of reading. Following the interviews, the

conceptions were reviewed and categorized to answer the questions:

18144d., p. 18.

]gGeorge Alexander, "Qualitative and Quantitative Approaches
to Content Analysis," in Trends in Content Analyses, ed. Ithiel De
Sola Pool (Urbana, Illinois: University of I1linois Press, 1959),

p. 19.
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1. What are the ways in which teachers think about reading?
2. In what ways can teachers' views of reading be classified?
3. Are teachers' views of reading similar to some codified views

of reading?

Organization of the Remainder of the Study

Chapter II will include a brief review of related research
regarding teacher beliefs, some theoretical models of reading, and
support for the procedures of the study. The procedures for data
collection and analysis will be more fully described in Chapter III.

In Chapter IV, descriptions and categories of the teachers' conceptions
of reading will be presented. Conclusions, results, and recommenda-

tions for future study will be presented in Chapter V.






CHAPTER II

REVIEW OF THE LITERATURE

Introduction

The materials in the Review of the Literature were selected

to provide background in three areas: (1) previous writing and research
on teachers' conceptions of teaching in general and of reading;
(2) views of reading held by certain experts; and (3) description of

the research procedures used in the study.

Teacher Conceptions

The literature on teachers' conceptions was reviewed in two
ways: teachers' conceptions of teaching in general; and teachers'

conceptions of reading.

Teachers' Conceptions of Teaching

From their extensive review of the research, Brophy and Good
concluded:
The teacher individual difference variable that appears to
be especially important for the classroom is the teacher's
belief system or conceptual level.
They saw the beliefs of teachers as having an influence on pupil

achievernent.2

]Jere E. Brophy and Thomas L. Good, Teacher-Student Relation-
ships: Causes and Consequences (New York: Holt, Rinehart, and Winston,
Inc., T974), p. 262.

2

Ibid., p. 124.
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Washburn and Heil concurred with Brophy and Good as they
hypothesized that teachers' personalities, including their beliefs, had
a "definite and determinable influence on the intellectual, social, and
emotional growth of children.“3 Although their major problem was to
construct instruments for identifying different types of children and
teachers, they concluded:

Our experiment does show that whatever effects the teacher's
knowledge measured in the Teacher Education Examination are
completely masked by the effects of the teacher's persona]ity.4

Further, Fuller found that teachers' conceptions about their
roles, teaching content, and pupils vary over time. Fuller used
ethnographic methodologies including surveys in a variety of related
studies to identify conceptions of teaching at the pre-service level
and at several different in-service experience leve]s.5

In a massive study, researchers at the University of Wisconsin
attempted to investigate the "substance and structure of teacher view-
points" for the following two reasons:

1. . . . the perceptions and discriminations of a teacher

exert critical influence on the stimulation and direction

of pupil learning. It is a teacher's own thoughts and

conceptualizations of the instructional process which

mold and control the learning climate.

2. . . . to improve the performance of teachers, and to

accumulate a body of knowledge relevant to facilitating
learning, information is needed which describes views

3Carleton Washburne and Louis M. Heil. "What Characteristics
of Teachers Affect Children's Growth?" School Review 68 (1960):420.

*1bid., p. 425.

5Fr*ances F. Fuller, "Concerns of Teachers: A Developmental
Conciptualization.“ American Educational Research Journal 6 (March
1969) :218.
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and perceptions of teachers. A program for increasing

effectiveness must take into account their existing

perceptions concerning teaching and learning.
To assess the substance of the teacher viewpoints, the researchers used
essays, content analysis of reports, interview recordings, autobio-
graphical writings, and lesson plan reports.7 Sorting was used to
assess the structure which was referred to as the organization of the
substance.

Hunt used an adaptation of the Rep Test to help teachers make
their implicit conceptions exph‘cﬂ:.8 The teachers matched and sorted
students according to student characteristics, learning outcomes, and
teaching approaches in an effort to get them to think about their
teach'ing.9 By using the Rep Test, knowledge was gained on how the

teacher organized information about content and sl:udents.]0

The con-
ceptions Hunt elicited from the Rep Test were fitted into a paradigm and

had the following four characteristics: the conceptions were interactive;

. 6The University of Wisconsin Instructional Research Laboratory,
Elemgntary School Teachers' Viewpoints of Classroom Teaching and
Leqrmng," U.S.0.E. Project Number 5.1015.2.12.1 (Madison, Wisconsin:
University of Wisconsin, 1967), pp. 3-4.

"Ibid., p. 5.

BHunt, Teachers Are Psychologists, p. 5.

1bid.

‘]ODav?d E. Hunt and Edmond V. Sullivan, Between Psychology and
Education (Hinsdale, I11inois: Dryden Press, 1974, p. 54.
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the person was viewed in a developmental procedure; the conceptions were
reciprocal; and they were pract:ica'l.n In a later writing, Hunt
asserted:

One of the reasons for earlier inconsistency in the study of

teacher awareness and its influence on teacher behavior has

been the failure to permit teachers to express themselves in

their own terms about all aspects of the teaching-learning

process. 12
Therefore, according to Hunt, the Rep Test allowed teachers to verbalize
their conceptions about reading in their own terms in relationship to
their pupﬂs.13

Similarly, Bussis, Chittenden, and Amarel used in-depth inter-

views to capture and describe teacher conceptions of teaching because
of their developmental, interactive, and person-oriented view of the
teaching learning process.” Like Hunt, Bussis, Chittenden, and Amarel
were looking for practical information concerning teachers' conceptions
that went beyond surface under'st:andings.]5 Bussis, Chittenden, and
Amarel concluded that their interview procedure tapped teachers' under-

lying conceptions and that those conceptions of what was important

instructionally influenced teachers' classroom behaviors.]6

HDavict E. Hunt, "The B-P-E Paradigm in Theory, Research, and
Practice," Canadian Psychological Review 16 (1975):190.

]ZDavid E. Hunt, "The Teachers' Adaptations: 'Reading' and
'Flexing' to Students," Journal of Teacher Education 27 (1976):272.

]3Hunt, Teachers Are Psychologists, p. 5.

MBussis, Chittenden, and Amarel, Interview Study of Teachers'
Understandings, p. 1.

15

Ibid., p. 171.

61bid., pp. 169 and 171.
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In additional studies reported by Combs and others, researchers

at the University of Florida wrestled with the question: "What kinds

17

of perceptions do 'good' professional workers have?" They have

developed hypotheses that were corroborated and led them to believe
“that the following major areas were crucial in the perceptual organi-
zation of a good teacher":

1. Rich, extensive, and available perceptions about his
subject field.

. Accurate perceptions about what people are like.

Perceptions of self leading to adequacy.

Accurate perceptions about the purpose and process of

Tearning.

Personal perceptions about appropriate methods for

carrying out his purpose.

[L R REN)

The preceding studies focused on teachers' conceptions of
teaching which included conceptions of teacher roles, students, learning
outcomes and curriculum. In an attempt to tap the teachers' concep-
tions, the researchers used interviews, surveys, sorting, biographical
sketches, lesson plans, and content analysis. Each researcher con-
cluded that the beliefs, viewpoints, or conceptions held by teachers

influence their classroom behavior.

Teachers' Conceptions of Reading

The research previously reviewed did not focus specifically on
teachers' conceptions of reading. According to Belli, Blom, and

Reiser, there was very little research on teachers' conceptions of

”Combs et al., Professional Education of Teachers, p. 21.

81bid., p. 22.
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reading and the research on teachers' conceptions had to be drawn from

outside reading and transformed to meet reading needs.]9

Such research
was presented in the previous section of the Review of Literature.

Another source for information about teachers' reading concep-
tions was the literature on in-service activities and teachers' concep-
tions related to instructional practices, such as materials and
grouping.

To illustrate, Cadenhead tried to determine teachers' concep-
tions of reading by describing an activity in which participants within

groups sorted cards to identify their beliefs about reading.20

The
sorting process consisted of accepting and rejecting assumptions
Cadenhead presented concerning reading.21 Following the sorting, the
group discussed the assurnptions.22 There were no attempts made to
codify or categorize the assumptions as he was writing for the purpose
of discussing an in-service technique rather than a research study.
Further, Mayes used the Teacher Practices Inventory, the

Personal Beliefs Inventory, and the Dogmatism Scale to measure the

beliefs of teachers using the DISTAR program as compared to the beliefs

wGabrieHa Belli, Gaston Blom, and Ann Reiser, Teachers'
Concerns and Conceptions of Reading and The Teaching of Reading: A
Literature Review (East Lansing, Michigan: Institute of Research on
Teaching, Michigan State University, 1977), p. 9.

20Kennet:h Cadenhead, "What Are Your Beliefs About Reading
Instruction?" Journal of Reading 20 (November 1976):129.

2 bid.

21bid., p. 130.
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of teachers using baszﬂs.23 Mayes found no significant differences

between the DISTAR teachers and the basal teachers.24

She attributed
the finding to the basic common value from which both types of materials
originate and to the values of the teachers.25 Because DISTAR teachers
and basal teachers had similar values, Mayes concluded that their
teaching was simﬂar.26 She stated that changes in instructional
practices "cannot occur" until teachers change their va]ues.27

Miller and Hering asked if reading teachers preferred to teach
the more talented lr'eadelrs.28 To answer the question, Miller and Hering
asked twenty-six first grade teachers to list the names of their
pupils according to reading group. At a later date, the teachers were
asked to list the pupils to whom they preferred to teach reading.29
The researchers saw no evidence of sex differences but they found that
teachers did prefer teaching the better s‘:udents.30

When Bennett studied the open classroom, he developed three
questionnaires to assess teachers' aims and opinions. His question-

naires were composed of items derived from other research studies and

23Bea Mayes, "The Reading Teacher and Values," Contemporary
Education 45 (Winter, 1974):127.

2 1bid., p. 129. Z1bid., p. 130.
Bypig, 2T1bid., p. 131.
28

Harry B. Miller and Steve Hering, "Teachers' Ratings--Which

Reading Group Is Number One?" The Reading Teacher 28 (January 1975):
389.

i1bid., p. 390. O1big.
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from teacher interviews.al Teachers rated aims on a five-point scale
in terms of their relative importance. The need for basic skills in
reading and number work received a high rating while the necessity to
read fluently, accurately, and with understanding was considered less
essential.32

From the information reported in the review of teachers' con-
ceptions of reading, only Cadenhead's activity attempted to identify
teachers' beliefs about reading. However, Cadenhead's article focused
on presenting an in-service training activity rather than presenting a
research study. The studies in this section presented findings which
compared teacher values as related to materials used, instructional
group preferences, and rating aims of reading instruction. Therefore,
from this review, the researcher concurred with Belli, Blom, and Reiser
that there was very little research on teachers' reading conceptions.
Yet, teachers' conceptions of reading needed to be identified because,
according to literature in this review, the teachers' underlying con-
ceptions influenced their classroom behavior.

The conceptions reviewed thus far were on a practical not
theoretical level. Theoretical conceptions of reading provided a

structure within which practical reading conceptions were identified.

Theoretical Models of Reading

The process of identifying teachers' conceptions of reading

included an examination of the views of reading held by recognized

3]Neviﬂe Bennett, Teaching Styles and Pupil Progress (London:
Open Books, 1976), p. 55.

31pid., p. 56.
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experts. Descriptions of the views of reading held by certain authori-
ties gave the study and the teachers' conceptions of reading a frame
of reference. For the purpose of the study, four types of reading

models described in Singer and Ruddell's Theoretical Models and

Process, Second Edition were used. Following a brief presentation of
each type of model, practical classroom applications of the models
were described. Descriptions of practical classroom applications
showed how some aspects of the models were reflected in the teachers'
instructional practices and conceptions. The four types of theoretical
models of reading were the psycholinguistic models, information pro-

cessing models, developmental models, and the affective model.

Psycholinguistic Models
Two psycholinguistic models which focused on the relationship
between language and thought with comprehension as the major goal of

reading were presented by Ruddell and Goodman respectively.

Ruddell's Model

Although at the initial stages of reading Ruddell recognized
that children must be taught to use grapho-phonic, syntactic, and
semantic clues, he also recognized "that in some manner, children are
independently able to arrive at an optimal decoding unit depending
upon their own cognitive strategy and the particular decoding approach

used and that the main goal of reading was compr‘ehension."33

33Robert B. Ruddell, "Psychologistic Implications for a System
of Communication Model," in Theoretical Models and Processes of
Reading, 2nd ed., ed. Harry Singer and Robert B. Ruddell (Newark,
Delaware: International Reading Association, 1976), p. 454.
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Goodman's Model
Goodman, through the presentation of a slightly different model,

concurred with Ruddell that the main goal of reading was comprehen-

34 He further posited that through the application of guesses the

35

sion.
reader was able to reconstruct the intended meaning of the author. To
support his view of reading, Goodman offered practical suggestions for
teachers of all levels. First, he suggested that reading was closely
tied to practical communication, such as dictating experience stories

36

and reading directions, labels, and signs. Because differences

between literary language and practical communication exists, he further
suggested that children needed prereading experiences with literature.37
Finally, he suggested that reading instruction adopted a multimedia
approach which used reference skills in the content areas;38 To develop
sophistication in reading, Goodman stated that the reading teacher
needed to develop techniques and strategies that led to independence,

flexibility, a sense of significance to reading, and a critical sense.39

Summary of the Psycholinguistic
Models
The psycholinguistic models focused on the relationship of

thought and language with comprehension as the main reading goal.

34Kenneth S. Goodman, "Behind the Eye What Happens in Reading,"
in Theoretical Models and Processes of Reading, 2nd ed., ed. Harry
Singer and Robert B. Ruddell (Newark, Delaware: International Reading
Association, 1976), p. 454.

35 36

Ibid., p. 472. Ibid., p. 484.

37 38

Ibid., p- 485- IbidOS ppo 486-87.

Fbid., pp. 493-95.
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Therefore, teachers whose reading conceptions and instructional prac-
tices reflected the ideas of the psycholinguists used a variety of
materials or strategies which required their students to use their own
language and thinking to predict graphemic, syntactic and semantic

understandings inherent in the printed page.

Information Processing Models
Three different types of information processing models were

examined in Theoretical Models and Processes, Second Edition.

Gough's Model

Gough presented an information processing model of reading by
attempting to describe what went on in the mind of the reader beginning
with eye fixations and breaking down the reading process into a léetter-
by-letter flow process.40 He posited that the rapid identification of

Tetters was an important reading skill which was mastered through

4

cryptanalysis, not memorization. In advancing the use of phonics

instructional procedures over the Look-and-Say method, he qualified
his support by saying:

It is important to realize, though, that phonics does not
teach the mapping required to become a Reader. What the
Reader knows is the mapping between characters and system-
atic phonemes; what the child is taught in phonics is to
name a letter (or a letter part) with a syllable that
contains the appropriate systematic phoneme. When the
child "sounds out" a new word, it is apparent to any
auditor that the child is not converting letters into
underlying phonemic representations. Rather he is
searching for something that he can hear as a word.42

40Phﬂip B. Gough, "One Second of Reading," in Theoretical
Models and Processes of Reading, 2nd ed., ed. Harry Singer and Robert B.
RuddeTT (Newark, DeTaware: Internat. Reading Association, 1976), p. 510.

4 4

Ibid., p. 526. 2Ibid., p. 528.
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To present an information processing view of comprehension,
Gough focused on the element of speed, the interference of oral reading,
and guessing.43 He posited that oral reading forces the reader to have
temporal delays between words that hindered ccmplrehension.44 Concerning
the psycholinguistic view of the appropriateness of guessing, Gough
stated:
A guess may be a good thing, for it may preserve the integrity
of the sentence comprehension. But rather than being a sign of
a normal reader, it indicates that the child did not decode the
word rapidly enough to read it normally. The good reader need
not guess; the bad should not. 45
LaBerge's and Samuels' Model
Another model of reading as information processing was pre-
sented by LaBerge and Samuels who recognized reading to be a complex
skill which the fluent reader processed 1'nsta\n(:aneous]y.‘,'G Their model
emphasized selectivity and capacity of limitations as two character-

istics of the role of att:ention47

#48

and "involves a sequence of stages of

information processing. Through an examination of the theoretical

relationships between visual and phonological systems and between

visual, phonological, and semantic systems, they continued to recognize

43 44

Ibid., p. 532. Ibid.

1pid.

46David LaBerge and S. Jay Samuels, "Toward a Theory of
Automatic Information Processing in Reading," in Theoretical Models
and Processes of Reading, 2nd ed., ed. Harry Singer and Robert B.
RuddeTT (Newark, Delaware: International Reading Association, 1976),
p. 548.

47 48

Ibid., p. 549. Ibid., p. 549.
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"the importance of automaticity in the performance of fluent reading."49

For practical application of their model, they favored instructional
measures that single out skills at various strategic Stages and that
had two criteria of achievement for each stage: accuracy and auto-
mat'icity.50
In a re-examination of their model, LaBerge and Samuels noted
that it did not "spell out higher-order linguistic operations, such as
parsing, predictive processing, and contextual effects on comprehen-

115]

sion. They separated word meaning from comprehension by designating

word meaning as the semantic referrent of a written word and comprehen-

sion as the organization of the word meanings and "thinking in

1.“52 They posited that automaticity processed word meanings were

53

genera
organized for comprehension. From their description of the compre-
hension process, the assumption was made that without automaticity of
word meanings the semantic referrents were lost or nonexistent,
resulting in the lack of comprehension.
Anderson's, Goldberg's, and
Hidde's Model

Anderson, Goldberg, and Hidde used the results of two experi-
ments to present a third information processing model to describe the

meaningful processing of sentences. The researchers posited "that

there were several stages or levels of processing which occurred if a

49 50

Ibid., p. 570. Ibid., p. 575.

51 5

Ibid. 2Ibid., p. 576.

531bid.
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w34 Specifically,

person was to learn from written verbal materials.
they identified two of these stages as auditory and semantic encoding
which consist, respectively, of bringing words into speech and of

bringing meaningful representations to the mind.56

In their experi-
ments, subjects who were required to fill in blanks in sentences

learned more than the subjects who only read the sentences. The results
seemed to indicate that readers proceeded through the auditory encoding

stage without semantic encoding.56

Summary of the Information
Processing Models

Although the three information processing models presented
different pictures of the reading process, they had certain common
elements. A commonality existed across the models in their emphasis
on skill acquisition and mastery at specified levels. The skills needed
to be mastered and become automatic to allow progression to the
following stages. Therefore, teachers who‘had viewpoints of reading
similar to the information processing models used instructional

procedures that required students to master specified skills at certain

stages.

54Richard C. Anderson, Sheila R. Goldberg, and Janet L. Hidde,
"Meaningful Processing of Sentences," in Theoretical Models and
Processes of Reading, 2nd ed., ed. Harry Singer and Robert B. Ruddell
(Newark, Delaware: International Reading Association, 1976), p. 580.

1bid., p. 580.

61bid., p. 586.
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Developmental Models

Holmes' and Singer's interpretations of the substrata-factor

theory were presented as deve]opmentd] models.

.Holmes' Interpretation

The substrata-factor theory was formulated by Holmes who
employed substrata-factor ana]ysis.57 According to Holmes, "the
substrata-factor theory assumed that once a meaningful psycho-
educational association was learned or established within the mind-
brain contraplex, the neurological structure retains memory traces
in cell assemblies and supra-assemblies as relatively permanent

abi]ity-systems."58

In other words, within a mental structure there
were many large and small systems which acted to form associations and
retained information. Holmes presented the model pictorially as a tri-
level hierarchial connection with the Power of Reading (high school
level reading) at the summit. The three levels below the summit
included factors and subfactors which supported reading. A factor
entitled "the range of information" and "the breadth of knowledge" was

noted to be the most important factor.59

Singer's Interpretation
By defining the subtrata-factor theory of reading as "an

explanation of the mental structures and dynamics involved in

58Jack A. Holmes, "Basic Assumptions Underlying the Substrata-
Factor Theory," in Theoretical Models and Processes of Reading, 2nd
ed., ed. Harry Singer and Robert B. Ruddell (Newark, Delaware: Inter-
national Reading Association, 1976), p. 604.

59

Ibid., p. 615.

01pid., p. 614.
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reading," Singer attempted to explain the development of the Power of

60 Singer explained further that

Reading in grades three through six.
as an individual learns to read "he sequentially develops a mental
structure that is interwoven and functionally organized in at least

three hierarchial levels;"sl

Through an experiment, Singer found
developmental changes in the Power of Reading in the later elementary
grades. For example, he found that syllabication consistency had a
direct influence on the Power of Reading in grade 3 but an indirect
influence in grades 4, 5, and 6.62 Similar developmental influences
were found in the differences between the Power of Reading in sixth
grade, high school, and college. He surmised that Piaget's theory of
development explained changes in factor patterns which occurred around

the sixth grade level as a result of movement into formal operations.63

Summary of the Developmental Models

Holmes and Singer explained the substrata-factor theory of
reading which appeared to be hierarchial as the readers proceeded
through levels of reading competency until they reached high school
level reading. The reader's progress through the stages was related
to his cognitive development. Teachers who reflected reading concep-

tions similar to the developmental model not only expressed a concern

6OHarr‘_y Singer, "Substrata-Factor Patterns Accompanying
Development in Power of Reading, Elementary through College Level,"
in Theoretical Models and Processes of Reading, 2nd ed., ed. Harry
Singer and Robert B. Ruddell (Newark, Delaware: International
Reading Association, 1976), p. 619.

61 62

Ibid., p. 620. Ibid., p. 627.

631hid., p. 631.



30

for a reader's hierarchial skill development but also the cognitive

development of the reader as he became a more mature reader.

Affective Model

Mathewson's Model

In presenting an affective model of reading, Mathewson dis-
cussed the importance of attitude as it was related to the reading
process. He expressed a need for a definition of the role of affect
as "the concepts of attitude, motivation, interest, belief, and value

64 Mathewson

may have a vague quality resisting systematic treatment.'
labeled the affective model, "The Acceptance Model: A Model of Attitude
Influence in Reading Comprehension" and used motivation and attitude

as componénts that "work together to create the condition in which the

child begins to pay attention to books.“65

Although he recognized
that the model did not present a clear or complete picture of the
reading process, the model provided a direction to follow in creating
school materials, for teaching, and for future research on the theory

of attitude in reading.

Summary of the Affective Model
The affective model proposed that interest and motivation were

the prime forces behind a child's reading progress. The teachers who

64Grover‘ C. Mathewson, "The Function of Attitude in the Reading
Process," in Theoretical Models and Processes of Reading, 2nd ed., ed.
Harry Singer and Robert B. Ruddell (Newark, Delaware: International
Reading Association, 1976), p. 655.

®51bid., p. 661.
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permitted self-selection and discussed interests, attitudes, and

motivation reflected reading conceptions similar to the affective model.

Summary of the Models

The models of reading were presented in the Review of the

Literature to provide a framework for the descriptions of teachers'
conceptions of reading. Teachers' conceptions were compared to four
theoretical models of reading in an effort to present clear descrip-
tions of their conceptions of reading. The degree to which the
teachers' conceptions matched or did not match the theoretical models

had important implications as noted by Bussis, Chittenden, and Amarel.66

Description of the Research Procedures

The materials presented in this section of the Review of the

Literature focused on ethnographic methodologies and field-study tech-
niques in general and specific procedures and problems related to the
study.

Ethnographic Methodology and
Field Study Techniques

Ethnographic studies, which Garfinkel referred to as ethno-
methodological studies, attempted to "analyze activities and members'
methods for making those same activities visibly-rational-and-

reportable-for-all-practical-purposes . . . practical reasom‘ng."67

GGBussis, Chittenden, and Amarel, Iﬁterview Study of Teachers'
Understandings, p. 47.

67Garfinke], Studies in Ethnomethodology, p. vii.
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As Garfinkel later added, the concern of ethnographic studies was for an
adequate descm‘pt'ion.68 Therefore, a study done within an ethnographic
framework focused on describing practical aspects of everyday life. In
the case of the present study, the focus was on the descriptions of

the teachers' conceptions of reading which were assumed to govern their
everyday teaching activities and interactions with children.

Denzin looked at ethnographic methodologies as naturalistic
research in which the empirical world set the tone69 and in which
pre-experimental designs exercised no contro].m Further, Denzin said
that in the case of a survey subjects were asked questions concerning

n This study

behaviors, attitudes, and beliefs at one point in time.
asked subjects such questions at one point in time.
In reporting on his field-study, Erickson defined the work as:
. . . ethnographic in a sense that it considers as a whole
the organization of behavior in these interactional events--
considers nonverbal and situational aspects of the inter-
action as well as verbal aspects--and identifies customary
features of interactional form and function in events./2
Through field work, Erickson identified the "gatekeeping encounters"

as salient features of the Chicago West Side and, therefore, appropriate

681h1d., p. 89.

69Nov‘man K. Denzin, Sociological Methods: A Source Book
(Chicago, I11inois: Aldine Publishing Company, 1970), p. 7.

70Denzin, Research Act, p. 69.

Mibid.

72F|r‘edlr1'ck Erickson, "Gatekeeping Encounters: A Social Selec-
tion Process," in Anthropology and the Public Interest: Field Work and
Theory, ed. Peggy Reeves Sanday (New York: Academic Press, 1976),
p. T12.
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for study.73 Similarly, in this study, teachers' conceptions of
reading were considered to be appropriate features for further study

after extensive work with teachers by the researcher.

Interview

Support for the interview as a means for collecting data
regarding teachers' conceptions of reading was reported in a review of
the study conducted by Bussis, Chittenden, and Amare].74 Denzin
offered further support for interviews by noting they were the favorite
"digging tool for sociological research" in which the act of measure-

ment comes to 11‘fe.75

He classified three types of interviews
according to their structure, purpose, and underlying assumptions. The
first type of interview identified by Denzin was the standardized
interview schedule formulated to give to large numbers of people: a
homogeneous population with similar meaning vocabularies and va]ues.76
When using the nonscheduled standardized interview, the second type,
the interviewer worked with a 1ist of information required from each
respondem‘,.77 The nonscheduled standardized interview required highly

trained interviewers who rephrased and reordered questions to fit

each respondent.78 Additionally, the nonscheduled standarized
B1bid., p. 113.
74

Bussis, Chittenden, and Amarel, Interview Study of Teachers'
Understanding, p. 2.

75Denzin, Research Act, p. 122.

76 7

Ibid., p. 123. 7Ibid., pp. 123-24.

B1bid., p. 124.
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79

interviews were used for exploratory work. Finally, the nonstan-

dardized was the third type of interview which recognized "that

80

individuals have unique ways of defining their world." Thus, it had

no prespecified set of questions, no order to the questions, and the

freedom to allow the interviewer to probe.al

Denzin recognized that
in gathering social data, such as attitudes, it was acceptable to com-
bine approaéhes.82 The nonscheduled standardized form was used in this
study because of the exploratory nature of the study.
Sampling, Control, and
Generalizability

| For the purpose of the study, nonrandom samples were used. Two

issues which arose from the use of nonrandom samples were: (1) control;

and (2) generalizability.

Control. Gordon faced the issue of control in exploratory
research by stating that "overly severe standards for methodological
purity applied to early stages of investigation can lead to paralysis"

83

and can prevent the emergence of valuable insights. Similarly,

Sjoberg and Nett suggested that for the basis of discovery there was no

well-defined hypothesis and no random samp]e.84
M1bid., p. 125. 80bid.
8 Ibid., p. 126. 81bid.
83

Chad Gordon, "Self-Conceptions and Configurations of Content,"
in The Self in Social Interaction, ed. Chad Gordon and Kenneth J.
Gergen (New York: John Wiley and Sons, Inc., 1968), p. 117.

84Gideon1$joberg and Roger Nett, A Methodology for Social
Research (New York: Harper and Row, 1968), p. 137.
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Sampling. Denzin identified two basic types of samples: non-

85

interactive and interactive. Noninteractive samples were typically

used in experimental research and "fail to establish directly patterns

n86

of relationship between natural social units. Conversely, inter-

87

active samples recognized relationships of natural social units. An

example of an interactive sample was a natural work group, such as a
group of teachers.
The use of comparative samples which were two different

natural work groups had the advantage of uncovering more information88

89

from which categories can emerge. In this study, two groups of

teachers were used.

Generalizability. Erickson encountered the issue of generali-

zability by stating that the findings of his field work were not
generalizable but from the analytical procedures used he could make

intuitive statements.90

From the description of the cases he col-
lected, he made public certain statements but, he warned, one counter

example "could ruin" his argument and that a need existed for further

evidence.gl
85 .
Denzin, Research Act, p. 87.
81pid. 87 1bid. 81pid, p. 95.
8gG1aser and Strauss, Discovery of Grounded Theory, p. 49.
90Erickson, "Gatekeeping Encounters,” p. 141.
91

Ibid.



36

In concluding a review of the research measuring teacher
behavior, Shavelson and Dempsey-Atwood stated that generalizability
was extremely limited.g2 The focus of their review was experimental
research, not ethnographic research, but they succinctly pointed to the

problem of Timited generalizability of the research on teacher behavior.

Summary of control, samples, and generalizability. The purpose

of the study was to describe teachers' conceptions of reading. To
describe those conceptions, freedom was needed within the research
design to explore. Because of that need for freedom, the two samples
contained volunteers from selected populations. Using such samples
weakened control and limited generalizability. Yet, the issue of
limited generalizability was common in the research on teaching. There-
fore, to address the issue of generalizability, the researcher used
Erickson for support in gathering evidence within natural settings.
According to Erickson, after gathering the evidence and systematically
analyzing the data, the results can be used for making strong intuitive
statements rather than genera]izations.93 This study gathered evidence
with natural settings, analyzed the information systematically, and

presented statements rather than generalizations about the teachers'

reading conceptions.

92Richard Shavelson and Nancy Dempsey-Atwood, "Generalizability
of Measures of Teaching Behavior," Review of Educational Research 46
(Fal11, 1976):608.

93

Erickson, "Gatekeeping Encounters," p. 141.
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Summary of Ethnographic Methodologies
and Field-Study Techniques

To describe teachers' conceptions of reading was the major

purpose of the study. Because it was an exploratory study, descriptions
of the procedures were drawn from the literature on ethnographic
methodologies with particular emphasis on interviews, sampling, control,
and generalizability.

Specific Procedures Related
to the Study

Many writers recognized the difficulty of measuring teachers'

conceptions, understandings, or viewpoints. Examples of such writers
are Combs and others who described the effective teacher as being a
consequence of the following six conditions:

Knowledge of the world and of his subjects.

Sensitivity to people, the capacity for empathy.

Accurate and appropriate beliefs about people and their

behavior.

Positive beliefs about self.

. Appropriate and congruent beliefs about the purposes, the
goals of society, schools, the classroom, the teacher's own
goals in teaching.

6. The personal discovery of his own appropriate authentic

ways of teaching.94

as wN—

These researchers stated that all the conditions were assessable but
items two through six were not measurable by traditional techn'iques.95
Therefore, the research studies which were reviewed at the beginning
of Chapter II used varieties of techniques and instrumentation
including interviews, sorting, and George Kelly's Role Concept Reper-

tory Test (Rep Test).

94(:ombs et al., Professional Education of Teachers, p. 170.

9 1bid.
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Interviews and Sorting
Using techniques, such as interviews and sorting, provided a

solution to the problem of tapping and identifying teacher conceptions.
Bussis, Chittenden, and Amarel suggested the interview as a method for
collecting information about teacher conceptions, as they stated:

. . . an interview methodology is a sensitive approach to the

study of underlying constructs about teaching and learning

that have visible counterparts in the classroom and that have

a traceable continuity overtime.96
Bennett added support for the interview technique97 while researchers
from the University of Wisconsin concurred with Hunt by illustrating
the usefulness of sorting.98 Therefore, the present study used
sorting procedures within interviews as an instrument for gathering
information about teachers' conceptions of reading. The specific
sorting procedure used in the study was a modification of George

Kelly's Role Concept Repertory Test (Rep Test).

Rep Test

Wilcox and Hunt, who used transformations of the Rep Test to
identify conceptions, applied two distinctly different modifications
of the Rep Test in their respective fields of inquiry.

The purpose of the Wilcox study was to illustrate the uses of

further transformations of the Rep Test. Wilcox specifically used the

96Bussis, Chittenden, and Amarel, Interview Study of Teachers'
Understandings, p. 55. .

97

Bennett, Teaching Styles and Pupil Progress, p. 56.

98Um‘versity of Wisconsin Instructional Research Laboratory,
"Elementary Teachers' Viewpoints of Classroom Teaching," p. 5.
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Rep Test to see how stockbrokers made decisions but his central purpose
was to illustrate a method to find out how people make choices. He
developed an adaption of the Rep Test because:

1. Direct questions have limited usefulness as they are time
consuming.

2. Assumptions (reasons behind decisions) were only partly
conscious.

3. Answers to direct questions were not often put in concrete
operational terms.

4. The role concept method asked the decision maker to draw
from background experience.

5. In direct questiom‘ng observer preconceptions and bias
limited reliability.99

The Rep Test was an instrument that identified implicit conceptions
which were tapped by direct interview questions.

In identifying teachers' conceptions of reading by direct
questioning, there was the problem that the nature of the interview
often influences<ns1:XMLFault xmlns:ns1="http://cxf.apache.org/bindings/xformat"><ns1:faultstring xmlns:ns1="http://cxf.apache.org/bindings/xformat">java.lang.OutOfMemoryError: Java heap space</ns1:faultstring></ns1:XMLFault>