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.- .. _ Introduction o

- -
In recent years, a great deal of }eadinq research has investigated the
cognitive, linguistic, and experiential bases of reading performance.
Attention has fccused increasingly on what the reader brings to the printed
prage and how this prior knOwledge {life experiences, language background,
cultural herxtage, and so on) affects thes reader's interpretation of print.
The miscue analysis research of Kenneth Goodman and his students and
colleagues stands out partlcularly in this area. iyumerous analyses of native
«. English speaking readers' oral reading and retelling have shown that even
“‘'young readers are not bound to letter—by-letter processing of print. Rather
readers use both selected visual cues and their knowledge of language and the
real world to anticipate, to predict, and to hypotnesize about print.
Frequent1y<mhese actlvities result in oral reading that differs' from the
:printed page. However, often the readers' miscues (observed responses that
are” different from expected responses) retain rather than alter meaninge.
Because several of the papers do deal with miscue analysis, it seems sen~- -
sible to acquaint readers who may be unfamiliar with miscue notations with
standard miscue marking——the symhols that miscue researchexs use to specify
the ways in vhich observed responses (OR) differ from print or expected :
responses (ER}. The following marking system:is used (Y. ‘Goodman and Burke,
1972) :° t :

.

) - L
(1) If a reader substltutes part or all of one word for ,another, the substi-
tution is written above the approprlate part of the text.

th .
I seé where you are _ . . 3

- Y

r
She saw the cat -
(2) If a wérd, several words, or- part of a word is left out, the omission is
circled. : . L -

Look at- thé@dog _ .

She walks to school . -
(3f Ifqa.wor& (or wofds)~is added to the text, a carat is used to indicate
the insertion and the insertion is written above the. line.

steep ot
The boys ran “up the hlll and down

(4) If parts of letters, words, phrases, or clauses are interchanged, a
transposing symbol is used to indicate-the reversal.

"Look at that firek“\the reporter sgid B

She EE\EJ the mOV1e with me

(5) A ling dIs drawn from rlght to left under words that are repeated by the

reader (repetition). .
- v

He went home after work

me - N L | s -

’
e - .. S - a ‘ J
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-(8) If a' miscue is corrected by the reader, this correctioh is indicated by

a C)k ' : CT ' e

.th g o ' . -
I see\where you are . : ] -

(7) If“a reader first reads a word or words correctly and then miscues, AC
indicates abandconing a correct forme

5

(8) If a reader tries but fails to correct a mlscue, the symbol for unsuccess:
ful attempt to correct is used. : ‘

(uo®Dtied @ train - .
She\tried to hide her grief : . . ]

(9) When a reader tries to but does not pronounce a complete word, a dash
' following the substitution indicaties a partial word,

; sunk- ' S
He dldn t take his father s suggestions N <

i

{10) when a reader produces ‘a miscue which is -not a known word in Enélish,
the miscue is calledva non-word substltutlon. This substitution is
indicated by a dollar sign.

splatt . *
She planted a tree for Arbor Day

v

(11) Miscues that result from dialect differences are identified by a(:)pre—

ceding the dialect miscue. .

@ sh _
Sit in that chair please
’ @an * .

He saw me and my brother .- -

- . ' 3
While some of the papers in this volume use slightly variant notation systems,
most are concerned with the major categories of miscues noted here,

Until quite recently most of the research done used native English -
speakers as sdbjects.' The papers that. comprise this volume were collected in
responge to two concerns stemming from research with native English speaking-
-readets: (1) Would,studies of native speakers of languages other than English
readlng in their native languages revegl universalities in the reading process
‘across languages? (2) Would studies of readexrs reading English as a s€cond
language suggest thategeneralizations about the processing of print could
extend to second language reading? Aall the eontribdtions in this wvolume
address. one. or both issues. ‘ . '

Because of Kenneth Goodman's considerable contributign to this area of
reading research, he was asked toc contribute some introductery remarks. All
but one of the other papers represent research efforts with native speakers of
languages -other than English or with speakars of English as a second language.
Some are specifically miscue analysis studies, while others deal with such
topics as performance on cloze tests .and word list reading compared to perfor—
mance on contextual selections. However, all reflect the view of reading as a
language. process, and, all prov1de data to suppori{ this view.

Six of the Studies report data from children's reading. Barrera's and
Hudelson's studies were done with native Spanish speaking Mexjican American
children reading in Spanish as.a first language. Hudelson compared beginning
readers' reading of word lists to their reading of the same words in
selections. She also described their ability to perform orn cloze tasks.
Barrera analyzed the miscneg generated by Spanish speaking children who could
be described as fluent readers in Spanish,(children with at least three years
_experieﬁce in Spanish reading). Hodes investigated the redding behavior of
_several Yiddish-English bilingual school beginners, dealing both with the
children s reading of Yiddish (their -first language) and Engllsh (their second

Q N . | . - .‘ f)‘ i3
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languagéS. Romatowski also considered reading in both a first and second
language, reporting on the miscues made by native Polifh speaking fifth grade
immigrant children reading stories. in Pollish and in Englist. - Haddad also
studied first and second lanquage reading performance but with a different
focus. She examined the English as a second language reading strategies of
“two young native Arabic speakers who never 1earned to read Arabic and compared
them with the second lanquage reading strategles of a native Arabic speaker
already literate in Arabic. The last study of. young readers. is an especially

.intriguing one. Ewoldt chose to examine and to descrlbe the read;ng of pro-
" foundly deaf children (native speakers of sign 1anguage) reading standard

English print, a.fascinating twist on reading in a second language.

" Three papers summarize data from studies of young adult and adult readers.
Mott reports on the oral reading of college—age speakers of German studying”in
the U.S. These subjects read both in German and in English (which they had
studied as a second language before coming to the U.S.).. Clarke, using both
miscue analysis and the cloze procedure, compares the reading behaviors of
first language "good" and "Poor" readers to their second language reading. - He
is especially interested in the transfer of skills from first to “second lan-
guage reiﬁlng. In this case, his adults were readers- of Spanish as a first
languaqejhnd English 'as a second language. Douglas utilizes a variation of .’
the cloze procedure--clozentropy-—to attempt to measure bilingual reading pro-
ficiency. Cloze tests were administered in_Japanese and English to university,
students who were either native speakers of Japanese or of . anliSh. Douglas
discusses relatlonshlps between performance on ‘cloze tests in First 1anguage
and second language readlng. ‘

Devine studied the English as a second language readlng of a group, of
young adult Mexicans™"at several levels (low to high} of second language
proficiency. She compared the miscue patterns of \readers at the different
proficiency levels to the miscue patterns Yetta Goodman has described in .young
native English syieakers developing reading proficiency in theirdnative

language. She found many correspondences between the two groups of readers.

The last paper differs from the others in that it presents‘textual analy-

..sis (rather than reading performance) data and offers implications, from that-

for second language.reading. Using Vietnamese stories, Sthafer describes and
provides illustrations of several rhetorical, devices present in Vietnamese
culture and literature. He then contrasts these devices ‘to ones that might be
found in English stories, making the important point that uhdersténding of
story content (reading. ‘comprehension}- may be affected by the readers' pre- -
dlSpOSlthnS {from the native language) to interpret text in particular ways.
Readers of a second language bring to the task sets of expectancies about
text’ based on their first language experiences with bafticular literary forms.
Thése literary eXxperiences may affect their second language reading. Schafer,

- then, addresses directly the issue of text interacting with reader as well as

Q

reader interacting with text.

Sarah Hudelson ) ~ - . -
Arizona State University '
L]
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, Miscue Analysis and Future O

" - o Research Directions -

~ Kenneth S.-Goodman
University of Arizona

= .c‘

- el
Miscue research is dver 15 years old nowe.. It started as.an attempt to study

. reading in as natural a condition as possible, with kids reading whole, -
moderately difficult stories they hadn t seen before. It began with ‘the
question, "Can reading be described using the tools and concepts of 1lin-
guists?” Later that was broadened to psycholinguidtics and sociolinguistics.
Miscue& research was based on a developing theory and model and in turn
furnished the reality base for testing, oconfirming, -and modifying the model.
From the beginning-migcue research was hypotheéis generating, not hypothetis
.testing. It was descriptive but powerfully so because‘of its theoretical :
base. Because it was rooted in the reality of reading, it spawned diagnostic -
techmriques. easily applicable to -and useful in classrooms and clinics.
. Miscue rxesearch uncovered a means of studying not only oral reading,. but
all cognitive and linguistic processes because it uniquely provided an overt
performance to compare continually to an expectation (Goodman and Goodman, .
1977) . ’
. It seems appropriate here to summarize gsome of the key coritributions that
miscue analysis has made to knowledge and research in the field of reading.
That can be a prelude to a consideration of the questions which have emerged
in reading which seem most in need of answers. We can look, at miscue research
‘as one means of getting at some of these questions.

“ o

CONTRIBUTIONS OF MISCUE ANALYSIS TO UNDERSTANDING READING » .

- 4 -

Perhaps the most hasic contribution of miscue ‘analysis to knowledge of reading

153 its demonstration that reading is an active, receptive language process. ° -

By examining the miscues of readers of wide ranges "of bac¥grounds and

proficiencies, we've forced attention to the fact that the study of reading .

cannot be confined to a focus on-print, letter-sound relationships, and words.

Miscue research brought focus eon,the role of syntax and grammar in reading. o
- It ‘demonstrated the relationships of language and_ meaning and the fundamental

involverient of meaning as both input and output in reading. *

.

* Closely related to this is the concéept that a reader, at all stages, iz"a . = .
_user of language. Miscue_analysis vividly demonstrates the readers' e
integrated use of graphophonic, syntactic, and semantic cues to construct .
meaning. Q\ . -

The model ‘of reading as a ”psycholinguistic guessing igame"” (Goodman, 1969)
drew several key concepts from miscue analysis:

®Accuracy in reading is neither a necessary nor normal gparacteristic of I
reading. a 3 ' '

#0ral miscues reflect the psycholinguistic process of constructing meaning‘
‘through predicting, sampling, confirming, and correcting. L:

®A corollary of that is that nothing readers do as they read- lS randome.
'Reading, like all language, 1is patterned and rule-governed.
*Presented at the 7th World Reading Congre;s of ™ the Internaticnal Reading
Association, held in_ August, 1978 ‘in Hamburg, West Germany.

ix
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O§e1£-cdrrecp}on provides powerful insights into the reader's concern -for

" meaning and effectiveness in achiev%ng meaning. ’

®Reader intanation in mifscues shows the syntactic processing of the
reader. . s h‘ o) ' ¢ . o . .\.’ “

eThe syntactic predictions and assignments of deep structure are revealed
by ‘the intonations tHe reader chooses. -

®Graphophonic information is used by readers in a limited context of syn-

tactic and _semantic prediction. v . - - p
\‘ oEfﬁi‘ient readiniy uses the least amount of information from the three cue.
fsystemsé construct meaning. =, ° ’

Miscue research has made it possiblé to see strength and order even’ irf,

’ beginners and readers of limited effectiveness. Because it operates in whole

natural text, it shows readers as meaning seekers,_inébitive grammarians,
problem solvers,. and users of ps&cholinguistrc strategies. This has made pos-
sible a positive alternative to the pathological, deficit views on which mast-
American reading instruction is based. For reseaych, it his meant a break
‘away from research narrowly designed to show deficiencies and has fadefit
- possible to re-evaluate old stidies to rewveal their essential fallacies. The
effects of dialect’ and language difference, perception, and‘oqherffaétors are
seen very differently in the context of a pog tive view of the reader oper-
ating in a whole language context. s ) .. .

While Americans haves; tended to take a patholtgical view of reading, in
much of - the world readiéz is viewed simplistically as a quickly Tedrned
response to print. Miscue analysis has served to demonstrate that the process
of reading in all languages is complex. That insight can be the basis for new
approaches to reading instruction across languages, cultures, and national
frontiers. _ : . f s .

While resgearchers, theoreticians;, and teachgrsohave;nOt'universally
accepted all of the concepts cited& above, they have been forced. to deal with
them. Research to refute or offer alternative explanations for. miscue find- .
ings has. become common. Others have explicated their own theories of reading
"to counter theortes based on miscue research.

Teachers, using various forms of miscue analysis, have been able to re-
examine their practice and belief in the context of the reading process at
work. They can put a ' theoretical base under some aspects, discard others, -and-
sharpen still others to fit reality. They see why'‘things work and why they
don't. - ' - : s
Miscue analysis, in.varieus forms, has become a tool for classraom _
teachers and clinicians. Because of its reality base--it only requires a real
reader at any stage of proficiency reading a real text~-it can be directly
applied by practitioners to specéific moniterinig of individual pupils. The,

.= most widely used application is the Readggg Miscue Inventory (RMI) by Yetta

Goodman and Carolyn Burke. This adaptation- of our research procedure shifts
the focus in observation from the quantitative analysis of the informal read-~
ing inventory to a qualitative analysis. TIts widest ‘use has been in teacher
education, both undergraduate and graduate. It is instrumental -in helping
teachers to reconceptualize the reading process through intensive study of
what readers are really doing. That helps ‘them move away from pre—occupation.
with accurate word identification and shift to concern for comprehension. >

Teachers come to appreciate the significance of self~-correction; they see
children as c°mpetent'language users, and they learn to value tﬁé.strengths
that children's miscues reveal. - - :

Miscue analysis both provides knowledge to and requires knowledge from the
pecple who use it. Syntactic and semantic aspects of language must be con—
sidered in'analyzihg-miscues. .It's a time;consuming procedure,‘particularly
for the novice, but. as insights into language - grow, it gets quicker and
informal uses become possible. Ultimately, it is the insights of the informed
teacher and not miscue analysis itself which make the difference.

3
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: sfﬂtns READING PROCESS . * S . : :

our research over .the past decade and a half, with American children of various

. ages, reading proficiencies, anq‘lingulstlc~bacquounds,has convinced usithat
there is a single réadlng proce€ss.  That process gets the reader from
printed text compos°d by "a writer  distant in time and: space to a coherent mes-
sage constructed by the reader. Enough miscue research has now been doner on °
reading in other languages--Yiddish (Hodes,’1976), sSpanish, (Barrera, 1978;
Lopez, 1975), Pollsh (Romatowskl, 1v72), American Sign (Ewoldt, 1977), German
(gottf 1977), and others-—to convince us that this unltaryrprocess is the same:
across languaqes. Miscues reflect this process whether the language is wrlt—
ten in a Roman ?r Hebrew alphabet or logographically left~to-right, rLth toX
16éTt, or top-to-bottom. =The miscues reflect the particulars of the syntax and,
orthography of the language in~ways that are pred;ctable from a osychollnguis-
tic model of~this unitary reading process. Cr

Miscue analy51s is, then, usable in all languages and wrltlng systems.

More miscue research in more languages with more varied populations under more
c1rcumstances.1s needed to wverify this con¢lusion and explicate how the,read-
ing process is lnfluenced by lirguistic particulars and how its universals
show through. E

Miscue research has, w1th other developments in linguistics, psycholln—
gulstlcs, and sociolinguistics, prouvided considerable knowledge about réading.

But it has also created new crlterla for judglng.tne lmportance of cquestions
we still’ need answers to.

o - .

ISSUES IN READING NEEDING STUDY ' . A :

L [ - :

. . : & . ]
Three kinds of knowledge. are needed that relate to reading: (a) knowledge

about the reading process; Lp) knowledge about how reading is learned; (c) 5
knowledge about how -reading can be most ef fectively taught.

.
.

Process . )

" Miscue analysis is most useful in studil

studies® that iook at the aspects of the

detail. A few promising areas for dept
eGraphcophonic:

s. of the reading phocess. We need
rocess characterigtics in greater
analysis could be:

specific freguencies of relationships between graphemes in

expected and observed responses; specific frequencies of relatiorships between

phonamas in expécted and observed _responses; spelling pattern involvement in/
mlscues, patterns of non-word substitutions.

eSyntactic: Miscues on specific grammatical inflections; syntactic mis-

“cues of bilingual speakers on highly inflected.and relatively uninflected lan-

guage; miscues involving specific relationships between iftonation and punctu-
ation; function word miscues; specific  transformations and transformational

rules as they lnfluenCe miscues; specific surface syntactic patterns and their
involvement in miscue5p anaphoric and cataphorlc regerence in mlscues, ambi qu-
ous surface structutes, prediction of deep’ structures at surface hodes.
#Semantic: Synonymity in miscues; paraphrasing: miscues involving word~
coining; effects of collocation; semantic cohésion elements®in miscuing;
schema setting and prediction of miscues.

[
ODiscourse analysls-

Most miscue research has analyzed the reading
process in 1ndividual readers:  and small groups of readers. We need now to

examine text structure—and see how miscue patterns relate to it.

A whole range of syntactlc and semantic analyses of * text have emerged in
recent years. These open up whole new vistas of analyzing reading as response
to text. Miscue frequency may be predicted through propositional analysis or

delineation .of macro=- and mlcro-structure, and then miscues may be studied in
relationship to these predictions. C

x1
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Analysls of the relatlonshlps of rctelllngs, quality of mlsCUES, and text
structure 'or story grammar is another promising area.

Halliday (1973) has provided a conceptual -framework for language that can
place it in a social-cultural contéxt. Cross-lingual and crosa—cultural
'studies which deal with miscues made on common <imaterials with story grammars
¢ or-macro—structures of varying cultural relevance could prove* fruitful.

AnAlysis of texts with dlfferent basic functions and purposes can form the
basis for inkeresting miscue studies of the, reading process. For example,
narrative texts can be‘compared with expository texts.- .

- = -
! . ®...

;q*Lgarnlngl - : | )
Not enough research has been done in any country on learning to regd as dlf—
ferentiated from reading’ lnstructlon.r Thls‘ls ‘particularly diffircult to study
mith the exception of learning which.takes place naturally cutside of and
apart from the classroom. A psycholinguistic model cun be the base for pro— .
ductiva research on natural vaulsltlon of reafling, but miscue research can' t
come into play until some minimal’ leve; of ablllty to deal with connected
written texts is achieved. : - ¢
Some research is in progress that looks at the d;fferenees in learﬁlng in
response to différent 1nstruct}onal cxperlences. This 'research- can employ
miscue analysis because it's ‘possible to look at miscues against a psycholln-
guistic view of productlve, proficient reading and see the things readers are
doing which reflett exp11c1t instruction and the things they are 8oing which
. don't., N -
Currently, the major condern in the U.S. is that many ‘students in the
. middle grades (4—6) do not have good enough comprehension” of what they read.
Mlscue andlysis can show the focus on ccmprehendlng papils maintain while they
. read. It can help separate issues of reading competence from issues of qual-
ity and appropriateness of materials and .from issues of response tc instruc-
tion. Miscue analysis can also be a better indication of effective learning
" than group standardized or criterion referenced. tests.

Understanding of how llteracyﬂls learned must be related to ocur developing
understanding of how language in general is learned. Convers aely, what we
learn about acquisition of literacy can help to- explain 'general language
learning. - -

The relationship of form and functlon is a key issue in understandlng how
and;why literacy is learned. Motivation for literacy learning is closely
related. . Miscue ana]ysls canphelp to show what readers are doing when they
read. It can also show. how readers respond to instruction ‘keyed to teaching
the form of written 1anguaqe outside of functional use, but other research
needs, to relate what learners do to the cultural reasons for their. doing it.

Teachers can profit from resedrch on Iiteracy learning.because they can -
then have c¢riteria and technlques for separatlng in their own minds what chll-
dren learn from what they are” taught. The literature on reading is full of
naive statements about the relat.ive difficulty of learning to read in dif-
.ferent languages. These statenents need -to be challenged, and the public and-
the profession reeducated. Nothing in our research suggests any support for
the idea that difficulty of reading or learning to read varies among
languages.

Teaching . - .

. » .
Research on teaching reading has been voluminous but largely unlnformatlve.
‘That's because it has tended to use standard experimental design: Method A or
Text A is des;gnated oxperimental and is usied in a series of classrooms
matched with others which are the control. Thexlelther get Method B or Text B,

an alternate lnstructional program, or Method T or Text T, the traditional;,

/- :
i . : - o
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preexisting program: Success is judged by gifference?in achievement on pre-
test and post-test. ' . . .

These studies fail for several key reasons: (1) bad tests, (2) lack of
control for interfering variables like teacher difference, {3) vague specifi-
cations of features of competing programs, (4) uncontrolled for reading
experiences outside the experimental program, and (5) misleading .statistical
analysis. - ) :

Right now schools' in the U.S. are in the throes of a "know nothing” move-
ment called "back to basics.” fTHe only tenet of this movement for reading is
that modern instructional practice has wandered from the simple basic reading
insEruction of - the past and that's why people can't read as well as they us=d
to. Advocates‘aren't‘interested in facts, new theories, or knowledge from
Yesearch. Like the fundamentalists in religion, they want that "old time

"feligion"'with no frills or fancy egghead ideags. This credtes an atmosphere
tirat's not conducive to research ané innovation- in reading instruction.

. We need research on teaching reading which has the following characteris-—
" tics: (1) a sound theorétical base on which to explicate methodology or con-
trast methodologies; (2) a research desjign that focuses on what is really
happening to’ learners through_instruction; (3) -a body of assumptions, already
- examined, about instructional “traditions. - _

Miscue research has made it possible to redirect feading instruction to
take' advantage of the language and language learning strengths of children.
.It's now Possible to reconceptualize. reading instgyuction as helping natural
learning to take place, to reconceptualize evaluation as monitoring develop- -

1 ment, <to reconceptualize reading as constructing meahiné, notnlearn%ng skills
or words, and to reconceptualize learning to read as building efficient,

. effective strategies,for-comprehending written language. That makes it
possible to articulate and develop a theory of reading instruction and a peda-.
gody based on it. Study.of reading miscuesﬁvwith;other psycolinguistic,

. §bciolinguistic,'andjethnographic‘rgsearch, must put flesh on the theoretical

- . "bones of this pedagogy.- T
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: IR Readlng in Spanish: InSIghfs from

| Children’s M|scues
L | o Rosollndo Barrera

. " : __ , New Mex1co Srore Unlversny B

N INTRODUCTION . SN "

" - gin the past decade or -so, numeroqs miscue studies have provided detailed
descriptions of children's,oral Feading behavior (Allen, 1969; Burke, 1970; .
carlson, 1971; Clay, 1968; K. Goodman and Burke, 1973; Y. Goodman, 1967, _1971;
ﬁartellock, 197]: Menosky, 1971; Page, 1271; Weber, 1970). Overall, these
analyses have shown that: (1) young readexms 4o not *rely solely on visual ,cues

a to processjprint) but also utilize their knowledge about the syntactic and :

: semantic ‘components of language in extracting meaning from written material,
ang (2) in 'reading, young readers, engage in antiCipating and predicting
upcoming te}t on the basis of selected cues. These characteristics of oral
reading by young learners—-—documented extensively by studies of native English
speaking children reading in English—-—parallel behavior postulated for skilled
readers in psycholinguistic models of the reading process (K. Goodman, le70a,
1971; Hochberg, 1970; Kolers, 1969 ; Smith, 1971).
THE STUDY - ° '
The research reported here was unaertaken to examine the Spanish reading
miscues of native Spanish speaking children in an effort .to gain additional
"information about the resources and strategies they utilize to process native

- language readlng material. It was prompted by research by Lopez (1975), which

provided- evidence that if~ .reading Spanish,; young Spanish speakers are not cued

by graphophonic information alone, but use contextual cues as well-—findings
which indicate that Spanish reading is not simply a process of associating.
letters and sounds (as has been assumed by some professionals). The present
study sought to augment those Eindings by attempting to identify commonalities
and/or differences between the oral reading behavior in Spanish of young

Spariish speakers and the profile of children's oral reading behawvior that has

‘emerged from the aforementioned miscue studies. In doing so, the study.

checked for "further’ evidence supporting a psycholinguistic perspective for

- reading’ in Spanish. 3

. Like many of the miscue- analyses cited above,,this study investigated the

~oral reading performance of a small group of readers. Each subject read

orally one entire story from a basal reading text in .Spanish.determined to be
at the subject s instructional reading level,. .Miscues produced during the
reading were coded according to procedures addpted from the Goodman Taxonomy
of Oral Reading’ ﬁiscues (K. Goodman and Burke, 127y and the ‘Reading Miscue
Inventorg {Y¥.. Goodman and Burke, 1972). Nine miscue analysis categories were -
employed:. graphic similarity, phonemic similarity, syntactic acceptability,

.semanti’c acceptability;-semantic change, ‘correction,: intonation, dialect, and

grammatical function. Although the data were ¢dealt with quantitatiwvely, the

-emphasis’ was on a qualitative assessment of the subjects' Spanish readind '

behavior. '
Fourteen' third grade pupils who, according to in%ormal diagnosis,. fuhc-
tioned at a-fourth grade reading level were selected for inclusion in the

4
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2 . ) ° ) Learning to Read in Different Languages
study. - These children, native Spanish speaking Mexican American pupils from a
south Texas border town, were all participants in a bilingual education
program. Although they represented three different "elementary schools, the
children had a common educational background. On enteéring first grade, they
had been 1dentified by their respective teachers as being _virtually mono-
lingual Spanish speaking or Spanish dominant, and consequently had vreceived

___m“mlnltlal“reading,lnstrucq;on,1n,Span1sh. Though some-of -them- had’ begun- reading
English infoérmally during the latter half of second grade, the children had
not been provided formal classroom instruction in English reading until the

-~ -~ beginning of third grade. BAll were described by their teachers as being
"above average" in Spanish reading ability.

_ For the research task, 'the subjects each read a 1,100-word ‘story,
"1Bienvenidas, mariposas!," taken from the fourth grade basal reader in the
Laidlaw Spanish Reading Serles (Tejara et al., 1974). After confirmlng that
the story had. not been read or heard previously by the subjects, each.child
was told to read the story in one sitting away from the regular classroom.
Following the reading, each child retold as much of the story as could be 2
,remembered. ‘Both activities were tape recorded for later transcription. The
data € collected in January of the subjects" third grade school year.

‘ F:?Téﬁing data collection, the tapes were transcribed, and miscues were
verified at least two replayings of each subject's tape recording. In
constrast with some other miscue studies in which only a fixed number of each

" subject’'s miscues have been analyzed, the analysis treats all miscues produced
by each subject. The data were processed by computer for statistical break-
down, and -scores were obtained both for each individual subject and for the
group of subjects. This report focuses on group findings. '
Major Findings

sFrom the subjects' reading of the Spanish story, 960 miscues were coded for
analysis. The total miscues produced by each subject ranged from 38 to 94,
with MPHW {(Miscues Per Hundred Words) by subject ranging from 3.5 to 8.5. The
group’s mean MPHW was 6.2, Of the total miscue count, 79.6% were word-for-
word substitutions, 3.5% were word omissions, 2.7% were word insertions, and -
the remainder were multi—-word complex miscues and phrase and clause level
intonation miscues. The following sections summarize the data according to
the miscue analysis categories by which they were examined. .

Gréphophonic Cues - | . p

T

Examination of word-for-word substitution miscues showed that all the Spanish
v speaklng subjects dispIayed more than an adequate command of graphophonic
relatlonships in reading. Only a small percentage of miscues that were
completely dissimilar graphically and phonemically from the expected text
words jwere generated. High graphic and phonemic simllarlty between Expected
Responses (ERs) and Observed Responses {ORs) were recorded for more than half
the scues analyzed.

- . . TABLE 1
Percenfage of Graphic/Phonemic Similarity for Spanish Story ° ' :

o -

- . Subcategory Graphic Phonemic
o No similarity _ 2.1 3.1
1-3 Little similarity 10.7 8.1
-6 Moderate similarity 27.2 . .29.6
~ 7-9 High similarity : " 59.9 59.1
Q : N
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Table 1 details the graphic and phonemic similarity analysis for the
Spanish reading task. The 10-point hierarchical scale used in the Goodman

a Taxonomy to identify the degree of graphic and phonemic similarity was ;
collapsed into four broad levels: (a) no similarity, equal to a 0 rating;
(b) little 'similarity, corresponding to points 1-3; (c) moderate similarity, -

encompassing points 4-6; and- (d} high similarity, covering points 7-9.
The following examples of items collected in the study illustrate the

assignment of graphlc and prhonemic ratlngs by the researcher-

-

ER OR R ) Graphic : Phonemic
que y none none

- través - verlas little - S little
padre papa moderate . moderate
regreso . ., regresd high high
camidn camino _ high moderate

-

rhat the subjects in the study were able to maintain substantial
graphophonic similarity in their substitution miscues is not a significant
finding by itself; what miscue research has shown to be essential about the
graphophonic cue system is that the reader gain the ability to Jjudge when it
is necessary to maké use of these cues and when. the use of semantic and syn-—
tactic cues needs to be considered more important (Y. Goodman, 1971).
Qualitative analysis cf the Spanish speaking.subjects® multiple attempts at
unknown words showed a few of the subjects belaboring the "sounding out" of
words when utilization of surrounding c¢onteéxtual cues (both syntactic and
semantic) miglit have ‘cued accurate word recognition more rapidly. The
majority of the subjects, however, moved ahead, possibly searching for other
cues, if the word was not recognized after one of two attempts.

-

Syntactic and Semantic Cues(

Qualitative ana1y51s of the Spanlsh speaklng subjects miscues provided
various types of evidence that in® Spanish reading-~as in English reading—-
readers utilize their language knowledge and meaning system, in addition to
their graphophonic-skills, to process print and acquire meaning. Miscues were
produced which maintained complete’ ‘syntactic and semantic harmony with the
rest of the text and which demonstrated that the young subjects were not
depending wholly on visdal cues. The following miscues, coded as fully accep-
table syntactically and semantically, show the subjects altering the'text to

. substitute language items more familiar to them, to omit redundant words, and
to insert words that produced more natural language patterns. '

Expected Response . Observed Response
] ‘padre 'father’ papa ‘papa’ "
. madre 'mother’ : mami ‘'mama’. ‘
portezuela ‘'bus door' = . puerta ‘'door’
- Frank . ) T . Franco ’
castigasen ‘they might punish' castigaran ‘they might punish‘
abuelos ‘grandparents' abuelitos ‘'grandparents®
No era dineroc. ‘It wasn't ° Y no era dinero. 'And it wasn't
‘moneye." money."'
Eran casi las cuatro. 'It Ya.eran casi las cuatro. 'It was
" was almost four.' almost four already.' '
Algan dia el lo descubrirfa.,, Algin dfa lo descubriria. 'Some-
'Some day he would find out - - ‘“day- [(he] would find out- -
about it.' . J about it.'

Q
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dos © tres
_volaban
Monarch

mariposas Monarca
'"two or three
butterflies were

flying'

Eran .las mariposas Monarca que

regresaban al sitio donde
pasarian su vacacién de

dos o tres mariposas volaban
'two or three butterflies w

-

" flying'

o

Eran las mariposas Monarca.

Regresaban al sitio donde
pasarian_sus_vacaciones_.de

ere
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-instead dealing with larger syntactic units or language wholes.

—— ~invierncy T 'It was t}i"ew':
Monarch butterflies which
'were returning to the site
where they would spend their
winter vacation.'

Tal como dijo el Dr. Algard.
'Just like Dr. Algard said.'

‘invierno. T VIt was the Monarch
butterflies. They were ‘
returning.to the site where: they
would spend their winter

holidays."' u ’ v .
Tal como les dijo el Dr. Algard.

iJust like Dr. Algard said to them.'

¢

o

As observed in miscue studies with English speaking children, the youn§7

Spanish speaking readers. in this study also produced miscues at points in the

text where alternate structures were possible. It is evident from these
miscues that the subjects were indeed using their language and the meaning
being gained as they read to anticipate and predict, or "quess" at, upcoming
syntax and semantics. Although these miscues or "guesseS" did not always
brove"compatible with the author's structure and meaning, they offer proof
that the subjects were not simply processing the text word ‘by word, but were
Farthermore,
shifting to other possible patterns within the language as they read reflected
the subjects' facility in tHeir native language and the use of this language
knowledge in reading. “ "
. The examples given below illustrate the subjects' predicting behavior in
reading. The English translations have been marked to show as closely as
possible how the subjects were predicting alternate structures as they read in
Spanish. : . - - h
B la ' .. ot

Mientras comfa y fregaba los platos, . . . )

the _ : B

”{ﬁhile he- ate and wéshgd the plates,.. . o'

? Yy . .
Protegieron las plantas que pudieran helarse . . o -°

o and
'They protected the plaQEs»i that could freeze-. . .°' : . =

. ) Lo : T a = N
» « « y Frank entrd de un salto. iiﬁe metid la mano al bolsillo « . .

. o ' [went} into . '
'« « + and Frank entered at a 'bound. . { He put his hand into his "
1 . .

pockEt L Y 7 '

Another subject processed the above example in the following manner:

1

B : sacar :
mano al bolsillo para pagar, cuando . . o ° .

Se' metid la
take out A

‘He put his hand in his pocket to pay, when . . .'

Q . <
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Further ev1dence that the young Spanlsh speakers formulated hypotheses
"about 1anguage and meaning as they read was provided by numerous multi-word
miscues affecting Spanish grammar. These miscues usually involved number
changes in nominal phrases or across subject-verb relationships. As Lopez
(1975) noted in her study. these miscues frequently were followed by suc=-
cessive miscues that agreed grammatically with the initial miscue, e.g., los

—————&rboles—'the—trees' —became el drbol 'the treé, ' "1as mariposas estaban 'the
———-butterflies were' was changed to la mariposa estaba 'the butterfly was.'
Sometimes these multi-word miscues stretched across sentence boundaries before
awareness and overt correction occurred. It is apparent that despite the -
“isual cues avallable in the highly inflected Spanish system in reading, the °
readers altered the text to match their original hypotheses about the syntac-—
tic/semantic structures.

From a quantitative point of view, miscues resulting in syntactic struc-
tures acceptable within the sentence and passage were produced by the Spanish
speaking readers'at a more frequent rate than semantically acceptable ones
(51.1% and 34% respectively). Table 2 presents the syntactic and semantic
acceptability ratings for the group of subjects.

TABLE 2

Percentagelof Syntactic/Semantic Acceptability for Spanish Story

1

Subcategory - ) Syntactic Semantic _
0 " Unacceptable 19.1 35.7 =
1-2 ‘ Partially accept&ble» 29.8 30.4
3-4 . Acceptable in ,
sentence or passage 51.1 34.0

It should be noted, however, that the propertion of semantically acceptable
miscues was not any higher because a number of miscues were judged as par-

'tially acceptable syntactically and, thus, partially 2acceptable semantically
according to restrictions by the’ Goodman Taxonomya_ For example, in some -
multi-word miscues involving a -number change-wlthln a -noun—phrase;—the—altered-
noun was subsequently corrected, but the preceding word was not, rendering two
miscues, both of which were only partially acceptable syntactically and
semantically. To be. Specjfic, las montafias 'the mountains' was read as la
montafia 'the mountain';  then montana was corrected to its original pliral
form, but the newly singularlzed definite article la remained uncorrected.
This, too, was the case with phrases such as the forlow1nq.

arbol una vez - € sus [ vacaciones ’
arboles ° unas \ veces su® | padre®- su vacaciodn ‘ L

In each of the abwve instances (and others), the young readers did not
concern themnselves with overtly correcting all the altered words; it was as
if, by correctly supplying_the original noun, the precedingtword would -also be
corrected. It is highly unlikely that much meaning was lost in cases such as
these as the readers immediately demonstrated awareness of their miscues and
attempted’ to correct them.

el
los

3
Grammatical Categories

- - Comparison-of - the grammatical categories of ERs and ORS within the sentence in
T which they occurred revealed a high degree of syntactic competence in reading
on the part of the Spanish speaking subjects. Evidence of Strong influence by

ERIC : AR .
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6 "o ' - Learning'to Read in Different Languages
the syntactic system durlng the reading process has been a repeated finding in
miscue analyses of Engllsh reading behavior as well as in miscue studies of
reading in languages othar than English (Hodes, 1376; Romatowski, 1972).
Miscued text items, in particular verbs and nouns, ustially were replaced by
words of identical grammatical category. Function words as well as noun modi-
fiers more often than not were replaced by words“oﬁ_llkeugmammatlcalﬁcategory.

g———

TGS retain the ‘grammatical category of mlscued 1tems, it seems likely that the
structure with syntactlc cues from the text.that had already been processed.
Table 3 shows the percent of matching substitutions of grammatical
categories, i.e. instances in which a noun was substituted for a noun; a verb
for a verb, and so on. The total number of text words (FRs) involved im each
category was as follows: verbs, 247; function words, 217; nouns, 204; noun
modifiers, 43; verb modifiers, 26; contractions, 16; and indeterminates, 6.

TABLE 3 S

Percentage of Miscues Having Same Grammatical Identity
as Expected Response

-~

Grammatical Category Identical Miscue

Noun/noun . ) 79 .9

Verb/verb 20.3

Noun nodlfler/noun.modlfler . 69 .8 .

Verb modifier/verb modifier 38 .5

Function word/function word . - 71.9
Indeterminate/indeterminate ) 50.0 ‘
Contraction/contraction 6.3 -

Baslcally, the grammatical categories by wnlch the ER and the OR in Spanlsh
were identified were those, emplcoyed in English reading miscue analyses using
the Goodman Taxonomy. The contraction category was used in the Spanlsh analy-
sis for the only two contracted forms in Spanish: al 'to the and del ‘of-
the.' __An additional category to- those identified above was con51dered for
enclltlc formations==-a combination of stems from two word classes written as a

single word, such as the explicame ‘'explain [it] “to me,' which. Spanish has but ,

" which’English (practlcally) ‘Goes not (Stockwell et ‘al., 1965)—-as they could

E

- centage of, the time (5.9% of the total miscues); and the subjects rarely s

Aruitoxt provided by Eic:

not be ass;gned to any one single existing category. However, rather than
creatlng a new, distinct category to handle these forms, they were classified

. as beLng in the indeterminate category since the chlldren S miscues 1nvolved

only four ERs which were enclitic forms.
. - \
Correction . - i

N

-

_Almost'75%'of the subjects'-mlscues went. uncorrected during readlng. Correc-

tions occurred in one of every five miscues and were carried ocut in a selec— '
tive manner; i.e. when altered portions of the text did not disrupt syntactic
or semantic sense, they were not as. likely to be corrected as those that did.
Native English spesakers reading in English have demonstrated similar correc~= "
tion behavior. Unsuccessfulrattempts at correction occurred only“*a small per-
Y
abundoned correct responses in favor of lncorrect'ones. .

o

'Intonatlon Involvement

~

'For the gTOﬁp of subjects in the study, intonatioq miscues occlrred with v

L
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somewhat greater frequency than has "been ‘documented for qroups of readers in
Engllsh miscue studies, averaging almost 15% of the group's total miscues. s
S5everal factors within the test story itself appeared to have contributed to
this relatively higher incidence of intonation—related changes. Frequant use
of dialogue_in_ the._story sometimes--caused—the--sabjects—to—predict—andextend

32

direct speech beyond the text portions in quotatren marks, to confuse _
speakers, or to create new lines of dlalogue. Sometimes, this resulted in

stress being mlsplaced in overtly accented verb: fbrms, producing -shifts—-from-+——cromw

e third-person preterlte to first-person 'present, e.g., regresd ‘he returned' to
regreso 'I return.' Although these changes were inconsistent with. the printed
words, they provide further evidence that the Spanish speaking subjects were ' .
formulating guesses about forthcoming téxt. The “following are  examples of e

. intonation miscues produced by several subjects. . o

T

-——~Esta moviéndose mar afuera. Lo ha dicho la Oficina del Tiempo,—-1le
fasequro.
aseguro el doctor.

'"It is noving but to sea. The Weather Bureau has said so,"

| assure you.
the doctor assured him.'

~=Doblo - i ks
Dobld por la Avenida del Faro.
Frank dijo sorprendido: ——No sabia que tuvxeras un cliente pox aci.

“I turn o » ) : . .
'He turned at Faro Avenue.

Frank said, surprised, "I didn't know that you had a c¢ustomer around
here.""' '

B
3 3

Abridé la portezuela, y se tird del adtobls sin atender lo que el conductor
‘i—-Regreso . —_— :
decia. Regreso por donde habia venido.

+

'He'opened-the bus door, and jumped from-the bus without paying atten-
: _ . “| return "
tion to what the driver was saying. He returned the way he had come.' °

&he'preceding eﬁample also was typical of several intonation miscues which
appeared to be directly influenced by forms of the verb decir 'to say,' 'tell,'. . -
.. which frequently act as signals to dialogue and apparently had strong con- ’
ditioning effect on the Spanish speaking-subjects in the study {(as the verb
form said has heen observed to have in the oral reading of young English
speaking readers). R

DiaIect'Involvemen;5 s TS ' ) L -

During the Spanish reading task, dialect: involvement in the grammatieal.and
lexfcal areas was minor (equal to 1.6% of. ‘all mi.scues) ;-"but phonological
" dialect was present in all the subjects readings. More extensive dialect
involvement in the grammatical and lexical areas was recorded in the subjects'
retellings of ‘the story read, supporting- ‘K. -Goodman—and “Burke's (1973) dbser-
wvation that evidence of dialect in oral- reading. is less likely than in
~subjects‘ oral retellings. Appearing in the. post—readlng comprehensxon check
were regionally-preferred items, such as carro ‘car,' bos 'bus,' and troca : : =
‘truck' for autobus ‘'bus' and ‘camidn ‘*truck' in the story; chamaquito ‘little

. -

Aruitoxt provided by Eic:




. Learning to Read 'in Different Languages
1” 4

boy, iﬁ reference to the main character in the story:; and juia for iba ‘was
going' and pa'tris ‘'back,' used on numerous occasions by many of the subjects.
These items, howe€ver, did not appear in the oral reading.

Interestingly enough, differences between the children's—dialect—and that

oi-—-the-story—ftor; more correctly, that of the writer(s) of the storyv) were
very. evident in the reading of two verb forms which appeared in an imperfect
subjunctive model rarely used in popular Spanish in Texas or the southwestern
U.S., i.e. castigasen 'they might punish' and llegasen 'they might arrive.'
Almost all the children miscued on each verb form, although they usually
retained the base word or stems, producing substitutions such as castigarse
‘to punish,’ llegarse 'to arrive,' llegarsen (non-word), and llegard 'I will

arrive.' Three children produced the equivalent term castigaran for castiga-
sen. v ' )
CONCLUSION

- <

Native Spanish speaking Mexican American chiidren, reading at their instruc-

tional level in Spanish,. deviate from the printed text (miscue). These
miscues--substitutiops, anissions, insertionss “and reversals of words or parts
of words-—reveal ﬁh&%'reading~in Spanish does’ not.involve solely the proces-—
sing of graphophonic cues, but also involves simultaneous application by - -
readers of their 1hnguage background and their knowledge of the material being

‘'read. The miscues in Spanish also indicate that young Spanish speaking

readers do not merely process word by word, or letter by letter, but antici-
pate.and predict their way through written text, sampling larger langquage/
meaning units than the individual word. This conclusion supports and extends
similar conclusions drawn by Lépez (1975) in her study of natjive Spanish
speaking'MeXicah‘American children and their use “of the context while reading.
in Spanish. . '

“Although the_Spanish readers' miscues generally demonstrate conformity to
the graphophonic restrictions of the text, it is significant that thesc mis-
cues also exhibit concomitant influence from the readers' syntactic and seman-
tic systems. This influence is reflected in several ways. Word substitutions
by readers usually have the same<g£§mmapical_identify—aSMthETtexﬁ‘wafas *
replaceds ~Some  mi'scues occur at junctures in the text where alternate struc—
tures are possible and conform syntactically to preceding text, indicating
prediction of upcoming text by the reader. Infleétionalrchange in one miscue

‘sometimes triggers congruent inflectional changes in succeeding words. Some

omissions affect redundant items in the text which do not contyribute gréat}y' -

to meaning,  and sometimes insertions do not' change: the meaning of the text but
instead make it conform more to natural oral language patterns. Words are
replaced by lexical items more familiar to the ‘reader's. language background.
Furthermore, as young native Spanish speaking Mexican American children
réad in Spanish, they also correct some .of their miscues. Their corrections
more often than not serve to rectify miscues_ﬁhich are syntactically,and" .
semantically disruptive to the text. In correcting, the children sometimes

‘.regress over several text items already pronounced, displaying c6htinugdg

. interaction with the text being read and ~demonstratihg use of ongoing confir-
‘ mdtion strategies. . :

‘E

Jbehavior documented in previous miscue studies of native.English Speakiﬁg"
?th}dxen;oﬁwcomparable“ages and grade levels reading in English. It is

Qualitatlvely, the reading Behavior of  native Spanish speaking Mexican
American children reading in Spanish does not differ greatly from the reading

apparent that .Spanish speaking children also 'utilize all three cueing systems -
-~graphophoﬁich_syntactic, and semantic--simultaneously as they read, with
some Spapishkspéaking children showing more skill and efficiency at using the
three systems in combination than other readers. ' .

' Like their English speaking counterparts reading .in English, Spanish

. N i I
Q i ' v Vf—' v T
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spe§kinglchildren demonstrate tHe following ﬁehaviorhor M"profile" as they read
in Spanish: (1) they have enough visual discrimination so_ that their. _miscues—-

__generally have a_high—degree-of —graphic and phonemic.similarity; (2) they pro-
duce syntactically acceptable structures more frequently than syntactically
unacceptable ones; (3) .they produce some miscues that are: semantically related
‘to the ORs, although this production is influenced to a large degree bydtheir
familiarity with the story content; (4) they correct some of their miscues,

. particularly those_that produce-.unacceptable structures; (5) they frequently

substitute words: of the same grammatical class as the text items replaced; (6)
they make some intonation miscues, the incidence of which is affected by text
format and style; and (7) they exhibit some dialect miscues in their reading.;
although nét as frequently as in their oral language.
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/An--lnvesfig-dﬁo*nﬁ‘fmding
- Behaviors of Native Spanish Speakers
~ Reading in Spanish | o
Sarah Hudelson - o | o e
. Arizona State University - o .

INTRODUCTION

In 'the past few years, both the development of models of the reading process
and%research aimed at testing these models have been influenced by scholars
. who have. sought to relate the language and experiential backgrounds of readers
"to the act of processing information from print {(Geyer, 1972; -Williams, 1973).
Reading is being viewed as a complex cognitive skill, a visual-mental process
in which certain selected visual stimuli are extracted from and” transferred to
the brain, where they are processed into information.

- Several models of this process have been developed. Smith (1971, 1975),
f?r example, has posited'that when skilled readers read, their eyes pick up,
during each fixation, visual clues which are transmitted to the brain, where
they are processed. The eye then provides information to the brain. Combin-
ing knowledge of language with. previcus experierices with print, readers_con-
struct meaning from the limited visual cues received. Successive fixations
allow readers to test hypotheses about the meanings—that—have Been con- '
structed. As reading-proceeds, readers check to determine whether their

~ constructions have been accurate. If they need revision, regressions may
occur in which additiopal visual,cuesﬁare sought, .so that new predictions of -
meaning may be made. If the criginal prediction is confirmed, readers process
new stimuli, and the: procedure continues. The brain also tells the eye what
to do. Reading for the 'skilled reader, therefore, is a continuous process of
selecting certain cues,'predicting meaning f#om them, and moving on to-suc-
ceeding cues in order to confirm or deny previous predictions and to make new
ones.’'  The .ability to predict has its base .in readers'. accumulated knowledge:' .
* #bout their language, both oral and written.’ For. Smith reading,is basically a °
-language cognitive procéss in Mhiéh readers focus on . limited wvisual cues which
are combined with a knowledge of the Syntax and semantics of - their languagé
'“""andwgeneralizatiohs7dgveloped about the orthographic patterns of the written
code to reduce uncertaiﬁtiféBBHt‘the*meaning*ofhwhat‘igﬁgging read. . ‘
Another.model of the skilled reader as an information proceSsor has been -
- formulated by K. Gopdman (1967, 1970c, 1973a, 1973b), who has referred to . ... T
reading as a "psycholinguistic guessing gg@gﬂwin-which~skilléd'fégaers, as
they read, choose selected-cues from all those available to them. Particular ”
_ .- -cues are selécted on the basis of readers' expectations of and predictions:
about what is coming up in their reading. These expectations, .in turn, are
- based on the totality of language experiences (both: oral and written) which
readers bring to the task. Goodman has maintained that reading involves a
constant. process of selecting cues, making tentative decisions about meaning
(which in turn affect future cue selection), selecting more cues, confirming
or réjecting hypotheses on the ‘basis of these new selections, and so on. : .
To reconstruct a message written by the author, readers -use a combination
of graphophonic, semantic, and syntactic cues as they read. They combine
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sampling, predicting, confirming or rejecting, anda resampling strategies to

"effect this reconstruction of meaning.. " .

Ruddell (1968, 1970) has suggested that initially readers cue in on the
surface structure of what they are reading, i.e. on the- graphic symbols. They
then decode the written symbols into syllable units or words. These surface
units are chunked together into meaningful phrases and sentences by readers,
who qubsequently employ a variety of cognitive strategies to. arrive at the
deep structure, at the meaning of the graphic symbols, based on their back-,
ground of oral language. Ability to derive meaning from written langquage,
therefore, is at least partially dependent upon readers' pre-developed oral
language. . ' :

Reading, therefore, is a language based act. Skilled readers receive some
inEDrmatron from their wvisual perception, but this information is incomplete.
ReadersS. therefore, must call on their background of knowledge in order to - .
synthesize the partial. information they have received. Readers use their oral :
language background, their knowledge of phonological generalizations and the
rules of the writing system, and their experiential background in reading to
£ill in the missing information, to construct meaning: (Mattingly, 1972).

The picture emerging in the literature on reading in English shows, among
other things, the individual being involved actively in the reading ‘process,
reading other than strictly letter by letter, and using selected cues both o’
anticipate what is conting and to figure out what may be unclear. .

«In the 1ast few years Spanish speaking writers have begun to consider thig#firﬂwf—
more complex view of the reading. process. 'Historically, Spanish_and~Latin
American scholars have viewed the reading process—as—a mechanical one, in
which auditory and_xigpal skills—were used to memorize or internalize the

correspondences between the written symbols and the sounds of the language

these graphemes stood for (Bonilla Aquino, 1965; Braslavsky, 1962). More -
recently, however, the trend among writers in the field of Spanish reading has

been away from the concept of reading as a purely mechanical process ang

toward the idea of reading as a cognitive process, even in the early stages of

vaulSltlon {Basurto Garcia, 1969; Jiménez Herndndez, 1963).

. OnatiVia (1965), for example, has written that, as langquage develops,
children learn to put elements together, using, as they d& so, language for
self—expreSSion .and for ordering their world. Children who have arrived at
‘the stage- of learning to read, therzfore, have experienced a great deal, both
in terms of language and of life iti:elf. They have learned to use language
for thoughts and ideas,‘not as’'isolated words and sounds. Therefore, reading
is an additional cognitive process involving recreation of the author's .
experiences as expressed in language. Readers bring their 1anguage background e T
and their experiences to the written, page to recreate._meanings< T

Jiménez Hernéndez (1963) hasitaken the" view that reading involves the com-—
bining of complex~systems “of both physical and psychological mechanisms and “

~

------ " “Yeactions. He has expressed the belief that. thig complex of systems, many of ‘
- which are still not completely understdod (1971}, are organized into one o

re

E
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overall mental function in which the reader’ s mind converts the printed word

into meaning. Meaning is derived from visual stimuli as the mind, in, terms of
its. storehouse of languaqe and, experiences, interacts with the stimuli. (This s
view also has™ been -expressed by Saez, 1966.) ;

When Viewing both languages;-then, there is a definite trend toward seeing
reeding as'a oognitive—language process. Scholars.who ‘have defined reading as
cognitive functioning have maintained, especially in their" references to
skilled readers, that' reading is more than a letter-by letter sounding out-—_
activity. what, however, does this say about the beqinning reader, about the T
child acquiring skill in reading in ‘the  native . language?

' Many studies of young readers have been. done ‘in English. These studies;
most of which have examined oral reading behavior, suggest that in English

&
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beginning and ‘young readers do employ some of these same-sa%pling and pre-
dicting strategies, They do use their language and experiential backgrounds
to predict what is coming up in sentences (Clay, 1968, 1969; K. Goodman, 1964:
Y. Goodman, 1967; Weber, 1970).

Do young apanish speaking children readlng in sSpanish exhlblt similar
behaviors? The study described in this article was undertaken in an attempt
to answer that question. 1In 1964 K. Goodman conducted a study of primary
school’ age readers,. using 100 first, second, and third. grade children: from a ’
pPublic school near Detroit. ©¥ach child read a list of words taken from a
basal reading series not used in the child's classroom but Judged to be at the

child's reading level. The child's reading errors were noted. Later, each
child read the story on which the word list was based., -Each child's reading
was recorded and errors marked again. In comparing the errors made on the
word lists to the errors made in the context of a selection,.-Goodman found
that all of the children were .able to read many of the words in context that -
they missed in isolation~—~at least half, in fact. )

In examlning the substitutions children made in reading the paragqraphs,

Goodman found that older children substituted more frequently than did younger .
cHildren. He noted further that when substitutions were made which did not
aiter the meaning of what was being read, the substltutions generally were
left uncorrected.

This overt bkehavior 1led Goodman to.theorize” that the children were using
the context of the story to predlct unknown words, and that, when they were
reading a story, they were using their language background to £i11 in- ‘what .
logically fit in the context of a senterce. Goodman' S results demonstrated
that young readers do. process written material in ways that are very similar
to those employed by skilled readerg. Even the beginning reader is a guesser

" and a predictor, bringing language Ynowledge and background to the readlng —

./
task and using. thlS background to obtain meaning from the printed page.!/,f"”’

.\ -7 * '

"~ THE STUDY - . S

T

The study descrlbed above was chosen -as a model for this study, which examlned_ P
,the children's oral reading behavior in Spanish. The readers.were second and ) T
' third_gradefﬂative Spanish speaking Mexican. . American children, all of. whom .
—were | partlcipatlngr}n a_bilingual program and all of whom had received initial -
reading.-instruction in Spanish. Children first read a list of words at their
T “'instructional level and, on the following day, a passage containing those same
words. Each child also read an instructional level selection ({chosen from- the
Santillana Bilingual. and Senda Spanish reading series) in which words were
covered up which the subjects "had to predict.

The initial question was whether significant numbers of words that were
pronounced incorrectly on the word lists later would be proncunced correctly -
in the selections. As Table 1 indicates, significant numbers of words pro-
nounced incorrectly in: isolation later were pPronounced correctly 1n the selec-
“tions.. However, it soon became apparent that many reading miscues (errors)
that were not made when children read the word lists were made when children -
read these words in the selectlons.anhe percentages of errors made in isola-
tion that were read correctly in the selection were 54.7% (preprimer},.71.4% °
(primer), 85.2% (first grade), 91% (second grade), and 80. 3% (third grade),
while the percentages of errors made in the selection that® were previously R
read correctly, from the word list were 26.8%, 49. 4%, 85. 3%,'75 2%, and 76.5% . o
respectively. These contextual miscues, then, were examined and have become '
the focus of this articlea '

To offer a generalizatdon about these miscues, it is certainly accurate to
state that the readers used graphophonic cues as they read, cues within the
words themselves. Yet, sign ficantly, the miscues also demonstrated the
readers' use of cues from the\ flow of the language in the ‘stories being read

I:R\(: . . | ’ 2322. ! .._ il o .. -
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- Preprimer. - tdtal errors on word list ] 9.2 ‘ 2.56 : 3,224
Readers total errors in selection ) - 5.33 0 3.73 .
Primer total errors on word list 13.4 4.75."
. ‘ . v 4.73*
.-Readers total er{éiiﬁin’ﬁélection 5.06 4.62
.= - LI
First Grade _ totdl errors on word list - B.06 - 4.97 :
///,,/ _ B : .03?
Readefs total errors in selection . . 8:13 4.54 )
. - - o : 0'

Second Grade total errors on word list 7.2 1.68 2.00%
Readers . total errors in selectio%’ . 10.13 3.46 - e
Third Grade ° total errors on word list . 9.6 - 5.33 - 1“62

" Readers totaleerrors in selection ' 7.8  4.01 )
All Readers . total errors on word list. 9.49 ’ 1.08 1 56
S total errors ‘in selection ° -, - 7.8 - 1.88 °s
Preprimer errors on word list ' 9.2 T 2.56 3 82;

. . * .
errors repeated in the selection 4.33 . 4417 .
] v .
Primer errors on wdpd list : 13.4 4.75
‘ errors repeated in the selection 2.86 ' 2.52 7.37*
First Grade - errors on word list i ' 8.06 4.97 5.00%
' . errors repeated in the selection- * 1.2 - "1.43 -
. * .
Second Grade errars on word list 7.2 1.68 ( 13.3 ;
. ~lerrors repeated in the selection .8 .83 | s
Third Grade errors:on word list x ’ 9.6  5.33 4 Bé*
- errors repeated in the selection 1.93 2.83 TS
All Subjects grrors on word list ' SR - W1 - 5 cow
errors repeated in the selaction ‘2.2 o )

-
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and from the particular lingui'stic-cultural experlences of the readers.
Examples of the use of these three cue systems follow; they represent miscues

made exclusively in the first, second, and .third grade selections, not on the
word lists. .- £ ’ " . -

TABLE 1

Comparisons of Word List .Exrors bé@ﬁelection Errors
. (N=15 in each group) :

-

SD .t

|

Subjects Errore

*p<.01 df 28 N - -

- » -
-

The 15" children reading at a first grade level read a selection about a-
clown named Pedro (Pedro, el payaso). At the within word level, a varlety of
miscues occurred with frequenqy. In the story the’ clown was referred to
several times as Pedrito rather than Pedro, yet nine of the reade;s read -
Pedrito as Pedro.’ The nifiito 'a small child' was read as‘nifio (removing the

¢ o
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diminutive fofm) by eight of the children. Eight readers att one point in the
story read cabeza 'head' for cabezota :head' (with an augmentative ending), '
substituting the basic word for the yord with the ota ending {denoting a par-
ticularly large head). Both words had

Three readers substituted chicos for ‘chiquitos. Both adjectives mean small,

B T U AP AU U cer e o - FA L m——r G v

but the £&cshd " oné Has "the diminutive added. Five children read tenia ‘he .~
had” fofr tiene .'he has.' 1A similar verb tense change.occurred as gix children
read dice"hg says' for dijo ‘'he said,' FOur subjects pronounced quiere 'he
wants' “as ‘queria 'he wanted! (imperfect tense). ‘These examples  provide evi-
Jdence that the children fere using graphophonic cues available to them within )
@ords,.fobusing dn'the first syllables of words. However, the morphological
changes that the-children\have effected demonstrate their use of what they
know about the Spanish language as well as what they know about sound-letter .
correspondences. : . , *
- At the phrase, clause, and sentence level miscues occurred which further
- suggest that children are active participants in the reading process and that
they bring to the process a background of language knowledge and personail -
experiences. The first two sentences of the story read: Pedrito tiene muchos
sombreros. Uno rojo, otro negr®, otro azul, Y otro verde"Pedro_has Jmany’
hats.  One red, one black, one blue,.and one-green.' Four children read  the
. second sentence as Uno rojo, otros negros, otros azules Y otros verdes 'One £
rqg, othe;s plack;'others‘klue,_and others green.' as the readers switched
from tlre singular to the- plural, articles and nouns were automatigally pro-
- nounced so that: they agreed with\each other. Most possibly, having read the I
first sentence about the hats, . thé readers: were anticipating plurals in the
-second sentence. Therefdre, they imposed the plural on what they were

been. used previously in-the-storyt_ : -

2

 ".....reading. ,Two other- sentences in the. story. are the following: Pedro fuega con .

una pelota eh el sombrero. Tiene una pelota en la“cabeza 'Pedra plays with a
ball on his hat. He has a ball on hi$ head:' ' One child read the second sen-—-
tence-as Tiene una pelota en su mano 'He has-a ball in his hand.' In terms of
reality and a child's life experiences, wouldn't a ball be at least as likely
to be in someone's hand. as on someone's head? Two children read: Tiene una
pelota en su. sombrero 'He' has a ball on his hat,' again indicating the reader
anticipating a redundancy in the sentence patterns of the story. Given the N -
‘rather repetitioﬁs\nature of basal readers, this seems a reasonable anticipa- e
tion. = For the sentence reading EE los pies tiene Pedrito unos .zapatos. azules
'Pedro has some blue shoes on his feet,' three readers changed unos zapatos to
dos zapatcs, moving from some shoes to two shoes. Given a Tthild's. experience
with feet and shoes, the readers .again.demonstrated that they were making .
sense out of what they had read by making what they read congruent with o
realikty. Two children also did this wiph the sentence Tengo ;unes pies muy
.chiquitos.'I have some very small feet,' reading Tengo los pies'muy ‘chiquitos
'My feet are very small.' The use of los rather than unos certainly
corresponds to what a speaker of Spanish might use. To assume that . the Teader

'\ .1s not ab%g to 'pronounce the word unds would be a mistake. 'One reader read

- muchos pies 'many feet' for unos pies. Co . : :

Insertions made by some of the children also should bhe noted. .In the sen-

tence salta y sube la pelota, baja la bola después 'He jumps and raises the-

+ - ball,. afterwards he lowers the ball,' three subjects inserted the word a,
reading Salta y sube a la pelota. Since the verb subir often is followed by .
an a8 construction, this insertion suggests an anticipation based upon
knowledge of Spanish. Before the final sentence in the story, cne reader
inserted the word ¥ 'and,' making the sentence read Y asi pedro se quedd con
Su sombrero en la cabeza y sus zapatos en los pies 'And thus Pedro remained -
with his hat on his head and his shoes on his feet.' It was as though the
reader -was. summarizing the story and concluding it in a‘form similar to that
used in many fairy tales (Y colorin colorado ‘este cuentd se ha terminado ‘Apd
this tale is over'). ' - - . . - .

»
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One miscue made bx several children changed the houndaries of two
sentence=.. The context is this: Me .gusta el color azul. Perc tambi&n me
gusta tu sombrero de muchos colores 'I like the color blue. But I also like

- your: multi-colored hat.' Five readers changed this sentence to .read:. --Pedro”
e gusta tu sombrero &e muchos colores 'Pedro, I.like 'your’ mulLi—colored hat.
There followed a slight but audiblé pause after Pedro "as though a comma had
been inserted . to- indicate that Pedre was. being addressed.

Finally, at this reading level, three miscues made by numbers "of readers
suggest that the particular language experiences of the community-o _which the
.children: are a part may affect what y read. The word pies 'feet. appeared .
several times in the story..”Ten children consistently pronounced pies as.
pieses, a pronunciation which has: its roots in the oral Spanish of the
children s ‘community. The word bola is used interchangeably.- w1th pelota for
ball in the story. Three readers, however, . cons1stently read Eelota for bola.
(In South Texas Eelota is a common word for ball, with bola being lefs : )
" common.) Finally, in the sentence Gracias Pedro pero no quiero sus zapatos
.~ 'Thank 'you, Pedrd, but I-don't want your shoes, ' fivepchildren substituted the

familiar form tus for, the more formal: sus. This may:also be dndicative of the

children's experiential and language background. -

s e In looking at all of these examples, then, it should be obv1ous that Wh119<

SRS readers do attend to graphophonic cues, they are not necessarily bound by -
them.- Their Knowledge of Spanish and their language and community experiences
infJuence what they pronounce.: :
~ This phénomenon continues at the second~grade reading level. At this
" -level, the 15 children read a story about youngsters in school reading and
- writing stories. A variety of language based miscues was evidenced.

At. the within word level, for example, se llamaba 'he was called,‘_'his
.+ . name was' was read as se llama ‘his name is' by seven 'children and se llamard
. 'his name will be' by two children. Five children changed chiquitico to chi-

"eei mm—-guito or chiguitito. Two children read sefiora 'Mrs.' for.sefiorita 'Miss';
three read dice for dijo; three also substituted habia ‘there were' for hay
'there are." One reader de each of the following substitutions: ~ gustaba
'he liked' for gusta ‘he T%&es, .interesantes 'interesting®' for inteligentes
'intelligent, and ggedabamos ‘'we. were staying' for quedamos 'we stayed.' 1In
all of these miscues there is evidence of language intruding upon print and of
the reader's being influenced by language. background.
At this level, too, a consideration of miscues beyond the word level sheds

. '1ight on the r=ading process.. ;When processing the sentence Bueno, el cuento
. -+ trata de la aventura de una ‘gata que se llamaba Pitimini ‘Well, the s story is

EE . -about the Tadventure - of a cat called Pitimini, - three children read, lag aven—
'turas, changing the article and noun from singular to plural. Four~ children
substituted un gato for una gata, making the cat masculine instead of femi-
nine. One child read el cuento de-una aventura de.la gata que 'the story is

about an adventure of the'cat who...,' making the adventure more general but™ " '~

specifying which cat. In.the phrase cuentos -sobre sus amigos queridos .
'stories about his. dear friends,' two children used, the singular su and then
adjusted the phrase td cuéntos sobre su amigo guerido 'stories about his deax
friend.' Two children, using their Xnowledge of Spanish idioms, read IDuE te
_pasa? . 'What's wrong with .you?' for Que te Earece? 'Wwhat do you think?' The
last two sentenges of the selection were the following: Sefiorita yg-prefiero -
"oir el cuento de Pitimin{ y Cebolla dijo Ana. Yo también lo prefiero-dijo
Diego 'Miss, ,I prefer hearing the story about Pitimini and Cebolla, said Ana.
« I also. prefer that, said Diego.' One child read Sefiorita hoy prefiero oir el
) -cuento de Pitimini y Cebolla. Hoy tambi&n lo prefiero dijo Diego.’ Changing
.. Yo to hoy results in the sentence ‘beginning "Miss, today I want to...". Since
prefiero means °'I prefer' and the yo 'I' is redundant’ (and often not used in
-conversation except to emphasxze the I), perhaps the reader was adjusting the
words in .a reflection of her. knowledge of the. redundancy. Since previous sen4
:
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tences declare that the children are hearing a new story, this ‘could also be a
reflection of the reader interpreting that the children want to hear a par-
ticular story today. Another child did the same thing with the sentence Pero
Yo voy a cambiar un poco el cuento dijo Ramdn 'But I am going to change the

" 'story a little, gaid Ramdn' by recading pero noy voy a cambiar un poco el

cuento dijo Ramdn 'But today I am going to change the story a llttle, said
Ramdn.' - This also Jfits in with the context of the story, since Ramdn has told
.a story before and is now going to tell a different story..- Two sentences in
the selection were: A Ramdn le gusta mucho leer aventuras de animales, pero

éa quién no le gusta leer aventuras de animales? Desde luego a &l..no le
gustan mis los cuentos . Sobre perros y gatos 'Ramdn likes to read adventures
about animals, but who donsn t like to read adventures about arimals? But now
he no "longer likes stories about dogs and cats.' four children read the verb
in® the second sentence as;, gusta (Desde luego a &l no ;E‘gusta mis...). Since
gusta had appeared in the previrus sentences and since the words los cuentos
which appear after gustan th the second sentence carry the necessity for using
the plural gEstan rather than the singular gusta, the error does not seem
totally ‘unreasonable. . ’

One child created- several new words from the print that was there.

Looking at the€ sentence En la biblioteca hay un libro que siempre esti en
manos, de Ramdn' 'There is a book in the llbrary that is always in Ramén's _
hands,' the chlld“read En la biblioteca hay un libro que esta usando mds Ramén
'In the library there is a book that Ramdn is using more."' Obviously, what
was read dlffers/hulte a bit fro% the printed word, but is its meaning totally
altered? vr

.A final example from this reading .level reflects an adjustment of sentence
boundaries. A child considered the following: Me encanta la_ idea, asi es.
Bueno, el cuento trata de la dventura de... 'I love the jidea, that's it.

Well, the story is about the adventure of...'. The child read Me encanta la
idea. - "Asi es bueno. EL cuento.trata de... 'I love the idea. That's the way
it is. ' The story is about...'. By changing the sentence boundaries the reader
has created meaning, even though. the meaning may not be exactly what the
writer intended. ’

Likewise at third grade reading level many of the miscues made by the
reader€ indicated that the children were usxng a combination of graphoPhonlc,
extended language, and “experiential cues to aid them as they réad. The third
grade selectlon focused on a young boy (member of a circus) making new
friends. Let's consider some examples of miscues made by the readers of this
story. . . .

At the wlthln word level several miscues occurred repeatedly. Three
readers changed exclamd® 'he exclaimed' to exclama 'he exclaims.' Two read
tiene 'he has' for tenia 'he had' (imperfect tense), and three others substi-
tuted comienza 'he Starts' for comenzd 'he started.' In the sentence ya te
decia yo que pronto encontrarias—amigos 'ngw I told you that soon you would
find friends,' four readers Substltuted yo for Y2, adding the redundancy of
another, I. Ya .in this story adds emphasis meaning now. Three other children
did the sSame thlng in the sentence Ya traer& un dia a mi amigo Boso ‘Well, I
will brlng my friend Boso,'! reading YO traerd. .. These chlldren increased
the redundancy by their substitution, since traeré by itself means "I will
bring." = Two readers substituted the present verb tense encuentras fyou find'

for the conditional encontrarias 'you would find.' Each of the following word"

level miscues was made by one reader: se acercd 'it came near' for se acerca
‘it comes near,' lo llaman ‘'they call it' for lo llamaban 'they. called it,°
'gusta ‘he likes' for gustd ‘he llked, and mafianita 'morning' (with a diminu-
tive ending) for mafana 'mornlng {(without the diminutive ending).
Within extended ‘language;,; miscues also were noted. The first sentence of
the selection was: Al primeroc que dijo Tofio. que tenia otros amlgos fue a Boso
‘The first one that Tofio told that he had other friends was Boso.' Three
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- readers read otro amigo, changing plural to singular. ©One child even extended
this singularization into the second sentence of the story, reading Ya te

- decia yo que pronto encontrarias amigos as pronto encontrarias amigo

{indicating the 'child would find one friend rather than more than one).
Further on in the selection the following sentence occurréd: Cuando -fue a
casa de Carlos, lo encontrd leyendo unos cuentos de Navidad 'When he went to
Carlos' house, he found him reading some Christmas stories.' _ Five children
read le encontrd -leyendo ' for lo encontrd. Since le is substituted for lo as a
direct .object pronoun when speaking of a person, this miscue .is quite natural
and reflects understanding as to whom the direct  -object pronoun refers. -
Additionally, two children read le encontrd leyendo un cuento de Nawvidad, -
‘changing "some Christmas stories"™ to "a Christmas story." wWhen the article
was changed from several to singular, the noun agreement followed naturally.
In another sentence, the text was: En nuestro circo todos son muy simpdticos
'In our circus everyone is very friendldh'! . One .child read En nuestra ciudad
for En nuestro circo. Therefore, .the sentence read "In our city everyone is
very friendly." ©Note also the change of nuestro from masculine to feminine.
Another sentence was Se habia acostumbrado’ a acquella ciudad y ya le EErec;a
como si hubiera vivido ¢ en ella’toda la vida 'He had become accustomed to that

-

city and now it seemed to him. as though he had lived in.it ‘all his life.' One
reader substituted habia for hubiera, changing the clause .from the subjunctive

tense to the pluperfect tense. Given the use of habia in the introductory
independent clause, it is possible that the child was anticipating another
habia clausen

At the seéntence level, too; a fascinatiﬂg éroup of miscues occurred.  Two
sentences .were written this way: Tono solia ir con Maria. Los cuatro ninos
se pasaban horas y horas jugando a las construcciones Y <on un robot 'Tofio was
accustomed to going with Maria. The four children spent hours and .hours

playing at construction and with a robot.' One child read .Tofio salia ir con.

Maria Y los cuatro nifios. Se pasaban horas x'horas jugande 'Toflo used to go
out to go with Maria and the four children. They spent hours and hours
playing.' Thus, the child changed sentence boundaries . but still made sense of
what was being.read. Note also the change from solia -'to be accustomed'”to
salia 'to go out.' 1In a previous sentence, 11t of 15 readers at this level had
read Tolio salia ir a jugar a casa de cCarlos 'Tofio would go out {or would

leave to ga) to play at Car*los' house' for Tono solia ir a jugar a casa de *
Carlos 'Tono was accustomed to go to play at carlos' house.' 1In fact, three
of the 11 readers first read solia ix a jugar and then regressed and read
salia ir a jugar. For an adult speaker of standard Spanish, salir ir might be
ungrammatical (such a construction does not occur) and overly redundant since
both verbs deal with going. Yet the verb soler 'to be accustomed to' is not
one that is commonly used in Socuth Texas nor is it one used by.children.
Apparently, the language and experiential -backgrounds of the subjects
“influenced their perceptions of the print, and print was modified so _that the
sentence would make sense to the readers. -

More 'examples could be given, but it should be obvious from the ones.
already provided that the young readers of these Spanish selections used print
selectively, that they were not bound by the print, that indeed they were
iseeing the reading process as one involving something beyond merely responding

to sound-letter correspondences, and that they were bringing a wvast amount of -

prior knowledge to the précess} This prior knowledge was much more than
knowledge of Spanish phonics. Certainly the readers had this knowledge, but
they also demonstrated knowledge of how Spanish works, of what are the possi-
bilities for words and sentences in Spanish, and of how these possibilities
are influenced by the particular speech-experiential community of which -the
children are a part. These miscyes, then, should be seen by listeners as evi-
dence of cognitive functioning rather than of imperfectly developed word
attack skills. o
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18 . Learning to Read in Different Languages

After the children read the instructiofial level selection, they weére asked’

to read an instructional level 'selection in which every seventh word was

—————covered. The children were instructed to guess or predict what the oovered
-word was, but they were not informed about the accuracy of their guesses. In

o

E

__the_ printed_page.  showed several -firemen -but no dog. ~ Probably  the readers used

examining their efforts, the children's predictions were divided into two )
categories: exact word replacements and acceptable substitutes (defined by
the researcher ‘as words of the same form class and/or rétaining the meaning of
what was read). Percentages of responses falling in the two categories appear
in Table 2. o

TABLE 2 . -

(=~ 4

Performance of Subjects on Clozed Reading Selection’

. Mean Percentage ' Mean Percentage

. Mean Percentage of Acceptable ° . of Total
' -of Exact Words - Substitites Acceptable

Subjects ' Predicted * Predicted Predictions
Preprimer 52.6 - 20,9 " 73,5
Primer 44 .6 ' 23 ‘ 67.6
First Grade . ' 43 ) - . 23 ] 66 ‘
Second Grade 30.3 ' 23.7 » " 54
Third Grade 54.6 23 77.6 L

All Subjects: 45 _22.7 _ . 67.7

[}
> :

In jooking at-these results, the acceptable substitutes offered by the
children really struck this researcher's interest, for they pr0vided further
evidence for a view of the reader as a language user and as a person whose
perceptions of print are influenced by language and life experiences. Many of
the substitutions made indicated that the rehders understood well what they
were reading and that they were using their 1anguage and experiential
backgrounds as well asg the SpPlelC context of what they were reading.
Several examples from the flrsL, second, and third grade reading.levels should
illustrate this point. : -,

At the first grade reading level, the initial sentences of the selection
read: Ahi vienen los bomberos. Mira el perro que va en el carro de los bom-

beros 'Here come the firemen. TLook.:at " the dog in the firemen's car.' The
‘'word perro was covered. Seven children read bombero ‘fireman' and one read

policia ‘policeman, "’ both of which fit the limited context that has been
established (that the story is about firemen). In addition, the picture above

the picture as well as the verbal context. In the sentence reading lLos bom-

- beros saben lo gue hay que hacer cuando hay fuego 'The firemen know what has

Q

to be. done when ther lis a fire," fuego was one of the words that was covered.
Seven readgrs substiﬁpted other words meaning fire: gquemazdn, lumbre, incen-
dio. One reader substituted peligro 'danger,' which also conveys the general
meaning of the sentence. In the sentence reading Buenos dias sefior Flores
'Good morning, Mr. Flores,' the word sefior was deleted. Two readers read
policia Flores, usin;}the picture clue of a pocliceman to hélp them. Six

children read °igo 'friend' Flores, which also makes Sense. The sentence
followlng that read: | ;Por gué me dices sefior Flores si tu sabes que me llamo

Pedro? 'Why do you call me Mr. Flores if you know that | my name is Pedro?' The

word Flores was not Q sible to- the children. Two children read Eollcia for

Flores. One child substltuted dijo and then paused in his reading so that the

sentence became (in terms of the-.child's intonation) ;Por qué me dices sefior,

MC -_ l ’ Ry ‘._/'-'
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red nose,' several words were predicted, for- the missing word con ‘with.' One
__subject read tenia una nariz 'He-.had a nose.' --Seven readers read”z_una“nariz“'
'‘and a nose,' and three read de una nariz 'of (or from) a nose.' BAll choices

-
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dijo, EE’EE sabes que me llamo Pedro? 'Why do you call meNMister, he said, if

_.you: know:that my name is Pedro?' In tne sentence Es para el carro de los bom-
beros 'It (referring to ‘a siren) is for the flremen s car,' the word de,awhlch
signals the posse551ve, was covered up. Five subjects read Es para el carro y

~los bomberos 'It is for the car and the firemen.' Since the siren would .serve

as a signal to the firemen, the- readers' substltutlon does make sense and is
in keeping with the meaning of the paragraph. i ’
An the second grade selection, one clause read de modo que ‘todo guede
"igual 'so that everythlng comes out even.' The word todo was covered up.
Five readers "read de modo gue se quede igual 'so that it comés out even,'
substltutlng the reflexive for the word todo. 1In dijo la seforita *the young
woman said,' six readers read maestra 'teacher,' sefiora 'woman,' or mamia
'mother,' retaining the meaning of the sentence. In the sentence Vamos a4 usar
estos blogques 'We're going to use these blocks,' the word bloques had been
covered. One reader predicted estos claves 'these nails,' one substituted
tornillos 'screws,' and one said pedazos 'pieces' for bloques. All made sense
in the context of the- paragraph. In the clause para®hacer tu rascacielos 'in
order to make your skyscraper,"rascac1elos was the word the readers were sup-—
posed to predict. Five children substituted casa ‘'house,' one reader substi-
tuted escuela 'school,' and two children substituted trabajo, so that the
clause would read "in order to d&o your work." In the sentence Vamos a empezar
con una casa pequefid 'We'll begin with a small house,' pequefia ‘'small' was

.covered. Five readers used other adjectlves, four predicting grande 'big' and

one bonita ‘*pretty.’' And when un 'a' was covered up in un rascacielos ‘a
skyscraper,' five readers substituted either una 'a’ (in the feminine form) or
la 'the' (in the feminine form). Since rascacielos is not a word commonly
used by rural Mexican American children, the confusion of genders is not asto-
nishing.. - .

At the third grade reading level, interesting substitutions also occurred.
In the clause no habia lugar 'there was no room,' two substitutions for lugar
were predicted a total of five times.” Both asiento 'seat' and espacio 'space'
were substituted. Since the story deals with people seated for a circus per-
formance and the fact that the circus was full, both of these substitutions
make sense. One Sentence in the passage read ggue te pasa? le pr ggnté 'What
is, wrong with you? he asked.' The word te 'you' (famillaf form) was. covered.
Three readers read agué le pasa?z, substltuting the more formal "you" for the
familiar. Three readers read qué pasa, Simply amitting the missing word, so
that the sentence read "What's wrong? he asked.™ Both make sense in Spanish,
le having the same meaning as te and gqué pasa being a common expression. One
child read ggé es lo que .pasa, again conveying the same meaning ("What is' it
that's wrong”). 1In the phrase con una nariz muy grande y muy roja 'with a big

made sense in the context of what was being read. ‘For roja 'red' the substi-
tutions made were three other adjectives, larga ‘'large,' bonita, and curiosa
'odd or strange.' In the sentence Hicierdn una buena pareja 'They made a good
pair,' the words escena 'scéne,' programa ‘program,’ and fila 'line' were
substituted for pareja. All of these substitutions made sense when using the
picture clues available and when ‘'considering the context of, what was being..
read. In the phrase con unos enormes zapatones 'with some eénormous shoes,'
.the word los-was ‘substituted seven times for unou,rnaking the line read with
enormous shoes or "with his enormous shoes."”

These acceptable substitutions suggest the same thing that the contextual
miscues do, i.e. that the readers are not limited to using graphophonic cues
and that they use both what they know about Spanish and their living exper-
iences to enable them to anticipate and to prediqt as they .read.

o
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CONCLUSIONS o . : ‘ .~

Spanish is a language whose sound-letter correspondences are more regular than
they are in English. The children in this study evidenced- considerable abil-
ity in using phoneme—grapheme correspondences in order to pronounce Spanish
words. Yet they also demonstrated that they were not ‘bound by the print, that
they were able to use selected graphic cueées and. to” construct meaningful
utterances by anticipating, by predicting, by maklnq educated guesses.“ Thus
‘this study suggests that even in phonically regular lanquages, the reading , T
process involves more, than simply looking at letters and transforming them
into sounds. The reading process is’ a creative one, and the reader uses

graphophonic cues but is not limited to them.
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. A Study of Orol Reodlng in POIISh ond
Engllsh A Psychollngwsi'lc Perspective

Jane A. Romatowski
Umvers:ry of N\|ch|gon -Dearbom

Second language learning does not present a new challenge to the American
classroom. The challenge has been there from the:beq}nning of public educa-
tion in this  country, but our current awareness of the non-native English -
speaking child in the classroom has been heightened through current legisla-
tion dealing with multlllngual/multlcultural educatlon. Today's 1mmlgrants
want to learn English quickly and efficiently;. they want to be "Americanized,
but they also want America to live up to its promise of valuing maltiplicity
and dlvers1ty in' its c1tlzenry., In short,” they want to see their root culture
and. language respected and cherished, and hereln lies cne of the challenges
for every American schoolteacher. o -

To put the situation into some perspectlve, some general background infor-
mation may be useful. 1In the last decade, over three million people emlgrated"
to the UJS. For the vast majority, who are predominantly young males and '
females, English is a. second language. As .one would expect, many learn
"survival English" quickly, since the need to communicate and to transact dayé
to-day affairs serves as prime. motivation for learning the language. For the
children of immigrants, the needs arise as they branch out to the neighbor—~
hoods or ‘begin to attend school.” In school, the problem is sometimes com-
pounded. In addition to learning English for basic communication, they are
faced with another pressing task--deallng w1th English as a medium of instruc-

_-tlon. As a consequence, learnlng to “read and write in English is a major goal

for immigrant. students.

It is not surpr1s1ng to find that next to learning English, reading
instruction 'is the greatest source of frustration to the student as well as
the teacher. Not many universities or colleges prepare future teachers for.
working with non-English speaking students, and even fewer demand courses—in-
linguistics or 1language development to prepare the. new ‘teacher for the reali-
ties of today's classroom.w Understandlng how language develops, how first and
second- languagde acqulsltlon differs, and how reading is influenced by this"
development would certainly support teachers in their task. Unfortunately, a

great deal of misunderstanding occurs in these areas. Teaching the English
language and reading instruction are not always based on the best current
information. Further, poor achievement scores in reading lead some teachers

to unwarranted conclusions about the non—-English speaking student's intellec-
tual .potential, precipitating additional p;oblemsi

Court cases document this quite well. It would be safe to assume that
these are not isolated’ cases restricted to students in the Southwest for whom
Spanish is a first language. 1In 1977 in the Detroit  Public Schools alone, for
example, over 6,000 children were identified as non-native speakers of English-
representing over 70 different native languages. Among the languages repre-
sented is Polish. In the metropolitan Detroit area there are geographic
pockets where Polish immigrants reside. The study detailed below was under—

.taken as an examination of the oral reading behavior of Polish-American
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children enrolled in English medium schools in Detroit. The study itself was
based -on the work:-of Kenneth Goodman (1968), who describes the reader as a

v user of language who engages three cueing systems simultaneously during the .
"act of reading.. These cueing systems--the graphophonic, the syntactic, and
; the semantic--allow the reader to scan, to predict, to test, t5 .confirm, and:

ultimately to reconstruct the message encoded in print. With other psycholin-
guists, Goodman believes that reading is an actiwve, thinking process and at
its.best will resemble creative problem solving rather than. a mechanical

- decoding of a graphic array into its corresponding phonological representa-.

H

tion. . .
According to Goodman (1970b), ‘the implications for learning to rpad a
second language based on an examination of psycholinguistic suniversals might
be:

elearning to read a second language should be easier for someone already

"literate in another language, regardless of how:similar or dissimilar the

first. and second language are. -
eReading will be difficult as long as the student does not have, some
degree .of control over the grammatical system of .the second language.

- eStrong semantic input will aid the acquisition of reading competence
where syntactic control is weak. This suggests that the subject of reading
materials should be of high interest and should relate to the background of
‘the learners (p. 110).

N In organizing the study, which involved Polish—American'children reading
orally a Polish as well as an English story, several gquestions were -of &on-
cern. Among these were: ~How much similarity/dissimilarity is there between
the two languages? Does this influence the reading of the stories? How do
the students use the three language cueing systems (graphophonic, syntactic,
semantic) in the redding of the stories? Is ‘there a relationship between the -
use of the cueing systems and comprehension?  What influence does one language
. have ¢ another in reading tii< oLOries? .

Th&? students who participated in the study were fifth qraders .enrolled in

schools where English was the medium of instruction. BAll were native speakers_. ..

of Polish and had been in this country three years or less.  Each student was
audio-taped reading and retelling one. English—language story and one Polish-
language story. Stories were" selected from readers used in reading 1nstruc—~.
tion in American schools and schools in Poland. * :

- An analysis- of miscues (deviations.from print) was made to determine how
much meaning was: preserved or lost. Each miscue was analyzed for its graphic
and phonic similarity to the word in print, for its correspondence to the .
grammatical function of the word, and for its semantic closeness to the word.
A judgment was also made about whether the other language ‘influenced the .
miscue. The retelling for each story was scored, and a judgment made about

- .how well each story was understood. . ’

Q

Aruitoxt provided by Eic:

The Goodman Taxonomy-of Reading Miscués was used to analyze the readings.
This instrument allows a researcher to approach miscues not as random or
qualitatively equal deviations but as responses cued by the reader's awareness
of the language and how it operates in the act' of reading. It is derived from
the psycholinguistic theory which states that readers bring to bear upon
printed matter the entire set of life and language experiences at their
current disposal, their particular level of cognitive development, and their
psychological disposition towards the topic. The sScanning, the predicting,
the ultimate reconstruction of the message can only be accomplished within
this context.

In examining the 1anguages it became clear that in writing and reading
Polish and English share an identical directionality, and a similar, but not
identical, orthography. There is not, however, in all cases a correspondence
in ‘the phonic realization of the iutters. For example, the pitonic realization
for the letter /i/ is markedly different between the languayes. In English,
‘the letter /i/ can be short /i/, long /i/, or r- influenced /ir/. The phonic

}:
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realization for /i/ in Polish, however, doces not correspond to any of these.
Instead, it is identical in sound to the English long /8/. This marked dif-
ference was responsible for some of the miscues recorded. - -

Further, Polish is an inflectional language and much responsibility for -
meaning is carried by the inflectional system. Word order, though important,
does not have the same critical status as it Joes in Engllsh. For example,
one=could say in Polish: . @ :

. . . : )

© LI . -~

(1)a Mama upiekXa chleb. . s -
b Chleb upiekXa mama. s
¢ Mama chleb upiekXa. :
d  UpiekXZa mama chleb. L . R .
and in eath case the same meaning could be communicated. This is not the case
in English. Translations in English for the four sentences just given would
be: T . ] . ' _
(2)a Mother baked bread. : b
b *Bread baked mother. B ' .
¢ *Mother bread baked. L - .
.'d *Baked mother bread. ' ‘ ) '

Clearly, there lS more flelellltY in word order in POllSh- It is nét uncom-

mon to find new English-language, users still quite tied to the translation
model, generating utterances such as, "what for you going there?" In POIlShr~‘”—"d—
thls word ordering. would be quite approprlate (as I think it _may—be across
“other lnflectional languages).,

handlly. ' For example' .
/

. ] Q

English } h Polish . -
~re/- ] /e/ . A{//. *
‘egqg ' < B - egzamin

cake nagle .

eat T elegia o “

merge . nerka ‘ ]
envelope . : eleganekie

H

In English, the phonlc realization of /e/ is dec1dedly different in each
instance. In Polldh, however, the reader ‘can depend on the same .phonic reali-
zation for /e/ regardless of its placement in the word. A complication of
Polish not as evident in English is the highly multisyllabic nature of the
language which can, through a series of prefixes and suffixes, change the
tone, or the aspect, of a particular root word. O v

Such information about the differenqes in languages -helps us to. understand
the results of the study. As a group, 39.8% of the ‘miscues generated in the
English story and 55.9% in the Polish .story were of high graphic similarity;
that is, the misclhe resembled very closely the actual word in prlnt.
Similarly, 20.9% of the miscues in the English story, kit only 11.5% in the
Polish story, were of low graphlc similarity. The high sound/symbol rela-
tionship in Polish and the group's apparent awareness of thls linguistic
feature was evident and. influenced the reading.

The most consistent phonemic deviation from the English text occurred in
the handling of the English th sound, wvoiced and unvoiced.. It was interesting
to note, as the chart on page e 24 indicates, that the rules for voicing were

"acquired and were used differentially, although the full phonologlcal inter-

pretation in English could not be given.’
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-Student:

-
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TREATMENT GT t_h SOUNDS IN THE ENGLISH TEXT
Voiced th Observed ' Unvoiced th Observed
» "Word in Text Response . Word in Text Response
bothers bodders think tink'
brother brodder three tree
mother modder throat troat
‘there ' dere Thursday Tursday
leather leadder R things tings
‘together togedder threw tiif,»f’”"”

This is evidence of a student's language;lear
not acknowledged by teachers.”

7 /./' .
ing—that is generally ignored or
The concefitration seems to be ‘on the full pho—

——

nological realization of the—th sound rather . than on the developmental steps

represent;ngfpragress towards the goal.”

miscues generally was negligible.
Very few miscues generated, in either 'story created major syntactlc

The distortion of meaning from such

changes. When analyzed for semantic change,. the same held true. The knowl~-
edge students had of each language and its syntax pulled them towards pre-:
serv1ng that syntax as much as they could. 3In the English story, for ,example,
Such mlscues as the following occurred: ~

-

That is—-I mean I think just about everybodjﬁlikes babies.

I

In print:

Student:

That dis~--I -mean T thlnk just about everybody like bables.

In print: I still tnought we should tell Mr. Barnaby, but he was rushing
around giving orders to lighting ciews...
I still thought we should telr Mr. Barnaby, but he was rushing

®

around giving order to lighting crew..,.
- - A - TTTA

Though each of the miscues above represents a different deep etructure, the
surface level change did not produce an inordinate amount of meaning
distortion. The miscues do reflect the subject's lack of mastery of the
inflectional system of English, which is quite.understandable considering the
length of residence in the U.S.

Probably the most common deviation from print 1n Engllsh is represented by

. the following examples:
In print: Be at the etatiog with»tnat fine-babﬁ a weekifron Saturday...
‘Student: Be at iﬁg station with that fine baby a week from Saturday.;. ’
In print: In .a little while he was asleep. ‘ ’
Student: In @ little while he was aeleep.

Q
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3

Indeflnlte and definite articles are not required in Polish syntax. These
omissions in English do not represent any deep structure’ change, but, rather,
the operation of an alternate .rule in produc1ng such sentences. ~ ‘Such
omissions did not disrupt the meaning. - = 7 o :

Interestingly, the miscues in Polish which led to unacceptability either

36 o o :
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in syntax or in semantics, or in both, were, more often than not, a—result of

the ‘complex, highly inflectional, multisyllablc features of-the language

itself. In the following example,

In print: Cees i pohoniI mu_sig Z czapczyskiem w rgce.
'..:;Egg,he’bowed before him with his ca E in his hands.

e

/ )
Student: ... i pokXoniY mu. sig z $czapniskiem w rece.
T '«.. and he bowed before him with his [non—word but correct inflec-
tional ‘ending] in his hands.?

; the student produced a syntactically intact miscue (note the inflection). The
dollar sign  indicates the miscue was a nop-word and, so, unacceptable seman-
tically. BAn added confusion for the reader in this instance is that the word
in print represents a diminutive farm of the more basic. word, czapka. By
contrast, the foll~wing miscue preserves the base word but changes the inflec-—
tional ending:

In print: StaneIo za§ na tym przed rozpoczecium gry... ’ ‘ N

'And so it happened that before the beglnnlng of play...

Student: StaneXo za§ na tym przed rézPOCzeciun1 gTVe s
'And so it happened that before the beginning [inappropriate
inflectional ending in Polish but same root wordl of play...'

The point that miscue analysis allows one to make here is that a surface level
shift,” even when it reflects a different deep structure, does not always lead
to great losses of comprehension. Indeed, in this instance, one could safely ‘
assume that no meaning was lost. - * :
The Polish story caused readers to be more vulnerable to losing or - -
garbling the deep structure. Several factors contributed to this. Among
these were ‘the highly multisyllabic nature of the language, the. regional
language in the story, and the extraordinarlly long sentences, some with as
many as 39 words. It would be quite easy to plead that with this particular
'story, the miscues were more a reaction to the author's writing style than a
comment on the reader's ability to process the language. These factors need
to be accounted for in stories in any language, of course. :
One of the most significant results of this study was that it reinforced
so thoroughly and unequivocally the principles of psycholinguistic theory.
The Polish story selected for the study represented language used in the
- southwestern mining areas of Poland. The story contained regional words as s
well as inflections specific to that region. The students reading the story
were mainly £from. the  more cosmopolitan areas of Poland. Nowhere was it
clearer than in the reading of that Polish .story that when the content. of
printed matter falls ocut of the range of a reader's experience and when,
further,. the language in which the message is encoded represents a language
that smacks both of archaic usage and of usage restricted to a particular .
geographlc region, the ability of the reader to sample, to predict, to con-.... -7
firm, and to comprehend will be hampered. Psycholinguists  have- postulated
and reading miscue research has proven, that -the- closer the experience and
language of the reader are. to -that of the author, the’ more reading for meaning
will be. facilitated.
Another dramatic example of what happens to a reader who is convinced that
reading consists simply of mechanical decoding or of striving for the most
accurate oral rendition of what appears in print occurred with one subject ‘in
the study. 1In the reading of ‘the Polish story, the student who generated the
fewest miscues and had the fewest miscues per hundred words (MPHW) also had
the lowest retelling score. This is a clear examplé of what Wardhaugh (1969)

_Ec i | 37



E

26 _ N jﬁ S o Learning:té_Read in Different Languages
Ya i ) . .
refers to as "barking at print." By contrast, for the samg story, éhe student
who generated the largest total number of miscues ‘and the highest. rate of
MPHW had the highest retelling score. Clearly, the ability tor read for
meaning consists of more than the accurate production of sounds for each
printed symbol. ' » . . .
/ 'Ledrning a new language is bound by developmental principles which are
Z&milar but not identical_to learning a first language. Whatever the develop-
ental stage, it will have an effect on the oral reading performance. As with
first language acquisition, productive control will follow receptive control,
and niuch exposure to the oral. language through listening and many oppor-—
tunities to speak the language must precede instruction in ‘reading and
wfiping. In addition, teachers need to assess oral reading using information
garnered by psycholinguists about how language is acquired ‘and how these prin-
ciples 'become evident in the reading task.. } ‘
' Research in miscue analysis continues to codfirm the view thqp the reading -
“process is complex. Individuals utilize all three- systems of language
(graphophonic, syntactic, semantic) as well as their life and language
experiences in each reading act. Readers continuously hypothesize about the
structures, the words, the meanings they expect to find in a graphic array.
The more predictable the printed matter is, the easier it. will be for the
reader to 'process print, to arrive at meaning, and to experience the psycholo-
gically uplifting fee;ing of being a competent language user.. LT
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A Readmg A Universal Process -

A Study of Y'ddlsh-Englsh Blhnguoi Readers
- e | Iy -7 Phyllis Hodes

— - T Merc_y College of DerrOIr
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For the psycholinguist concerned with the study of how people acg .re and use
language, certain truths seem self*~evident: that’ the Speaking, xeading»'and'
writing processes interrelate language and human thought, that the functiom.

of language is primarily to transfer meaning from one person to another, and

‘that there are universal features in the acquisition of human language skills.
Kenneth Goodman's statement that "the essential characteristics of the reading

process are universal (1970b:104)" has stimulated investigations which have

Vattempted to test this observation with readers from different languages. The

particular study under: discussion here examined oral reading performances in
two languages of persons who were orally learning to read simultaneously in

 these. languages. The study was undertaken to investigate the' theory that

there is basically a single process involved in making sense of the written
word-—a process relatively immune to language shape or structure. -
Specifically, questions about how- the reading process in a bilingual child

"idiffered or resembled the process “in a monolingual child were congidered. : Can

. the

e

.recite their prayers and Torah (Genesis through Deuteronomy in the - 014

. Testament) as soon as possible in.the "Holy Language," which is Hebrew. The
‘efficacy of the recitation depends primarily on correct pronunciation, not on
- wnderstanding. The children essentid&lly neither speak nor understand Hebrew

rocess that worksafor one language be transferzed to another language?
children: become functionally equipped in their first language, will there
terference when they attempt to learn to deal with a new set of decoding
and encoding rules? Do features of the reading process-—sampling, predicting,
ting, confirming--appedr in all languages? Do cue systems--graphophonic,
tactic, "semantic~-operate in all languages? What is the role of the

ldren's. culture and experiences, i.e. do they bring these elements .with

m to the task of making sense out of print? - ¢ -

) Such underlying questions prompted this study Of-YlddiSh—Speaklng
Chassidic children studying‘English as a second langquage. WNot only d4did these
cgildren understand, speak, and: read in two languages, but their earliest .

perience with print was with the“jHebrew 1anguage-—a third language which
ey neither spoke noxr comprehended completely. ~
The Chassidim, a relatively small population in ‘the U.S., are an ultra-
religious Jewish sect whose mother tongue . is Yiddish, Their children are pro-
hibited from attending secular schools, attending, instead, their own ‘cheders,
ere they are inculcated with Chassidic ‘religious' values. Yiddish is the
anguage of instruction in tiese schools, yet -Hebrew, as indicated, is the

t

irst: written language taught to the youngsters. The Hebrew alphabet and pro--

unciation, -as it- happens, are used in Yiddish and will later become _the
medium of writing 'in Yiddishw. Tradition requires that Chassidic children

since the "Holy Tongue" is ‘considered too holy for profane use and therefore
is forbidden for everyday communication. Only much later will the male child

be expected to make sense of the chanted Hebrew prayers which he will recite,

accompanied by rhythmic swaying of the body. So for these children, the firstc
formal experience with print is mystical and religious, and comprehended only
in a limited way., . .
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~

Havzng mastered this skill of prayer rec1tatlon, the children are ready

‘for the rest of the curriculum whlch means reading, writing, and speaking rn K

Ylddlsh——thelr first language of communication. Yiddish,-a language spoken by
Jewish people for about a thousand years, orlglnated in ghettos along the

Rhlne and DPanube. rivers where Jewzsh refugees fled to escape religious -

persecutlon. While’ evolv1ng from a variety of dialects of. German, it became,
by the :16th century, a language independent from German, though continually
influenced by, it. Slavic influence on the language also has been important,
especially in ¢vocabulary. Additionally, Hebrew influences are evident, and,
in fact, VYiddish is written in the Hebrew alphabet. vYiddish is read and writ-—

“ten from right to left. The lectexrs are unlike those in the -Roman alphabet,

~ emphasizes letter-sound correspondence. Books and newspapers begin at the

Q
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although, in fact,. the word alpnabet derives from “aleph,"™ the name of the
first Hebrew letter, and from “beth,"' the name .of the second Hebrew letter.
Just as in English print, the words, in -¥Yiddish print use disconnected letters.
In handwritten viddish words the letters rare also disconnected. -This further:

last page, from the English point f view. There are no capital letters,
although some letters take a special form when theéy terminate- & word. The
Hebrew alphabet brings to viddish a number of sounds which, have no parallel in
English; for example, kh or ch as in the German nacht or the Yiddish final
sound D+S which becomes TS while. it becomes DZ in English. 1In the follow1ng
illustration of the Hebrew alphabet, we see the symbol for the printed letter
just above the symbol for the same letter in scrlpt. ~

3 ,~wnvw-x-r:::u:
J G e aar

'\...._‘_

§

'OT"B\j‘ f
S |

:LJ ll
)

5
5:\
N
I’

H
i |
J

I

¥ h |
’) 3)'(:9—57 .

. ~.
' .

NOTE: The dots show where_to_start\the stroke in the handwritten letters.

o . . -

- Like its Germdn grammatical model, there are more inflectiodns in Yiddish.
Relfexive verbs, less use of function words, anq_more complicated syntactic
structures than .in English afre common. ’ ”

This study was devoted to the observable- process .of oral reading of six
bilingual sub1ects ranging in age from seven to eight (Hodes, 1976). The .
children were native Americans enrolled in private Cha551d1c schgols., Ylddlsh ?;
was spoken in their homes and by their teachers except durlng four half-days
of each week which were devoted to English instructibns Although all six sub-
jects. were in the primary grades, they had had differertt amounts of formal
English instruction, but for all of them their #arliest instruction began at
age five with the Hebrew alphabet and#the chanting of Hebrew sounds chorally
or individually. - : )

The study had two major formal features. First, young bilingual readers
were presented w1th ‘two languages using opposite dlrectlonallty. Second, the

ranalysis of readlng performance was based on the Goodman—Burke {1972) Reading

.
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Miscue Inventory (RMI), which has a”ﬁéscriptive psycholinguistic .orientation.
The RMI was used as the instrument for analysis. ‘Comprehension or Retelling
guidelines developed in' advance of each story served to minimize bias in -
dijgrmining Retelling scores. The categories of the RMI .did not require
sifinificant adjustments or accommodations to the peculiar features of the
-ddish language. Miscues were transliterated from Yiddish to English to make-
,them accessible to the general reader.

The six subjects read stories “from a group of basal reading texts, in-
'English and_from a non—overlapping set of selected books in viddish. Upon
completion of the oral reading tasks, subjects retold the stories in their own -
words. ~When the children-were asked in advance which language they would
! prefer for their first oral reading selection, they invariably answered

“Yiddish. They read the Yiddish story more rapidly than they did the English
story,, and they seemed able to ﬁgndle moretoomplex material in Yiddish than in
'English. . ~
The data were tape recorded and- agalyzgd using two perSpectives. A com-
- puter program designed for RMI statistical analysis yielded individual data.
sheets for the subjects ih each language. . This program organized\scores for-
+ miscue perceptages ‘in .each gategory of fthe RHI. Another computér program was._
used to do-a regression analysis on the performance of the’ group. This
program yielded means’ standard deviations;-  and rtgression information.
Probably the most Emportant finding of the study was thatcyhe scoring "of -
", Yiddish-English readers by use of thé RMI coding sheet gave high correlation
+ for a foreign language. This Inventory, rooted in the Goodman Taxonomy, can
- easily be used by a classroom teacher. It can ‘provide -a reading p*ofile of a 7.,
“ & child which shows the phlld's use of the cue sub-~systems.and how efficiqptly gl
‘ the child makes sense .of print. The" miscue ‘codirg sheet shows the child's use
of graphophonic-and syntactic strategy clues, how much meaning’ "has been
disrupted by miscues, and how certain miscues affect comprehension. It inclu-
des in its analysis the "child's, correction—--and overcorrection—-straregies. '
Another’ finding consistent with psycholinguistic theory was that” né signi-
ficant” influence on reading efficiency was found to be associated with alpha-
betic or directional switch. In only one instance did” a subject turn a page
~in an inappropriate’ direction, but he cor¥ected himself immediately. Once the
. reading had begun, no subjact ‘e¥er hesitated over the reading direction in ..
- either language.’ In each case the children were handed the book as though
they were English reading books. -Once they saw Yiddish texts, they merely
flipped them over. and began to read. This finding supports K. Gododman's _
- notions (1970b) that the directionality of the graphic sequence is of -little
. ‘importance in the basic reading process, and that readers are able to «deal
‘'with a great deal of irregularity and variability in orthographies.

i The following chart, represents a set of typical miscues from which we

could observe some detaills ‘that. support the thesis of a- universal processing

‘of print. The second column represents the transliterated oral responses,

.+ is the way the subject pronocunced the word. (Dollar signs preceding a
supposed word indicate that it is actually a non-word.)- The third column
represents the word (translation follows) as it appeared in-the text.

<

e

Miscue Number . Reader's Oral Response (OR) . Expected Response (ER)——Text
- : .
1. . $ Forelung Forshtelung ‘'presentation'
2. Di ‘'the' R Der ‘'the' _ . .- - 7
3. " $ Fardiet - . emo--—o-- FoOrteydict ‘'defended'
4. Gerbracﬁtﬁmfbrought' Gefirt 'led' .
5. $ Udergafen ) Uder gefangen ‘or captured®
6. -, . Fun_ 'than/of" ' vi ‘than' '
7. $ Geratmit’ Geratevet 'rescued'
8. _ Ir ‘to her' .- In '"in'

L
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. 8. _——— Oif
0. } $ Boyit
1. Shoin
12. Arexn

Reader's Oral Response (OR)

on'

o

Expected Response (ER)--Text

pac1fied'

'soon’

I_Ilﬁ L} in'l
" Baruikt
‘already" Balt
lintol Arena

‘arena'

Both Yiddish and English miscues showed a strong pull toward accurate pro-

nunciation of the beginning and the end of multisyllabic words.

In general,

.for all miscues the reliance on graphophonic similarities far outweighed the

-use of
trainin
for gendler or number,
overcorrection.
.corrected.

was frequently oorrected,

& other strategy. perhaps reflecting the phonic."pverklll" of early
on exact ‘decodinge.

Miscue (2}, which represents an article inflected

_ illustrating the phenomenon of
Miscue (6) was also a typical miscue and was frequently over-
Miscue:(9) may be simply an idiomatic expression.

Only . scholarly

Yiddish speakers do not interchange these words, and it is possible that
seven—-year-olds were not'yet aware of that subtle aspect of the language.

Miscue (4). exemplifies A miscue that retains mean
soldier. "was-led%; the child said the soldier "wa's brdught,
" Miscue (8) reflected Yiddish syntax.

altered the meaning.

ge

In the story, the
which scarcely
Chlldren almost

automatically used ir following an auxiliary verb, but nost ‘of the readers

returned and corrected this reading.
caused the readers discomfort.

Miscue (12) made sense graphophonically and semantically.
used the word arena in the retelling of the story, yet each of them understocd
that the gladiator did face the lion in a ring or circus.
-the living wvocabulary of a ghassidic child living in Brooklyn, but the word

areyn

(meaning into) did make sense to them.
As in most other miscue studies,
caused little disruption in terms of meaning.

This miscue did disrupt meaning and
Miscue (11) showed prediction capability.

"Not a single child

Arena may not be in

dialett miscues on a phonological level
Yiddish vocabulary includes

Hebrew words, and in Hebrew the custom is to not explicitly indicate vowels in

the spelling of words.
. David speiled DVD (313).
the sense did not.

In the pilot study a stor

For instance,

one of the main words in one story was
The pronunciation varied fromireader,to reader, but

y{from ‘a non-standard Yiddish reader, using

‘Galician spelling) was presented to a Tubovitcher child (using Lithuanian

dialect) -

In the story  the main characters were a boy dnd his little dog.

Standard Yiddish (Lithuanian Aialect) for do og is spelled and pronounced

"hoont,"

The child decoded "hint"

exactly.,
retold the story he referred to "hant,”

which. means hand.

but the spelling-and pronunciation in Galician dialect is "hint."
each ‘time the word appeared.

But when he
r"Hant" came closer

to! "hint,"™ and he attempted to make sense out of a lintlé\boy who played with

~his little hand.

Even though he had to strain the context when he said the

boy fed hlS little hand, when asked how the little boy” dld this,” the child put
his own hand into his mouth as if to illustrate that the boy fed himself with

his little hand.

The idea. made senseé to him,hjust as removinq the blindfolad

. from a doll might have made sense to five-year—-olds who were instructed to
in the well-known 1anguage acquisition studies
conducted by Carol Chomsky (1969).

Another finding that,supports previous miscue research is that a high

"make the doll easy to see™

score in reading accuracy is not a prerequisite to efficient reading.

The

child who had the lowest retelling ‘score, the least proficient of the readers

in yviddish (as well as in English),
most word-bound in her English reading. -

proficient reader,’
sions.
In general,

“"chanting"”

made the fewest miscues in Yiddish and was
She was a trained decoder.
again in both languages,

The most’

had a high percentage of omis-.
He did not stop to correct; he was too busy getting the meaning.
the findings suggest that the

technique and early

instructional emphasis on the mechanical nature of sounds as related to print

C

L.

12



E

]

Reading: A Universal Process " , . 31

had no beneficial influence on the way these readers attempted to get at
meaning. In general, there were relativédly few corrections, but the ‘oral per-
formance did not always give an accurate picture of the degree of understand-
ing as evidenced from the retellings. This finding may suggest that blllngual
readers, when they hear themselves reading in a second language, cannot always
produce an answer to the question, "Is this making sense," so they do not
correct. Nor d&o they necessarily Enow how to cerrect. In the case of
Chassidic children, another factor should bé considered--the rhythmical flow
of language. When "reading"” occurred, there had to be a steady rhythmical

.quality. Interruptions, regressions, and corrections all interfered with the

chanting of oral recitation as they had. learned it. :

Another important implication that was evidenced in the retelling involved
the significance of cultural factors. Comprehension depends partially on the °
previous experiences a child brings to the printed page. One of the Yiddish
stories was called "Lincoln and the Jewish Soldier." ~The story was quite
lengthy (five pages of non-illustrated text). The subjects_read through ‘epi-
sodes on the Civil War, including a battle involving the death of a northern
Jewish soldier whose _bravery on the f'21d was commemorated by a monument. In
response to the quebtlons, "pid you like the story," and "Why,"™ the answers
were always "Yes" and "Because the soldier was Jewish." 1In the retelling all
of the readers mentioned the dedication of a commemorative monument. When
asked, "why was the monument erected for the Jewish soldier,” invariably the
readers returned to an early incident in the story when the Jewish soldier
went AWOL to see his dying mother and to receive her deathbed blessings. The
answer was '"Because he was good and went to see "his dying mother for her
blessing " Who was Lincoln? . What of the battle? No contextual clues. But a
son's duty to his mother made sense to these children.

This study, then, focused on describing children's reading strategies.
The evidence presented supports the psycholinguistic view of the reading pro-
cess jin a language other than English.

ey

O

RIC . .

-~
s . : 'S G



i

N
F'rsi' Longque Hliteracy— Second
Language Reading: A Case Study

Frances Trix Haddad .
Dearborn Public Schools

INTRODUCTION

There. is no stigma attacﬁed to being illiterate in a society where no one else
can read. There is some involved inconvenience in being illiterate in a
society where only government officials can read. But there is embarrassment
and terror in being illiterate in a society where everyocne else reads and
where, at any time, those in authority may &emand that you read.

The elementary classroom in American public schools has the tendency to
become a world of its own. It is in this environment that many children are
. first exposed to extended reading, that non-English speakers are exposed to

 English reading, and that some children recognize that they cannot read. I

) emphasize the somewhat foreboding and certainly separate world of the school
because this is often the social setting for formal reading. Reading, like
any. other language form, is entwined with and meaningful in a social context.
Ideally, that context - involves readers and their experlences. as’ well as the
author and his design. Sometimes an interested observer is also present. But
too often an interfering. teacher, and a c¢ritical audience, are up front.
These realities are the ones that make understandable the performance of the
main subjects of this study. : :

" The purpose of the study I will describe was to examine in depth the
reading strategies in a second language of two 12-year—olds who are illiterate
in their first language. These strategies are compared with those of a sub-
ject of similar background who is literate in her first language, as well as
with strategies of subjects who are native speakers of English. The main
questions are (1) what ‘are ‘the second language reading strategies of the first
language illiterate students and (2) how are they different from those of
other second language and first language readers?

Most studiés that address themselves to reading in second language 1earn—
ers are those where reading scores ‘of groups of students who were taught to
‘read first in their native‘lahguage and then in the second language are com-—
pared with reading scores of students taught to read only in their second L
language. Theeerstudies tell little about Hifferences in reading strategies, .
and as such are more useful to program planners than to teachers. faced with °
particular situations of second language readers or to researchers. 1In
contrast, this study concentrates on reading strategies of individual first
language illiterate students. - !

Literacy has different meaning for different ages and: situations, and
there is no clear cut line between it and illiteracy. For this study I used -
an extreme definition of illiteracy: none of the first language illiterate
students could recognize their own names when wriften in their first language.
In this way I eliminated a possible influence of earlier literacy that might
be found' in first language illiterate students who had once read their lan—
guage but who then, from disuse, had forgotten how to do so.

The research tocl used in the study is miscue analysis, .which allows a
researcher to categorlze, quantify, and correlate deviations in oral reading
from text items. The procedure involves having a student read aloud to a -

32
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researcher who, without interrupting, records the reading on tape. When the
oral reading is concluded, students are asked to tell all they remembered
akout the story. The researcher may then ask questions based@ only on the
students®' .retelling. The researcher then codes the deviations from the text
according to a taxonomy developed by K. Goodman. This procedure -and analysis
method constitute one of the few reading research tools with sufficient
linguistic sophisticdation to allow comparison betweéen reading, strategies and
features of second.language acquisition. .

Background information on the research sxtuatlon is important for under-—
standing the study results, as well as for cautioning against false analogies.
The students in this study came - to English speaking schools after second
grade. They were Arabic speaking immigrant children from towns in south
Lebanon who had moved with their families to a working class suburb of Detroit.
Their fathers worked in factories and small stores and were literate but not
highly educated in Arabic. Their mothers had much less formal education and
stayed at ‘'home. They had all come to Michigan within the last five years.

Sabah and Husein, the students. illiterate in Arabic, had been in the U.S.
four and five years respectively at the time of the study. They spoke
accentless, although not totally standard, English. The reasons for the stu-
dents not learning to read in Arabic were family movement for the boy and a
heart problem for the girl. School attendance in Lebanon is widespread, but
not mandatory. The students' families had kept them at home or moving.
Fadwa, an 11-year—old student literate in Arabic, had been in this country
barely a year at the time of the study. She came from the same town and
socioeconomic background as the gther two. Her progress the first year in
American schools was somewhat belaw average for second language learners. In
Lebanon,” she had attended school for four years and could read, in arabic,
selections of greater complexity than the English reading selections of this
research. She was much less fluent in English than the others. (On the
Michigan Test of Oral English, Sabah and Husein scored 210 and 214 respectively
.out of a possible 217 points. Fadwa scored 162. The difference was mostly
due to syntactic errors made by the more recently arrived student.) This dif-—
ference in oral English was purposeful. I chose it to undercut the allegation
that acgquisition of reading by second 1anguage learners depends prlnc1pally on
their acquisition of the spoken form of the language.

In another sense I did not choose the d;screpancy in oral English between
the first language illiterate and the first language literate ‘students, and
this is where the motivation for the research comes from. It took the first
language illiterate students four to five years in American schools before
they could read some of the simplest stories. Neither of these students are
dull. Thus, another regsearch question arises: 1is there anything in their
reading that can explain this delay? )

The reading selections used in this study were partly determined by the
first language illiterate students. According to miscue procedure, the
reading selections should be new to the students, they should be of sufficient
difficulty to generate a moderate number of miscues, they should be of suf-
ficient length to insure availability of syntactic and semantic context (about
500 words minimum}, and they should be a semantically complete unit. Of the
three selections used, The Three Little Pigs was not new to the first language
illiterate students. Both it and the Sad Onion had pictures on each page.
These were not ideal for miscue analysis’, then, but Hus~*n refused to attempt
the stories without pictures, and the one familiar stor ept him going.

(Such modification, while undesirable, was necessary to accommodate the
subjects. Two other first language illiterate students . ~e unable to
complete even these simple stories.) " Together the first two selections were
over 500 words. The third selection, The Magic Pot, was new to all the
students. It was chosen by Sabah, was over 500 words, and its pictures were
few and unclear. Thus, it fits miscue standards better.
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A final note on my quallficatlons as researcher may help. I have taught
school in south Lebanon where the children come from, 'and I speak:Arabic.
When I taped the readings, I had been working for two years in the elementary
school near Detroit which Sabah, Husein, and Fadwa attended, and I knew them » o
well. . - /

DATA AND CORRELATIONS & S »
e ' - _

In analyzing the second language reading strategies of the first language o

illiterate students, I will look. first at their major strategies and compare

these with the data of the first language literate student as well as with

data ‘of native English speakers' reading. Then I will consider the second

language oral-strengths of the first language illiterate students, and if and

how these are expressed in their reading. Finally, I will examine an unusual
.saméle of a first language illiterate student's reading, -and see how this

relates to the more common samples as well as to data of first language

readers. '

In the passages of students' reading which are included to illustrate
various points, the usual miscue notation system is used.* The dialect of
second language learners is "interlanguage" (well J3jefined in the research of
‘Selinker) or overgeneralized syntactic forms showing a particular stage of
development in acquisition of English. Dialect miscues are noted, but not
counted in the general statistics as thoy reflect the spoken language of the
reader more than reading strategy. An example of this would be:

-

boy {
The boys sa d, “Hello.

——— -

The null form for the plural and. the simple present_form-for’theﬁﬁagz-tense
- situation are common syntactic  features of English interlanguage produced by
second language learners from various language backgrounds. Phonological )
deviations occasioned by the influence of the first language (for example, a
native Arabic speaker pronouncing the English word pot as bot because of
phenological interference from the first language) are not counted as miscues
for the same reason that the interlanguage syntactic varidtions aren't. As
mentioned earlier, miScue analysis allows for the separation of oral language
_1earning data from reading process data. This is essential for research in
reading strategies of second language learners. ¢

Major Strategies of First Language Illiterate Readers
. ~

The following'annotated passages are samples from the oral reading of Sabah
and Fadwa. They are contrasted to emphasize the differences in reading
strategies. .

*p circle around part of the text means the student omitted it. A word or
words above part of the text indicates that the student substituted that for
the text beneath. A partial or full word substitution, with a dash after it,
means that the student did not complete the word arid hesitated (not coded as a
miscue). A word written above the text with a $§ in front of it sgignifies a
non-word substitution by the reader. The symbol (©) stands for "corrected"
.and means that the student miscued but then corrected to the text. A"

stands for "uncorrected" and means that the student miscued and did not
correct. RS stands for "running start"-—a particular word was repeated {not
coded). And (@ stands for dialect. - - .

ERIC. . . 4§
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Y Sabah . . » C . ' Fadwa
The father came to see what The father came to see what the noise
is ' '
noise was all about. His eyes . S
was all about. His eyes | filled with

' with The - : -
@ Lme G RS
deers de— . lowered
down his . And he tears. l The tears rolled down his
to cry... i @ @begln o

oo cheek . And he began to cry.oo.’

As would be expected, Fadwa, who had been speaking EnglisnAfor less than a
year, had more dialect miscues. The percentages of total miscues . which can be
attributed to dialect are: ' Sabah= 7%; Husein=6%; Fadwa=27%.

What shows up most clearly in these passages is that omission was a majof
strategy of Sabah. This is confirmed by the data of the first story, where
57¢% of all her miscues were omissions, and in the second story., where 64% of

" her miscues were omissions. Not all these anissions resulted:«in disruptions
of meaning as they did .in the above passage. For example,

(§nce upon a time )there was a big ‘round' onion

leaves an acceptable sentence. However, most of Sabah's amisgsion (13%—in—"‘“"_—_f
both stories)} did result in semanticall unacceptable Sentences. Of these
omissions, none in the_£irst—st6ry, and only 13% of ‘them in the second story,
________were-corrécted.
In contrast, Fadwa's miscues included only 6% omissions. All these . e
omissions resulted in semantically unacceptable sentences, but they were also
all self-corrected. Omission, then, was only a minor strategy for Fadwa. Her .
main strategy was the substitution of non-words. Of her total miscues, 47%
were non-words. It is important to note that many of her non-words maintained
English syntax. For example,

-

<

_ $slaked B . -
The cook sliced it. '

Neither Sabah nor Husein ever produced non-words in their reading. The
difference in familiarity with English words might explain why Fadwa, but not
.Sabah or Husein, produced non-words when reading. However, it is also

. interesting to look at the production of non-words by native- speakers of
English in their reading.

The following table summarizes percentages of miscues which were non-words
or omissions for the students in this study along with data from a miscue
study of native . speakers of English (K. Goodman and Burke, 1973:54).

Sabah Husein ) Fadwa ‘ Detroit 4th grade

{ 1st language illiterate) { 1st language literate} (native English)

non-words -0-- -0- ' 47% 13%

omissions 60% 18% ° - 6% 16% (low prof)

In a miscue study of native English-speaking ‘second, fourth, sixth, eighth,

and tenth graders in Detroit city public schools, all the groups produced non-

words in their reading. 1In the. upper grades the percent of miscues that were
T "non-words increased with story difficulty to 38.5% for a low proficiency tenth

grade group readihg a dAifficult selection. But of total miscues, the mean
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percent of non-word miscues was i3%_for fourth graders and 12% for sixth gra-
ders (K. Goodman and Burke, "1973:84). These percentages were much lower than
Fadwa's 47% non-word miscues. Still,: ‘it is clear that production of non—words

Caskdl
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is not a strategy reserved for first language literate second language
readers., . S :

The data of the native English readers further relate’ percentages of
miscues that are non-words and omissions among low-proficiency readers. The
following table shows that "low proficiency second graders, and to a lesser .
extent low fourth graders, show a sfrong tendency to omit rather than generate
non-words” (XK. Goodman and Burke, 1373:54).

Percentage of Omission and Non-word Miscues by Low Readers

L3

grade 2 a 6 8 10’
omission 20.5 16.5 10.6 10.7 6.4

non-words 2.4 4.3 8.4 9.8 16.8

"Compared to average and high readers, there is a tendency for lower grade low

proficiency groups to omit rather than produce non-words, so the groups have

low percents of non-words. Among low groups, each grade has a successively

higher rate of non-words" (K. Goodman and Burke, 1973:85). Thus, Sabah's -

reading strategy of cmlttlng words and never producing noan-words was similar

to that of low proficiency second grade American born readers. =
The other first language illiterate reader,. Husein, omitted for ~18% of his

“miscues  (between the low second and fourth grade omission percentages), and he

also never produced non-words. Yet omission did not stand out as his major
stratng, which was substitution of real words, half of whlch retain the
syntax, less than a quarter of' which retain meaning.

‘ (@ goat @lunch ,
wants %go Dlittle him :
«+.hd little pig will make a\_good [ lunch for me, he :gaid.

At times it appeared that Husein was calling out words that had only the first
letter in common with the text. 1In fact, 49% of Husein's miscues had only one
graphic feature in common with the text——the first letter. Of these miscues,
69% were syntactically unacceptable, and 85% weré semantically unacceptable.

On a proximity rating of 0 to 9, with 9 being an allolog, Husein's graphic
proximity rate was 3.9. Sabah's proximity score was 3.7. Fadwa's proximity
rating was 6.6, made up mostly of non-words that were graphlcally close to the
text.

According to the Detroit miscue study of first language readers, fourth
graders averaged 5.4 on graphic proximity, and sixth graders averaged 5.6.

All grade levels' graphic proximity ranges were within 4.5 to 6.2 except for
one group. . This exceptional group was the lower proficiency second graders, .
whose mean was 3.6 (K. Goodman and Burke, 1973:52),. .

. To summarize the first section of data, Sabah's main reading strategy was )
the omission of parts-of the text, Husein's was the substitution of words with
only the first letter in common, and -Fadwa'’s was the substitution of '
non-words. Compared to native English speakers' reading, the strategies of
Sabah and Husein showed the greatest similarity to strategies of low profi-
ciency second graders.

Oral Second Language Streﬁéths and Reading Strategies
The objective of study in this article is the effect of first language.illi—

teracy on second language reading. However, the first language illiterate
subjects here did have strengths in understanding and speaking the second

Q
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language. In this second part of data presentation and analysis, I willi look
at the strengths the first 1anguage illiterate students had in their second
language and how these were expressed in’ their. reading. .
. As mentioned previocusly, Sabah and Husein had been in the U.S. for over
four years and speak accentless Engllsh. In fact, substitute teachers were
often not aware that they were foreign born. Fadwa, who had only: been exposed
to English for a year, could communicate on general'topics, but her English
was clearly the English of a. second language learner who' made the usual syn-
tactic overgeneralizations {(Dulay and-Burt, 1974) (null form for plural, lack
of past tense marker, confusion with articles; limited vocabulary), and had
clear phonological interference from Arabic. ~Sabah's and Husein's strengths
in English, then, were their refined command of English phonology, syntax, and -
semantics. Fadwa had much ‘less control over appropriate forms of .English syn-
tax ard much less breadth in English semantics. o

'wo of the main categories for analyzing miscues are the syntactlc and
semantic acceptability of the miscues. Syntactic acceptability refers to
English organization of grammatical finction. Thus, the example,

fly deers
Her eyes filled with tears : g : -

is syntactically acceptable. By the nature of language, semantic accep-
tability implies syntactic acceptability, but as with the above example, the
syntactically acceptable miscues are not necessarily semantically acceptable.
' Therefore, I will look first at syntactic acceptability.
The following table summarizes the data on miscues for syntactic
" acceptability. I include the comparison scores-for second grade native
_ speakers of -English both because the reading selections are similar to this
. level and for general comparison purposes (K. Goodman and Burke; 1973:49).
" The native English fourth and sixth graders are about the same age as the
second language studdents in the. study.

Percentage of Syntactically Acceptable Miscues

Sabah Husein Fadwa 2nd grade 4th grade 6th grade B
_ ) (low-average—high proficiency)
32 47 .82 . 44-64-59 47254-69 42-77-66 .

-

Sabah's relatively low score was partly the result of her numerous
omiesions, most of which resulted in syntactically unacceptable structures.
Husein's score was higher, partly because his substitutions, wild though they
may have seemed, were often noun for noun and therefore syntactically
acceptable. What was unusual among the second language readers was Fadwa's
high score. This was largely the result of her frequent non-word, though syn-
tactically acceptable, miscuing. ®"What is clear from these figures is that
Sabadh and Husein, who controlled English syntax better than Fadwa when
speaking, did not make use of this control to an even average extent when
reading. Instead, it was Fadwa who retained syntax to a high degree in
readlng. This needs to be qualified, for, as mentioned before, syntax in
miscue study is not a precise or number specific system, but rather a general
order of parts of speech. Fadwa, K seemed to adhere to this ordered system in
her miscues to a much greater extent than the English fluent but flrst
language illiterate students." ¢

Building on syntactic acceptability is semantic acceptability. The table N
on page 38 summarizes the percentage of total miscues that were semantically
acceptable (native English scores by grade level, ‘K. Goodman and C. Burke,

1973:49) .. -
. o
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Percentage of Semantically Acceptable Miscues ST

- ~

Sabah "Husein Fadwa 2nd grade 4th grade 6tH grade
' (low—average-high proficiency) .
15 Y 16 37-42-49 34-36-55 26-66-41

-

Again the major strategies of the students in.this study mediate strongly
against higher scores here. Sabah's anissions left few semantically accep-

table sentences, Husein's wild word calling totally disrupted meaning, and
Fadwa's extreme use of non-words showed up in her low score here. However,

the significanqe of Fadwa's use Of non-words is not clear cut. Sometimes ,
readers will*ﬁée_the same non-words in the retelling as they used in the “story o
and be ﬁble to give a similar meaning for  the noq-word as for the real word in
“the story. For example, Fadwa talked about the. Srivery in her retelling of
The Magic Pot. she explained that the $rivery had wings, came to people in
their dreams, scared little Labies in their sleep, and ‘that a particular
$rivery had given the magic pot to .the girl in the story. She obviously had a
clear understanding of the word "fairy," but not its :English pronunciation.
However, since it was impossible to check each non-word in a student's reading
for concept background, a general decision of non-semantic acceptance was
made. Thus, Fadwa's low score here was not the last word on hef comprehen- .
sion. . Nor, perhaps, was Sabah's. ' :

Cdntrasting English strengths with reading performance, a less extreme but
similar situation prevailed in semantic acceptability as it did in’ syntactic
acceptability. The first language illiterate students, despite their. far
superior command of semantics in English, scored close to Fadwa in this
respec#ﬁ Again it appears they were unable to express their semantic strength
in - English through the reading process. .

According to the extensive Detroit miscue study, semantic acceptability
correlates most closely with comprehension (K. Goodman and Burke, 1973:58).
After all, the purpose of reading is to get meaning from print, and so the
ultimate test of reading should be one of comprehension. The retelling and
questioning sections of the data are where comprehension is directly )
expressed. In the case of sabah, Husein, and Fadwa, however, the retellings
were not that enlightening. All understood the main events of the stories and

"were able to tell who the main characters were. None were able to.develop the
characters or speculate on motivation, but then the simplicity of the stories
. mediated against this. Only with the third selection were the readers able to
.develop character and use this to explain events. (This will be discussed in

the last section of data analysis.) But even here it was very difficult to
evaluate retellings in such a way that those of different readers could be
compared for quality. (The pictures of the first two stories further compli-
cate evaluation of this section.) . S

In miscue analysis, a system of evaluating retellings involves assigning
points for characters, events, plot, theme, character development, and .
misconceptions. This. is the least satisfactory part of the miscue process,
according to its originators. It is also the most difficult part to evaluate
fairly because so much depends on the researcher. Still, if a researcher has
a particular question concerning whether a reader understood a certain concept,
the only place an answer can be found. is in the retelling or in the questions
based on the retelling. Thus, the retelling is critical for checking compre-
hension on specific points. But for comparing comprehension of different
readers, the retellings are valid only in a gross way. : .

Returning to the reading process itself, in miscue analysis there is a
measure of quality that approaches the critical problem of comprehension. This
measure is made up of a combination of the percent of semantically acceptable
miscuest plus those which were unacceptable but successfully corrected by the

[
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reader. This combTnation score, .based on the two clear indices of concern for
construction of meaning, is referred to as the comprehending score. -

The following table lists the comprehending scores of the subjects of this
study.

Comprehending Scores

2 Sabah Husein Fadwa '

Semantically acceptable : _ 15 - 21 .16
semantically unacceptable, corrected - s 10 28
comprehending . . 21 R 44

The mean comprehending ‘scores for the Detroit native English. speakers were
higher than these scores (second=63, fourth=63, sixth=57) (XK. Goodman and
Burke, 1973: 340). But the range of the Detroit native speakers was from 17
to 100, which accommodates the second language learners®' scores in this study.
. Even more interesting than outside comparison is the comparison of compo-~
nents of the comprehending score of the first langdage illiterate students”
with that of the first language literate student. They all had semantic
acceptability percentages in a close range, but Fadwa had a much ﬁigher com—
prehending score, due to her correcting of semantically unacceptable miscues.

Corrections result when readers make miscues, recognize that theéy have
made them, and then correct. For total corrections, including correction of
semantically acceptable miscues, Sabah had an average of 7.5% on two stories,
Husein corrected 11% of his miscues, and Fadwa corrected 30% of her miscues.
Agein the first language illiterate’ and the first language literate students’
data were very dissimilar. Fadwa corrected at a rate close to that of the
fourgp grade students in the Detroit study (30.7%) (K. Goodman and Burke,
1973:44), which represented a peak in correction percentages for native
English speakers. _Sabah and Husein corrected much less often.

Looking more closely at' the few self-corrections in Sabah's reading, it is
interesting to'note that they occurred in bunches. One such section showing
Sabah's self-correcting is the following two sentences from The Three Little
Pigs.

N the '
so he huffed and he puffed angq\ng huffed and he puffed.
AN )
@ b!ew
But the wolf couldn t blow the house in.

- e
The. wolf got on \ \top of the hous;e...

Sabah corrected two miscues here. Besides being semantically unacceptable,
both miscues had another feature in common, namely, both were semantically
acceptable with the earlier ‘part of the sentence.

, Considering all Sabah's miscres from the first *wo stories, 28% were
semantically acceptable with the prior part of the sentence. This. is unu-
sually high because the vast number of her miscues were omissions which did
not qualify as acceptable with prior sentence - content. @ Of Sabah's non-
omission miscues, 87% were semantically acceptable with previous contents
alone. This indicates that when she verbally miscued, she was building on
what came before. 1In this restricted sense,. Sabah was able to use her seman-—
tic competence during the reading process.

Sixteen percent of Husgein's miscues were acceptable with earlier parts of
the sentence. Unlike sSabah's, most of Husein's miscues were truly unrelated
to what had been mentioned previously in the text.

Going back to Sabah's reading and looking only at what was corrected, a

e
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clear pattern emérges. .All Sabah's corrections were of miscues semantlcally
acceptable with the previous part of the sentence, but not the following part.
Sabah of course made many miscues which she did not correct, but of the total
pool of miscues that were acceptable only with prior sentence content, she
corrected 50% of them. On the surface, ‘then, Sabah had the overriding ten-
dency towards omission in her oral ‘reading. The ocmission process was even
more pervasi%e'tﬁan the percentages suggest, since miscue analysis only counts
the first occurrence of omission of a particular word. Simple texts repeat
the same words often, and these words tended to be omitted repeatedly by
Sabah. Despite this, when Sabah changed strategies, even for a few lines, she
sh.wed potential for more interactive reading.

An Uncommoﬁ-Sample'of a First Lanéuage Illiterate’s Reading

. by
' I

Sabah's potentlal for more interactive reading and greater concern for main-

taining sense was *hinted at in her reading of the first two selections. In

the third selectlon, The Magic Pot, Sabah realized this potential to a much

‘ greater extent. This reading was like no other reading I heard her do in two
‘years' time. To clarify the differences in this reading, I will contrast

three critical areas with her two previous readings. I will also look for
51milar1ties in all readings.

Y

Sabah: Critical Miscue Pgrcentage Categories:over Three Stories

Onion Pigs * Magic Pot
non-words . ‘-0- A -0- ° =0~ .
omissions 57% 64% 14%
corrections -0- 13% ' 49%

The clearest difference in thedthree readings was in the category of omission.
In the first two stories, Sabah's main strategy was omission. But in the
third story, the percentage of ocmissidns to total miscues was one—-fourth what
it was in the other stories. . LT

Looking more c¢losely at the few amissions, a consistency appeared. When
.Sabah did omit in the third selectlon, 90% of the resulting sentepces were
semantically unacceptable, and none of tne omissions were corrected. So while
omission was no longer Sabah's main strategy in the thlrd story, when she did
omit, she did not correct. This was consistent with her 'earlier readings
where ‘none of the omissions were corrected.

The syntactic and semantic acceptability in the third story were not )
skewed by high omission scores. "What was revealed was a syntactic accepta-—’
bility percentage .(65%) comparable to the upper range of native English
speakers' scores and a semantic acceptablllty score of 27%. According to Rigg
(1977}, there is usually about a° go point difference -between these scores for
both native and second language students, so the spread of Sabah's scores was
wide. Still, ‘both the syntactic acceptability and the semantic acceptability
scores were about double her earlier percentages. (This was an unusual' change
in the reading of the same person, which leads to speculation about the extent
to which Sabah's omissions in the first two stories were sjimilar to silent
non-words. Certainly non-words were rarely corrected, and they often main-
tained high syntactic, but not semantic, acceptability.)

The greatest change occurred in the area of correction. Sabah moved from
correcting no miscues in the first story to correcting 13% in the second story
and to correcting 47% in the third story. This was a peak grade .ln correc-—
tion. As mentioned earlier in this wurticle, the native English speakers at
the fourth grade level corrected an average of 30% of their miscues. Sabah's
correction percentage was so high here (47%), and represented such a change in
strateqy, that it warranted closer inspection-

z
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Corrections .can be examined in several ways. What percent of the original
miscues that were corrected were unacceptable? Wwhat percent were acceptable
only with prior sentence content? What percent were totally dcceptable even
before correction? The first two of these categories would show a concern for

sameaning;.the last would show an overconcern for textual dtcuracy at the

expense of efficient reaaing. The following data resulted from a closer exa-
mination of Sabah's corrections on the third story with comparisong of jnative
English readers as a group (K. Goodman and Burke, 1973:81), and wi#th Fadwa's

data for the same selection. - - . . M

Correction Data--Magic Pot and Detroit Comparison
- . —

% -Corrected . Sabah ., Detroit 4th . Fadwa
Syntactically unacceptable 57 39 ¢ NS*
Semantically unacceptable 45 28 ‘ 33
Syntactically acceptable with'prior' a7 .49 50
Semantically acceptable with prior 80 * . 486 . 50
Fully syntactically acceptable ‘39 z1 ' . 18
Fully semantically acceptable : 50 21 0

*Not significant o -
wr o ’ . -

Sabah corrected a higher percentage of her miscues in all categories than

either the Detroit native English-speaking fourth graders or Fadwa. In fact,

Fadwa's percentages appeared similar .to those of the native Engllsh speakers'

for this reading selection, except that she didn t correct miscues that were

totally acceptable. Here she appeared to be an efficient reader.

ALl Sabah's percentages here were higher than similar category percentages
in the first two reading selections. Still, she did show consistency with the
earlier readings in that the highest percent corrected was_ that of miscues
syntactically acceptable with prior sentence content. This was the main
trigger of her corrections in the first two studies, where she corrected over
50% of the miscues. BAs before, the percentage was higher than for any other
category, but here it was almast 100%. * -

Despite the much greater interaction with tlie story and meaning that the
corrections generally represent, the high percentage of already semantically
acceptable miscues that were also corrected generates concern. To maintain
meaning in the story, none of these needed to -be corrected. As shown by the
Detroit fourth graders' data, other readers corrected unnecessarily, but
nowhere to the extent that Sabah did. It appears that Sabah moved from not
correcting anything to overcorrecting. Concern for graphic accuracy could be
part of the reason for this high overcorrection rate (4.7 graphic proximity,
which is not an excessive rate). 4

A measure of quality in reading can" be related to a combination of the
percentage of miscues that were unacceptablé but corrected plus the percentage
of miscues that were semantically acceptable. Sabah had a comprehending score
of 72 for thls story, which was five times higher than the comprehending score
on the first story and over double that.on the second. This was generally a
high score and was in line with her retelling (which is unusual).

- Sabah's retelling of the third story included the basic events, charac-
ters, and plot of the story. But for the first time she went beyond what was
stated in the story. Usually when asked to speculate why. a character did.
something, or why an event occurred, "I don't know" was her first and final
response. But when asked questions in the retelling of The Magic Pot, she
answered willingly and even seemed to anticipate my questions. wWhen asked why
she thought the pot wouldn't stop making porridge when the mother asked it to,
she first said what was lmplied in the story--that the mother didn't say the
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complete phrase for stopping the porridge—making. -But Sabah then added, "it

didn't stop_because the fairy didn®t give it to the mother, she gave it to- the

girl.” I know of no way to quantify this. In twe  years -of ‘seeing $Sabah

regularly, the creativeness of this response’ was unique.

I also cannot account definitively for the change in relative frequency of
different reading strategies between the third selection and the other two.

The third selection was twice the length of the other two, but Sabah's strate-
gies did not develop with the context of the third selection. Rather it

seemed as if from the beginning she’ approached the third selection differ-—-
ently.  To illustrate, in the first two stories, Sabah began amitting in the
first paragraph and. continued this strategy throughout. In The Magic' Pot, -
however, she did not begin with amissions. Some of the change may have been

due to a difference in pictures. The pictures in the third story were ‘less ’
frequent and fuzzier than in the other stories. Thus, Sabah had to depend
more on language for her predictions. I 8o not feel _that the stories were
culturally dissimilar encugh to contribute to such a change in relative
strategies. The.third story was about a girl, which appealed to sabah. But
dgain, I do not think that this is a main reason for her change. A last fac-
tor which may have ccrneributed significantly "to her reading was that of
choice. Sabah chose the third story herself from anaarea of the room where I
kept older books. Within the context of knowing that I-wanted her to read to
me, she chose the time and the book. 'I chose the .other stories and determined
the time. The semi-voluntariness surrounding the third reading situation may
have been a decisive factor.

Whatever the reasons, with the third reading selection, Sabah gave a
complete and»somewhat creative retelling. Her major strategy was correction
rather than omission. She was able to express her strength_ in control of.
English syntax and, semantics through her reading. This represented a change,
from her earlier readings, a change in direction toward a higher quality .of
reading as defined by the comprehending percentage. The one negative quality
expressed was overcorrecting--correcting what was already totally acceptable.
It is as if when Sabah was able to forgo the excessive use of omission, many
positive strategies came forth, but with them unnecessary correction came too.

CONCLUSIONS : ‘ : v

In this study, I examined the second language reading strategies of two first.
language illiterate 12—year-olds and compared them to the second, language
reading- strategies of a first language literate student of similar background, -
‘as well as with data of reading strategies of other first.lanquage readers.
Due to the small sample of first language illiterate students, this study was.
necessarily a desériptive case study, but the results do suggest areas for .
thought and further research. .

An unusual feature of the *‘first language illiterate students® second
language reading is the total absence oﬁ,non—words. Most second language
readers produce a high percentage of‘non—words- Non-words are also a common
feature produced by people reading their first language.

Another feature of the first language’ illiterate 'students' reading was

" their use of strategies that disrupted syntax. Most second language learners
pick up the general syntax of English quickly, and their reading in English
reflects this. Also, many first language readers maintain® the syntax even
when they have lost the meaning. But the omitting of one first language
illiterate student and the calling of words with only a common first letter Dby
the other first language illiterate student did not allow maintenance of syn- .
tax to an average degree. Here the strategies were not unusual, but just “poor
ones - for retaining meaning. '

The first language illiterate students' second language reading, according
to these reatures, was more like that of low proficiency second grade native
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Engllsh readers than that of. other second xanguage learners. . }

Unlike native English speaking second graders, the first language illit-
‘erate students had been in American schools for over four years. An important
concern, therefore, 'is .the delay in getting them.to a basic level of
Other second language learners surpassed them in reading within a'ye r -of
their -introduction to English. = 'The unproductlve strategies of. exce sive
omitting and calling words with only a letter in common with the ,;g?ﬁﬁgrr
sistent enough, could stall progress in reading... But we needjto ‘
first language illiterate students' reaction and ‘progress from the be innlng
of their encounter with reading to explain the delay. Still, it 1s po ible
‘to speculate on the causes of their general reading strategies.

In general Sabah cmitted fregquently, never produced. nonJhorqg{(and qgave
short, minimal fact retellings. All these tend to point to a fear of .making a
‘mistake. +In the third selection she overcorrected. This cculd how an over-—
concern with text. accuracy, which is "analogous to fear of making! a mlstake, as
well as a"misunderstanding of the purpose of reading. Husein's spbstltutlon :
of words that had no precedent in the story, some syntactic continuum, and the
single first letter in common could reflect the instructional dictum "sound
it out"™ (unaccompanied by. concern for meaning), since there is no natural
language process that could otherwise account for this., Husein also refusad
to read the story without pictures. During his reading, I watched his eyes
travel to. the picture, back to the text, and then "read" a word from what was

. going on in the picture. Unfortunately, pictures have multlple meanings, and
what Husein focused on in the picture often had little to d with the text.
He appeared to trust his reading of the pictures over any other reading. The
fear of making a mistake, an overtrust in reading pictures——-were these inse- -
curities related to the students' first ‘language 1111teracy? A larger sample
is needed, but still it is possible to consider soclal, linguistic, and metho-
dological factors. - .
- As described at 'the beginning of this study,uthe social setting of the

. American classroom is a tight world of its own, where immigrant students feel
strong pressures to fit in. Sabah and Husein would certainly have had dif- :
ficulty meeting academic expectations in this world, and it is my conjecture
that their delayed and existing reading strategieslwere.partly theyresult'of
too much pressure to do what the other students were doing, coupled with too
little understanding of 'a purpose in reading beyond teacher pleasure and
conformity.

. Psycholinguistic factors also probably influenced the first language
illiterate students' reading. . Because they already spoke a language, .the con-
cept of speaking another language had a ready parallel. But réading had no
such psycholinguistic analogy. When they came to American schools, Sabah and
Husein must have had some idea of reading because it can be presumed thadt some
of the people they came in contact with in their former society could read.
But - as reading had never been required of them, its purpose might have been
vague. Reading would have been defined for them according to the half under-,
stood ‘written tasks they were. given to do in school.

Here methodological factors enter in. Husein'ss strategy of substltutlng a
word beginning with the same letter as the printed word had suggests some
phonics instruct@on. Sabah's omissions actually may 1ndicate that she was
simply waiting for a teacher to fill in the blank. .Teachers sometimes feel
that it is .their 'duty to correct each miscue as soon as it occurs, so reading
becomes a correction duel instead of a search- for meaning. This zeal is espe-
cially strong with regard to second language learners, and it leads to student
dependency on the teacher and fear of error.

These methodological confusions, ignorance of readlng as a 1anguage form,
and social pressures are not reserved for the first language illiterate
students. Native English speakers are affected by them as well, but the . .
effect on first language illiterate students seems more acute.
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To establish clear 1linKs: between social, psycholinguistic, and methodolo-
gical influence on first language illiterate students' reading, which would
lead to a better understamrding of the effect of first language illiteracy, a
longitudinal study of more first language illiterate students needs to be
conducted. A potentially valuable study would be one that would focus on the
strategies of second language readers who do not produce significant numbers
of non-words, with the attémpt to determine why non-words were not produced.
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. Focfors Which Enoble Deof Readers to
- Get Meonmg from Print

| Carolyn Ewoldt
Kendall Demonsﬁoﬂo’n Elementary School
| ‘Gallaudet College

I
| ‘ .
For profoundly deaf pec¢ple reading can open the door to all the knowledge and

experiences that are denied to them in other ways. It is ‘sometimes their only
means for keeping in touch with events (captioned news), culture (literature),
and the everyday concerns of their own lives (telecommunications). Yet educa=-
tors and researchers have repeatedly stated that there is a lack of reading
proficiency among the deaf (Hart, 1962; Streng, 1965 ; Furth, 1966; Moores,
1970; Gibson and Levin, 1975). These statements are, however, based on stan-—
dardized test scores, which are suspect for any population, especially the
deaf (Brill, 1971), and which provide no inlormation about the way the deaf
process written English.’

* This article, which is based on descriptive studies of the reading of deaf
children, will attempt to demonstrate that deaf’ readers are capable of getting
meaning from print and that any limitations they may have in terms of reading
proficiency .are not the direct result of deafness. Along the way., the
following points' related to this theory will be presented and dlSCUSSEd'

epeaf and hearing readers process print in essentially the same way.

eThe factors which make: it possible for a deaf reader to achieve profi-
ciency are the same as those which allow reading proficiency to develop for
any reader. Any limitations with regard to these factors could, by the same
token, result in problems for any reader. :

e0One crucial factor in reading is language-—an understanding of how lan-—
guage is used and what it is ©sed for. BAnother factor is exmerience and the
extent to which new experiences can be related to existing cognitive
structurées. Finally, we need to consider the strategies used by a given
reader and the redundancy of" the language being read.

The argument that the reading process is the same for the deaf and the
hearing is based, in part, on the theory that there are universals of language
(Greenberg, 1963), universals of, language learning (Slobin, 1276; Fillion et
al., 1976), and universals in reafing (K. Gododman, 1970b). "

There is evidence that deaf children's natural acquisition of sign

‘language closely parallels the acduisition of oral language by hearing

children. There are similarities|in time- of onset, stages of acquisition,l
amount of language - produced at eadqh stage, the acquisition of .the shapes of
the language (comparable to the sounds of oral language), and the\acquisition
of meaning (Schlesinger and Meadow, 1972; Bellugi and Klima, 1978)% In addi-
tion, there is evidence (Ewoldt, 1978) that deaf and hearing childrnn exhibit
the same reading behaviors. {For detailed information about these behaviors
with regard to hearing monolingual readers, see K. Goodman and Burke, 1973 }
One exampleAis that both deaf and hearing readers make ocmissigns, lnsertions,

and substitutions, as in the following excerpt from a deaf child's reading “of

a story ("Bus Ride." From All in a Row. Reading Unlmmited. Level 2. AN
Glenview, Ill.: Scott- Foresman, 1976):
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Text: Then the bus went fast.
Reader: The bus is go away.

This reader is 6.11 years old. She has-a profound hearing loss of 100 dB in
the better ear, was born deaf, and has no residual -hearing in the speech )
frequencies. All the readers described in this paper have the same character-
istics. The only variable is age (with two exceptions, which will be notegd
with the example). These criteria were chosen so that oral language input'

‘would not be a variable.

Ancther example of similar reading behavior is that .both deaf and hearlng
readers attend more closely to the print when the material they are attempting
to read is too difficult.’ Three deaf children were ‘given two stories each.

_They were videotaped as they signed and retold the stories. One of the

stories was at approximately their ability level or somewhat lower; the other.
was much more difficult in terms of concept locad, Table 1 presents the
results of an analysis made of their reading.

TABLE 1

Cémparison of Easy and Difficult Stories

Jane ' ,Lisé Amy -

Edsy " Diff. Easy . Diff.. Easy | Diff.
% S&ntactically _ “ , .
Acceptable 2 91 . 89 4 77 63 97 . 41
Sentences - ' - '
‘% Semantically " .
Acceptable ‘ 75 59 . _ 60 42 .93 29
Sentences h o ‘ . -
*Fiﬁgerspelled

Words per 4.00 30.51 . 12452 14.26 2.42 . 5.95

. Hundred Wwords -

Non-Divergent : '
Miscues per 11.11 - 8.94 13.17 7.80 36.97 28.57
Hundred wWords

R¥ﬁi

Siglish Signs

per Hundred . 15.31 " 24.28 ' 10.56 : 12.30 30.30 . 17.00
Words - o o

x - - =
Divergent . ) : . ) .
Language Influence 67.28 . 54.47 - 63.46° ' S55.61 . 58.00 36.19
per Hundred Words . E o ' ’

Ages of Subjects: Jane=15.11; Lisa=16.11; Amy=6.11

Each of the readers-produceé smaller percentages ‘of grammatical (syntac-

. tic) and meaningful (semantic)} sentences in the more difficult story, as would

be expected. What is most interesting - is that they also seemed to attend more
to the print in the second story. For example, fingerspelling (representing
the English letters one at a time) increased for all the readers, and the num-
bers of miscues (unéxpected responses to thé'print) decreased. -While a
decrease in number of miscues may seem a desirable outcome, it is the quallty

1
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and not the quantity of miscues which indicates reading proficiency. There-
fore, a decrease in miscues accompanied by a decrease in syntactic and semane,
tic acceptability is evidence of less effective reading. "We have moved from
preoccupation with frequency-of- -deviation to effectiveness of reading” (K.
Goodman and Burke, 1973). )

The number of signs produced without English inflections (divergent
language influence) decreased, and the number of signs with such inflections
{Siglish) increased for the two older readers. The decrease in . the use of
~ +Siglish signs by -the youngest reader is the result of the larger number of
- omissions in the second story. Words which might have been . inflected were
oﬁitted. . .

Using evidence such as the- above, ‘the author has proposed a model of the
reading process for the deaf (Ewoldt, 1977). This model closely follows that
proposed by Kenneth Goodman. (1976) for hearing readers. 1Its basic elements
are ‘predicting, sampling, confirming, and comprehending. According to the
model, readers make predictions on the basis of their prior knowledge and
- their own language systems, they sample from the print to make or confirm-” _
these predictions, they process the information in chunks larger than single
‘words, and they either assimilate the information into existing schema or
accommodate to the new information by changing such schema. Much the same ..
process has been described by Smith (1975) and Huey (1908).

While the basic elements of Goodman's model apply to any reader, ‘the deaf
reader does exhibit some differences. One of these is that profoundly and
Prelingually deaf people with no residual hearing in the speech frequencies’
must make use of graphic rather than graphophonic cues as a hearing reader
would. However, thére are two other language cuing systems--the syntactic and
‘semantic--available to all readers. They are used to a greater extent by pro-
ficient hearing readers than graphophonic cues (K. Goodman and Burke, 1273).

_ In Kolers' (1966) study of the reading of French and English bilinguals,
. the readers produced both substitutions which changed the pronunciation of the
expected response to the pronunciation used in the other language and substi-
tutions which were in a different language from the expected response. This
study prompted Kolers to assert that "reading is only incidentally visual."

The reading of two deaf children suggests that the same may be true for
deaf readers. Figure 1 presents the mean percentages of miscues taken from
two stories read by each child. One is a proficient reader who is 16 years
'0ld; the other, a non-proficient reader who is 12.8 years old. Their profi-
~iency was determined by teacher judgment, retelling scores, and reading per-
formance. The’major difference between the profiles of the two readers is in
the relative use of semantic and graphic cues. The following is an example of
a semantically acceptable ‘but graphically dissimilar miscue produced by the
proficient- reader. (Taken from "My Brother is a Genius." 1In Adventures Now
and Then. Betts Basic Reader, Level 6. . New York: American Book Company,
1965:246-256.) .

Text: But he was rushing around giving orders to lighting crews and camera-=
. men.
Reader: But he was rush. around give order to light man and cameramane.

Note that syntactic acceptability here dces not mean syntactically acceptable
only in English. As will be discussed below, deaf readers use a variety of
communication' systems, and miscues which would be acceptable in either English
or one of the sign systems were coded as acceptable.

The problem reader’ is one who exhibits ineffective strategies most of the
time. Miscues such as building for Billx and library for Lucy produced by a
deaf reader (age 12.8) in one story are examples of graphic similarity with no
meaning. This strategy is used consistently. by readers who have been "taught”
one word at a time and whose attention has been focused only on graphic infor--
mation. - ' ‘ . : - o
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FIGURE 1

Comparison of Proficient and Non-Proficient Deaf Readers
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one additional difference between Goodman s model and the ‘reading of the
deaf may also be true of any hearing, ESL "learner who is processing English-
print. That is, the non-native ‘processor ‘of “English, whether hearing or deaf,
does not seem to be tied to the syntax of English in the way that native
speakers are. For the native English speaker the structure and’ .the meaning ‘of
the 1anguage are almost. .inseparable, but. there is more- flexibllity in ‘the way
a deaf reader can get to méaning without having to go through conventional
English forms. This possxbllity was - suggested by Romatowski (1972) when she
noted that Polish readers' substitutions of non—inflected English woxds .did -
not ‘deter them from getting meaning from the /passage: Such substitutions and -
other differences related to the sign systems of .deaf readers occur fre-
quently. The following is an excerpt :from the reading of a 'story by a. deaf
girl age 15.11. ({(Taken from B. Friis-Baastad, "Leave Him Alone." . In
Milestones to Excellence. Reading Systems, Level 8.3., Glenview, Ill.:
Scott Foresman, 1975:60-63.) . : '

~—

Text: . The two young*ladies—~no,'big glrls--who'd boarded the streetcar just
before him, sat opposite, eating plums out of a yellow paper bag.
They nudged each other and giggled. Girls like that really get me
down. . .

Reader: The two young lady——no, big girli—what.had boarded (flngerspelled)
the street car (fingerspelled) just before him (fingérspelled) 'sit
opposite, eat (stuffing motion) plums ‘(fingerspelled) out
{fingerspelled) of (fingerspelled) a yellow paper bag :

{ fingerspelled).’ ‘They eat (continuous motion) giggle and giggle.
Girl like that true get me down (meaningful facial expression).
1 .

'Excerpts from ‘retelling: Two girl go in train (mimes tromping on board)....
Two girl laugh, eat plums (fingerspelled) eat. See, laugh, boy bring
Teddy.... Eat, eat, eat. ) ¢

.

R

(3

Note that the above transcription is a gloss, an English word matched with
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each sign. This is given to.show that the systems being used are varied. An
interpretation would include considerations of facial expressions, 'emphasis,
and use of_spacé and movement. There is no generally accepted way of .writing
Sign, and it does not do justice to any language to write its closest equiva-
lents in another language. As can be seen from the above gloss, however, deaf
readers hdve a wider range of “options for representing English print. They
can use fingerspelling, pantomime (expressing ideas concretely through the use
‘of non—-sign gestures -and body movement), and a variety of sign systems. One
such sign system is American Slgn Language (ASL),-which is the natural
language of the deaf community. The influence of ASL may be one reason for
the substitutions of non-inflected forms above and, possibly, in- the use of
the- true sign for really, although many non-ASL speakers also use that sign.

The above excerpt also has elements of other sign systems which, for the
purpose of simplification, will be called by the generic term Siglish.. These
are lnvented sign systems which use English order and English inflections.
Examples can be seen in the reader's signing of th ey and a. Woodward (1973)
describes these sgstems -on a continuum, with ASIL approxlmately at one end and
the Siglish systems at the other. As shown above, most deaf signers can be
found somewhere in between.

Since ‘the process of reading is believed to be essentlally the same for
. both hearing and deaf, it is also believed that the same factors which enable
a‘ hearing child to become a proficient reader are available to the deaf child
and that the degree of reading proficiency achieved by any child is related to
the extent to which these factors are realized. .

One of these enabling factors is a sufficient language base. Although it
is still believed by some that this base must be oral English, many educators
and researchers are now convinced that this solid base can be any language
(Conrad, 1976). The fortunate deaf child who has other deaf relatives in the
home or whose hearing parents recognize the importance of signing with their
child, and who had the advantage of learning a form of manual communication
naturally, comes to school with a solid language base to apply to the learning
of reading. Indeed, studies have shown that deaf children of deaf parents do
better on tests of reading than deaf children of hearing parents who do not
use manual communication- (Meadow, 1968; Vernon and Koh, 1971). Unfortunately,
many deaf children do rpt come from homes where manuzl communication is used.
Many have hearing parents who communicate minimally with them in ahy language.
And those who must rely solely on oral language often & not develop the solid
language base they need, the lack of which wiil be a deterrent to reading for
them.

While the importance of language in reading, for the deaf has long been
recognized, concern has been directed primarily at the structure of English
and analysis of transformations which present obstacles for deaf people
(Russell et al., 1976). Such concern is valid, to a degree; however, studies

- of the deaf person's linguistic competence in)English are usually not con-

ducted within a framework of natural language in a meaningful context. As
discussed earlier, deaf readers sometimes seem able to get to medning without
“going through conventional English forms 1f they are processing the language
of a whole story. ;

There is a natural redundancy of language available to readers of a whole:
story which can enable” them to grasp the important ideas éven though they may
not be familiar with a. particular sentence structure. Cues to the jmportant
information in a story are given more than once. For example, in the pre-
ceding sentence there are two syntactic cues for the plurality of the worad

cues—-—-the s ending on cues andfthe word are. In addition, there is semantic

information in the phrase "more than once"’ which helps to convey the plurality
concept. ' In‘*a whole article about the cue systems, even moré& information
would be provided, not only for a concept like plurality but for many more
important concepts such as the meaning of words and ideas.:-
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More basié understandings than the structural components of languaée mast
be gained-by a child. The child must understand the functions that language
can serve (Halliday, 1973).. This understanding probably precedes, or at least
caincides with, learning language forms for the hearing child or the deaf
child whose parents.use Sign. Such a child will experience language being
used in meaningful contexts for specific purposes and will'begin to use the
'language in the same way. Deaf children who! mast depend upon the school

" environment for language learning may perceive. language as having only regula—
tory or informative functions. At the same time they may be involvéd in -
language instruction which is artificial and structured according to some sup-
posed hierarchy of syntactic complexity. The ludic quality of the language--—
the language play that gentle bartering, songs, and nursery rhymes provide for
the hearing child or the child of signing parents (Schlesinger and Meadow,
1972)--1is often missing altogether. Also missing is the opportunity to . .
experiment with the constraints of the language, as "“mistakes" -are usually
devalued from the first day of.school, and creativity is oftenfviewed as
deviation. . ¢ ‘
. One striking example of a misconceptlon of the functions of language can .
be found in a videotaped conversation of two boys who had read different
stories and who were telling each other about their stories. Although the
boys understood that neither had read the other's story, they asked each . other
questions about events that the other did not know, as in the follow1ng \
excerpts frém the lnterpretations of their conversation: — : \

o

Randz; Tell that story? There was a race——ohy, no-—The title was "One, Two,
i - . Three, Go." Who won the race? Which--a boy or a glrl?

Harold: A boy. : ] v
Randy: Right. v

Randy: One, two, three go. .Who won?\

Harold: Who won? The boy. :

Randy : Who won? What's his name? ’ N

Harold: Oh, I know who.

Randy: Ken or the boy--which?
Harold: The boy.

Randy: No, Xen.

Harold: ees""We can buy'paint for the old house. 1It's not a pretty house.”
: Do you know what color the paint was? '

Randy: Brown. :

Harold: No, red.

an
Y —

Harold: The mah went inside. The old woman said he was not finished inside.
"You forgot. Go buy two coldts of paint." (To Randy: What colors?)

Randy: = White’ ang red. . ) - :
" Harold: Wrong. *Yellow and blue.

o The boys seemed to be demonstrating their perceptions of the function of

" guestions~-to ask something. the other, could not possibly know. Their attempts
to .answer the questions demonstrate a "game-playing" strategy which is pro-
bably prevalent in schools for the deaf and which casts serious doubts on the
validity of using cquestioning as a measure of comprehension.

These two boys, age_ 12.2 and 13.1, are the exceptions to the criteria used
to choose examples for this paper. -~ The hearlng loss of one is moderate, that
of the other} severe; unL%ke the other readers, the? ‘do not have a profound
hearing loss. In addltlon, one became deaf at about one year of age; the time
of onset of deafness for the other was not known by the parent.

‘When asked, "why did the author write this story," both deaf and hearing
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children tend to say,‘"To>teach us words," or some similar statement that '
reflects the perception of reading as having only an instru&tional Ffunction.
Because some deaf children may have a.limited understanding of what language
in general \is supposed to do, they may have an even more 1imxted view of the
functions -of reading than a hearing child would. The. deaf person who does not
choose reading as a leisure activity, who rejects fanciful literature, who
does not perceive a passage as being humorous or sad, may be reflecting a
limited view of the functions of reading. .

The following is ‘an interpreted excerpt from the retelling of a tall tale
-about Pecos Bill's bride, who started bouncing on her bustle and went all the
way to the moon and was never seen again ("How Pecos Bill won and Lost His
Bouncing Bride." JPassports. -Reading’Unlimited, Level 16. Glenview, Ill.:
‘Scott Foresman, 1976:107-109.). The reader is 16.11 years old,

ﬁesearcher: "Not a true story? Which—--true or not true? : N
Reader: I think it's not true.-
. Researcher: why d you.think that?
Reader: I think maybe .it's an invented story.
Researcher: what was not true in the story? :
Reader: ‘Because it was about the moon. You can't go to the moon.®" That's

crazy. (Disgusted look)

Researcher: was it funny, or sad, or what?

Reader: -1 think it was sad.

Résearcher: wWhy? .
Reader': I don't know. Funny.

Researcher: Why do.- you think it was funny?

Reader: I don't know, really. «

I

If a knowledge of language and its functions is essentlal for reading, a ’
broad experiential base is crucial. (In the above example,; a’ lack of
experience with tall tales was probably an additional factor.) This experien~-
tial base is an advantage that the deaf child of deaf parents is more .likely

"“ to have. Parents who are deaf themselves will not be embarrassed for their
deaf children and will be more likely to takg them places and involve them in
the deaf community. The child and the parefits will have a common language for
expandlng and exploring those .experienc . - Within the deaf community such a
wchild will also ‘be able to use the hearing child's strategy of picking up
incidental information' from "“overheard”" adult conversgation. A deaf child of
hearing parents who sign and who associate with other signing people should
have a similar advantage.

. - Even with this advantage, however, the deaf child 4is not likely. to' have
‘access to as many possibilities for experiential input as a hearing child

woulé have. The vicarious experiences of radio and television, ‘for example,

are often denied to the deaf person. All other things being egqual, it is pro-
bably their experiential limitation and not a limitation ‘of the chlldren them- &
selves that"; is reflected in the lack of proficiency of some deaf readers.

Deaf readers, like any readers, make use of the: experiences they have had,
and like any readers, are successful when they are abYe to make associations
between these experiences and the information in the passage. The unsuccess-—
ful matches  are good evidence for this fact.

In the retelllng of "Leave Him Alone" one deaf reader (age 15.11) who was
highly proficient in retelllng other stories said that the story was about a .

' teddy bear, when in actuallty it was the story of a mentally retarded boy
named Teddy. In the excerpt which was read, Teddy's brother is embarrassed I
when he and Teddy get on a bus and two girls make fun of Teddy. The miscon-
ception about &ihe teddy bear would appear to reflect an appalling lack of
understanding,‘but an examination of the information about Teddy which the
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story provided seems to support a different wview. .Because of the story's
length and time constraints on the day of taping, the researcher unwisely took
cut what were thought to be. unnecessary parts of the story. The following
sentences, found at different points in the story, are the only references
left as to the identity of Teddy. . . :
(1) "Teddy refused to wait but padded along with two girls and dumped himself
_ on the seat just inside the door." .
(2) "and’ Teddy wouldn't mind if they laughed 4ac him."
(3) "Nobody was going to laugh at my brother.” . .
(4) "Teddy was singing and waking everyone up. He sat on his hand, rocking
with delight." ‘ '
(S) "Maybe other people think it doesn't matter if they laugh at .sick boys."
(6) "Should I feel ashamed of Teddy? Sometimes I've had the feeling that
" Mother and Father are. ‘But that's nonsense—--they - love Teddy."
(7) "Teddy's head is useless. for thinking. One, or perhaps more, of the
machine parts is. missing.” ,
(8) : "Nobody had ever told me what was really wrong with Teddy."
(9) "I dragged Teddy out of his seat quickly, and we tumbled out of the
. streetcar as soon as it stopped.". 3

This reader apparently assimilated. the information in the story into an
existing category for Teddy, which had only keen experienced as the name of a
bear. Sentences 2, 6, 7, 8, and 9 present no information that would necessi-
tate accommodation. Sentence 3 could have been interpreted metaphorically.

In Sentence 5 the referent could have been interpreted as the older brother
instead of Teddy. Sentence 4 makes nse 1if related to the idea of a mechani-
cal toy-—an idea which could' have béen™ ‘supported by Sentence 7. This rela-~
tionship 'suggests that at or prior to* Sentenre 4, the reader predicted that
,Teddy was a mechanical- bear, and this* prediction was confirmed by Sentence 7.
That leaves Sentence 1 as the only cue to Teddy's being human that might not
have fit with the existing category. Because it occured so early iin the Story
(the third sentence), there was no prior semantic build-up, and the influence
of, prior experiences is strong (Anderson 1977), this information was either
disregarded. or -reinterpreted, and the following references to Teddy were not
sufficient to disconfirm the prediction that .Teddy was a bear.

Some stories do contain sufficient redundancy to allow a reader to discon-
firm original predictions. For example, the following two excerpts are from
"My Brother Is a Genius." The word genius is, obviously, an important concept
‘in this story. )

- Lt

(1) You don't have to be a genius to win the prize, just smart enough to plan
something really interesting and original. " .

(2) I leaned over the crib, pointed a finger at him and said, "say 'da'.”
Clearly and distinctly Andrew sa4d, "Philosophical.”" At first I just,
loocked at him. "Philosophical?" I asked. "Did you say 'philosophical'?"
"Communication,”" he said, also clearly and distinctly. "Mother! padi"™ I
vyelled. "Andrew isn't typical! He's ~- he's a genius!" ‘

The same reader whe mistook Teddy for a bear read this story. She finéer—
spelled genius in the first encounter (excerpt #1), but signed smart the

"second time it appeared (excerpt #2). Following the reading of the whole

story, she retold it as follows:

The older brother studied and read a book. The baby listened to him read and
said, "Philosophical.” The baby calmed down from the brother's speech. He
listened and understood. It was a surprise. The haby got smart.
(Interpretation) " - ' o
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Obviously, the concept of genius was made clear to this reader through the
author's use of redundancy.

A deaf boy -(age 13) who had been descrlbed as a poor reader encountered
the .name Don in a story six times. Each time, the word appeared at the
beglnnlng of. the sentence, so the fact that it was capitalized did not signal
to the reader that this was a name. On-the first encounter he asked for help

with the word. He was advised to make a guess. He signed the word do for Don

and continued reading. Do was substituted for Don.two more times, but on the
fourth encounter with the word, the boy broke into a grin and gave the name
sign for Don, then, fingerspelled it, gave the name sign again, and finger-

" spelled it again. On-the last two encounters he confidently used the. name

sign. -

This is not .a rare occurrence. This author has seen similar things happen

with many deaf readers, of varying proficiency and degrees of hearing loss.
Given the experience and the opportunlty, deaf readers- can make use of redun-
dancy to deal with print on their own.

* - In summary, through examples of descriptive studles of the reading of deaf
children, the author. has attempted to show that .deaf readers can get meaning
from print, that the major factors: which enable this to happen are the
reader's perceptions of the functions of language and reading, the experien-
tial base of the reader, the strategies the reader has developed, and the
redundancy of natural, whole language. Implications for facxlltatlng reading
can .thus be seen clearly. The teacher should help the child to perceive the
communicative functions of language and reading by making language and readlng
meaningful. A structured, drills approach.can result in false perceptions
about what reading is supposed to do for the child and in ineffective strate-
gies for dealing with print, . :

The teacher should see that the ‘child has as many experiences as possible
~--both vicarious and concrete-~and should give the child many opportunities to
make the most of those experiences by communicating about them and expressing
feelings about them in language, art, music, dance--in every way possxble to
ensure that categorles for these experiences are developed. The teacher
should also make sure that children have many opportunities to read whole,
naturally-written stories without interruption and without fear that-their
understanding of every detail in the story will be subject - to questioning.

Deaf children are, like any children, human beings with functioning minds.

If we.trust that they can get meaning from prlnt and give them the environment
in which to read, they will.
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», -



A Miscue Anolysns of German Speokers

Reading in German and Englnsh

Barbara Willoughby Mott
-Michigan Srate University | -
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INTRODUCTION
\

This article represents the findings of a more comprehersive study1 which was
undertaken to examine, by means of miscue analysis, ‘the second-language '
reading proflciency of native speakers of German, reading both in English and
in German. Two sets of data--miscues in English and in German--were analyzed
and ccompared to delineate similarities and differences in 'the subjects' abil-
ity to process written versions of their native and second languages. The
purpose of the study was, therefore, threefold: t .
. ®To determine how closely a German speaker approximates the task of
. reading in English to that of reading in his native language by describing
the oral reading miscues in each language quantitatively and qualitatively.
oTc  asszass the proficiency of the subject's reading for comprehension in
both English and his native German by means of an bralyretelling in each
l@nguage of what had been read previously.
®To draw conclusions on the pedagogical implications of teaching reading
in English to second-language ‘speakers, making use .of Y. Goodman and Burke's
Reading Miscue Inventory (RMI) as a diagnostic tool. ' . )

-

METHODOLOGY |

Seven German students between the ages qf'1é and 21 were selected to partici-
pate in the study. All subjects came from the vicinity of Westphalen and
Hessen in the central part of West Germany, ‘and had completed from 7 to 11
years of schooling in the Gymnasium. The average length of formal Euglish

. training received by the subjects while in.the Gymnasium was eight years.
Selection was based on several criteria, the most important of which was that
each student had been in the United States for only Ffour weeks (as a part of
an American/German student summer exchange for language study at Hope College
in Holland, Michigan). This insured that the subjects were not any more® v,
nfluenced in their reading or oral discourse by acculturation to this country
than most foreigners found in the average ESL classroom at the beginning of

‘ their -English studies in the U.S. Also, the subjects were screened to deter-
mine that they were not bilingual, i.ei that English was not used alterﬁately
with German in their home environments.

The selection of two English and two German short storles for theqstudy
'was made on the basis of length and approximate dlfﬁigulty. Fach participant
was asked to read .and retell one story in each language for the investiga-—
tor.? A marking system was adopted which resembled the RMI short form.® Each
of hine categories on the RMI coding sheet refers directly back. to thg phono-
logical, syntacpic, and semantic processing done by the reader..

The categorical breakdown ‘of lanquage cueing systems——phonological, Seman-
tic, and syntactic--on the RMI coding sheet allowed the linvestigator to ana-
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lyze individual oral miscues, which in turn indicated the manner in which the
reader used .the necéssary strateégies of scanning, fixing, selecting, pre-
_dicting, testing, regresslng, and confirming ' (X.. Goodman’ and Niles, 1970) to
acquire meaning. .Té adapt to the unique situation of having a foreign
language speaker reading in Engllsn as well as in his own language, the RMI
marking system}was altered where necessary. This was particularly important
for the categories of "Dialect" and "Sound . Similarity,% and will be elabérated
on in the categeory findings.:
While miscue analysis recognizes the need td evaluate the genesxs and
o sxgnlflcance of deviations from' the written text, the simple enumeratlon of
miscues. must come first. From this information important statlsths can be
gathered, including ther number of miscues generated per hungred words (MPHW),
and the number of miscues generated per half of the given story (MPD@S). While
the MPHW figure is an average, the MP14S figure is an absolute count to deter—

mine to what extent miscues increased or decr ed as the reader. progressed
through the text. //?

GENERAL FINDINGS =~ . ' _ '

As can be seen .in Table 1, the number of miscues per hundred words varies from
1.0 to 5.5 in German and from.JF.5 to 9.1 in Engllsh. The average number of
miscues per hundred words, by language, was 3.2 and 6.5 respectively. Thus, a
fraction more than twice as many miscues were made on average by subjects when
reading the second lanquage as were made when reading the: nmative language.

.

TABLE 1 -

Comparison of MPHW, Residual MPHW, Retelling, and Comprehension

Subjects MPHW Residual MPHW Retelling % Comprehending %
. S ’
German -
1 1.1 0.5 99.4 ) 8.5
2 ' 5.5° 2.1 80.0 , 70.9 - %
3 1.0 0.7 92.5 S 27.3 =
4 2.7 1.3 : 97.5" . 70.4
5. ; 4.9 1.8 " 85.0 : 62.5 ., "
7 4.7 2.5 58.8 : 50.0
Averages 3.2 : ‘1.4 85.1 : 54.5 i
. 3
. ~ \
English : - o
1 . 3.5 1.7 © e3.8 : 51.9
2 ‘\\ ' 7.8 6.0 88.8 25.0
3 . 4.8 2.9 83.8 37.8
4 N 7.7 5.2 58.8 _ 29.8
5 9.1 . 4.6 58.8 R 53.6 -
' 6 4.1 2.1 . 63.8 ’ 50.0
7 . 8.4 5.9 45.0 . 29.5
Averages 6.5 4.1 70.4 -39.7

lfRiti | | i. : : -‘ ,a,n’ - ‘l . jF
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Table 2 reveals that, for both languages used, the average rate of miscues

of all types combined increased from one lialf of the text to the other; )

however, the average amount of increase is more for German than for English.

o

TABLE 2

Miscues by Half Story for Each Language

German ) English
Subjects ' -
First Half Second Half First Half: Second Half
L
1 N 10 ‘6 18 11
2 ';y .26 39 : 29 : 36
3 . - 4 8 ‘ :21 . 19 °
4 I 15 L 23 26 29
5 227 36 . : : 33 43
6 11 - 16 20 14
7 - - - 26 . 30.° 33 - 37
Total Mplas 114, 158 180 189
Percent S 41.9% 58. 1% ' 48.8% 51.2%

Because the MPHW and MP14S cannot supply qualitative information about the
miscues. made, different types of measurement must be used, one of which is the.
residual MPHW. *To determine the residual MPHW, all miscues which were seman-—
tically acceptable (or were corrected to become semantlcally acceptable) are
subtracted’ from a subject's total MPHW. The result is a figure reflecting the
number of miscues which . cause a loss of meaning; they would represent "low
quality" miqcues, i.e. those which do not help. the reader gain meaning.

The second type of measurement used to analyze miscues qualltatlvely is
the gomprehendlng score, which focuses upon the subject® s ability to provide
for language pattexrns from which meaning can be elicited. Goodman and Burke
determine the comprehending score by taking the first 50 non- dialect miscues
of each subject and measuring the percentage of "high quality" miscues, i.e. '
those which are semantically acceptable,. or corrected to become acceptable,
even if the intended meaning of the author has changed.- For the purposes of
this study, the comprehending score is determined by using all non-dialect:
miscues madé by the subject and finding the percentage of “high quallty“_
miscues theneln. ,

Table 1‘lllustrates the relationship of'comprehendlng scqres to MPHW,
residual MPHW, and retelling scores. BAs has been noted, the averages of the
MPHW percentages for both languages show that twice as many miscues are being
made in Eng%}sh as in German. Even more importantly, the averages of residual
MPHW percentages for both languages show that three times -as many miscues are

~of a "low quality," “i.e. semantically unacceptable in the context of the i
'English story. While the arerage comprehending score fn German is 54. 5%,'that
in Engllsh is 39.7%, or approximately three—-fourths of the German rate. -

Finally, the average German retelling score is 85.1% as compared with the
average English retelling score of 70.4%, which is approx1mately four—-fifths °
-of the German rate. ’

The question that arises is this: how can such a large . degree of compre-—
hension be manlfesp in the German subjects' reading of English despite ‘the
number of miscues made--—so ‘many of which destroy the semantic intentions of
the text? For answers one must look further into the data provxded in the
Inventory. . The £ llowing section deals ‘with a: brief analysis of flndings for

each of the Inventory's nine categories. ) //
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"FINDINGS RELATED TO SPECIFIC RMI CATEGORIES - . “

Dialect

If oral reading miscues can be identified as a part of the consistent and

‘rule—bound dialect  of the speaker (even if multiple miscues are ‘then triggered

within a given utterance), the grammatical and semantic acceptability of the-
utterance need not be automatically qguestioned. Y. Goqgman notes in the RMI.
manual that sound-level dialect variations (such as /pitéer/ for “picture,"
/aydlar/ for "idea," or /wIif/ for "with")} generally are not even coded as
miscues. However, in this study, because sound variations were the predomi-

.nant difference found in a German subject's reading of English, all such

deviations from standard English were initially marked and then surveyed to
determine their relative importance.

In many cases, 'a distinction had to be made between phonological
deviations from the text that merely represented an imposed German phonetic
feature on an understood lexical item and a- deviation that actually . was no
more than a “partial "sounding-out"™ of an unknown lexical itém. In the Ffirst
case,> comprehension usually was not affected; such phonological miscues were
normally restricted to a set of features we readily recognize as being part.of

~a German "accent." Cccurrences of this type of deviation were then marked

"dialect,"™ but were not included on the coding sheet because of their con-
sistent use by all subjects and their full rate of grammatical acceptabllity
with no change in meaning.

In the second case,6 the pronunc1at10n actually rendered the item a "non-

~sense word,"” and it had to be marked and coded accordingly. These items

usually indicated semantic unacceptability and full meaning change, although
1nflectlon often verified that the function was not changed and that an
allowance for syntactic acceptability had to be made. Items of thls_sort were
not marked "dialect,"™ as their pronunciation was idiosyncratic and highly

¢

anpredictable. .

It became ‘a Aifficult task to determine whether, in some cases, an item-
was a nonsense word, signalling a loss of meaning, or whether the reader
recognized the item and understood its meaning in the context of the story but
simply did not yet have full productive control over its prenunciation. ' After
consultation with Y. Goodman, it was determined that an extra parameter ought
to be established, providing for phonological gdeviations of this sort by non-
native speakers. Marking this type of item7 with a "PP" under "Semantic
Acceptability" and "Meaning Change" meant that the degree of comprehension and
correct usage could not be fully determined although the degree of graphic and
sound similarity was high. As phonological approximations of this scocst are a
natural part of learning a second language, they must be accounted for, yet it
should be understood that only the retelling can ultimately verify whether the
items are comprehended within the context of the story. .

German language features other than the noted phonological interference
did- not surface during the readings in English. There were few vocabulary

~variations, and none illustrated the example of cultural bias seen in the

reading of a lexical item 1like headlights for headlamps ‘as described by Y.
Goodman and Burke (1972).

In summary, over three times .as many dlalect—attrlbuted mi'scues were made
in English as were madze in German, although these were, for the most part, of
phonological origin and represented the subjects' ever—increasing approxima-
tions of native English pronunciation. Syntactic and lexical miscueing,
attributed to dialect, represented only .5% of the total number of German
miscues and a negligible percentage-of the total number of English- miscues.
This indicates that spoken dialectal forms were not only inhibited, but vir-
tually suppressed,. as the readers adhered very carefully to the written text
in their reading. The notion of a formal "reading” register may account for
this phenomenon.8 :

Q
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Intonation -

Slightly more than five times as many intonational miscues were made in
English (46 lnstances) as were made in German (9 instances), most of those
having to do with misplaced stress in a polysyllabic word. While meaning
change can be affected by an 1ncorrectly placed stress marker (/ritorts/ in
place of /ritorts/, for example), such a miscue was marked "PP" in the "Mean-
ing Chahge" category. This indicated that the researcher could mot evaluate
whether a meaning change d occurred for the reader who was unfamiliasr with
appropriate pronunciation factors in English, but who may have syntactically
and semantically comprehended what he was reading in the context of the story.

Graphophonzc Prox1m1ty

¥. Goodman and Burke (1972) noted a tendency for a sllghtly higher graphic
prox:mlty to the expetcted oral response than a phonetic proximity among their
94 native English subjects from Detrxoit. Rigg (1974) completed a miscue
analysis on nine subjects from two differing regions of the United States
({Detroit, Michigan and Port Gibson, Mississippi) and found much the same
thing. ‘ T
This analysxs of German subjects reading in English and their native
language found, also, that in both languages, graphic.proximity ranked higher
than sound proximity (see Table 3). It should be noted that the graphic
proxlmity is approximately 14% higher in English than it is in Gerinan;
likewise the sound proximity is approximately 10% hléher in English than in

German. .
TABLE 3 ; ’
) ' /
Graphic/Sound ProxXimity and Retention of Meaning
German ‘ . ; : English .
Subjects : - _ :
Graphic-% Sound-% N/MCh*-% . Gerhic—% Sound-% N/MCh*-%
1 €1.5 46.1 46.1 ’96.0 88.0 51.9
2 79.0 73.7 71.0 56.2 52.1 - 25.0 !
3 50.0 60.0 36.4 80.6 71.0 29.8
4q K 66 .7 61.9 70.4 93.6 83.0 46.8
5 65.9 65.9 67.8 l83.e 75.4 62.4
6 68 .2 68.2 65.4 |87.1 74.2 65.6/
7 65.7 65.7 ) 64.0 68 5 72.72 33.8
: \
Averages 66.7 63.1 60.2 -80.8 73!7 45.0

*No Meening Change ’ \

Thus, while all subjects' observed responses (ORs) were closer to the
expected response (ER) graphically than in sound (aﬁproximately 7% difference
in English and 4% difference in .German), there is a Eubstantlally greater
reliance ¢gn.the graphic features. in English than in German‘ This fact is, in
itself, not surprising. Because English is the second language and much of
the vocabulary, if not the syntactic structure, is less familiar, one might
have predicted that there would be greater attention to critical graphic
features. But the degree of increased attention is sxgnlficant. The greatest—
prof1c1ency in reading comes as a result of the trade—oﬁf between graphopho—
nic, qyntactlc, and semantic cues which allow, as a result of redundancy,. the
selection of only that minimal number of cues necessary for identification and

3 .
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comprehension. The substaﬁtially greater degree of graphic proximity in
English may indicate an overreliance on this single cueing component at the
expense of greater apprehension of meaning.

The only way to fully determine this is by looking clusely at the category
of "Meaning Ch;‘ e" for both languages, to assess how little or great the
occurrence of meaning change was as a result of miscueing. The N/MCh column
in Table 3 reflects\the percentage of miscues that do not change the meaning
of the sentence or ‘author's intent. . The results range from 36.4% to 71%
in German and from 25% to 65.5% 4in English for individual subjects. But the

> degree of "no change" in meaning averages 60.2% and 45% respectively for the
two languages. Conversely, then, a partial or full loss of meaning is
incurred in 39.8% of all German miscues and inh 55% of. all English miscues.
T™e intended meaning of the author in the English readings is changed con-
siderably more than it is in German, despite--or possibly because of--the
conscious and consistent proximity . to graphic features displayed by ‘the
readers in English.

One might wonder at the discrepancy between the average percentage of
sound similarity in German as opposed to that in English, i.e. 14% greater in

English than in . German. This appears %o contradict the widely held but unten—

able position that a closer phonetic correspondence -to print, which German as
a language has as compared. with English, can be dealt with more easily and
accuratelj by the reader. In fact, after comparing the degree of graphophonic
proximity to the amount of retention of meaning in each language, it should be
clear that graphic/sound relationships have little bearing on the process of

' reading for meaning. (The implications of this point will be discussed
later.) :

Grammat ical Function

The‘analysis shows that, for all miscues made, the majority of substituted’
words have the same grammatical function as that of the expected response. A
full 83.2% of German miscues had an identical function as the textual item;
89.6% of English miscues followed the same pattern.

Correction

The overall correction rites of oral miscues by individual and by language
group are surprisingly different when compared with one another. In German,
the individual rates of correction range from 8.3% to 73.7% of all oral
miscues made, whereas in English, the range is much smaller--from 19.7% to
44.1%. The average percentage of correction is 42.6% in German, which com-
pares with only 26.5% in English.

The much higher rate of correction in German as opposed to English could
be accounted for by recalling that most German and English language miscues
involve contentives, for which there may be a considerable lack of familiarity
in the second language. Indeed, the residual MPHW findings noted earlier show
that nearly three times as many Semantically unacceptable deviations were made .
in English-as were made in German--a fact which would seem to support this
idea. .

In English subjects corrected grammatically unacceptable miscues more
readily than semantically unacceptable ones, whereas in Germar the reverse was
true (Table 4). However, the tremendous, unpatterned spread of correction
percentages among the individual readings in English, when compared wigth indi-
vidual syntactic and semantic unacceptability rates (residual MPHW), leaves
one without an explanation as to why or how each rate of correction was estab-
lished. It appears that there is actually no correlation whatever between the
rate of correction and the rate of semantically unacceptable miscues . when they
are analyzed person by person in either language. It also appears that

ERIC ,
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idiosyncratic and seemlngly unobservuble facrors play a part in the correction
process.’ {These factors will also be discussed in further detail later in
thls article.)

TABLE 4

Rates of Correction for Grammatically and
Semantically Unacceptable Miscues
- '

o German _ ' . English _ ~

Subjects ' E :
Grammar . Semantics Grammar Semantics

1 33.3% 60.0% : 100.0% 50.0%
2 25.0% 28.6% 0.0% 4.2%
3 0.0% 0.0% . 2B.6% - ‘20.0%
4 33.3% 50.0% 33.3% A 22.2%
5 0.0% © 22.2% 0.0% : . 6.3%
6 0.0% 33.3% - 33.3% 7 25.0%
7 0.0% 14 . 3% ’ 23. 1% } v 12.5%
Avérages 13.1% ., 29.8%  31.2% . 20.0%

Sghtqctic and Semantic Acceptability . |
In assessing Tables 5 and 6 for syntactic and semantic acceptability rates,
some interesting phenomena surface. First, the overall grammatical accep-
tability is higher in English than in German by 6.8% in the first half and by
a full 16.2% in the second half of the readings. Also, while the rate of syn-—
tactic acceptability increases in the second half of the English readings by
an averagde 4.2% over the first half, the rate of syntactic acceptability
actually decreases from one half to the other in the German readings by an
average 5.2%. Previous data have shown the graphic proximity of all English
miscues to be 14% higher in English than in German, which indicates that much
closer graphic attention iz being given to the English text than. to the
German. As a result, a German miscue might. retain enough of the necessary '
semantic and syntactic qualities to fit the context of .a reading passage, but
it could have very little graphic or sound similarity with the expected
response, particularly if the miscue is a substituted lexical item. Simi- "~
larly, with full control of a variety of syntactic surface structures which
could all convey the same underlying deep structure, the native German speaker
is quite capable of deviating from the German text syntaEtically while still
retaining the semantic import of the message being read, and indeed this
-frequently happens. But because the second-language reader may feel less com-
petent in anticipating or recognizing the wide range of alternative surface
structures for any given utterance's underlying deep structure, he may find
himself reading the English text much more closely than he would a text in his
own language in order to "decode" the particular syntactic structures given.

Secondly, no significant change in semantic acceptability can be noted
(Table 6) from one half of the German readings to another, although indivi-
duals vary to some degree, either up or down. On the other hand, English
semantic acceptability increases significantly from the first to the second
half of the readings {(the group as a whole averages a full 19.7% increase by
the end of the reading), and uniformly so for each individual. Still, the
overall rate of German semantic acceptability remains higher than-that of
English (a full 25.3% in the first half, dropping only 2.4% in the second
half), which indicates the possibility of a comprehension base that is more
extensive in the native language.

EKC o e
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TABLE 5

First/Second Half Syntactic Acceptability Rate

. German T English
Subjects R .
First Half Second Half. First Half Second Half
1 87.5% 20.0% 87.5% 90.9%
2 - 72.,7% _ 81.8% ' 68.2% 61.8%
3 33.3% ) 50.0% _ 68.4% 83.3%
4 70.0% 70.6% 86 .9% ) ‘ 79.2%
5 81.8% ~  76.5% ' 82.1% : 90.2%
6 . 70.0% 81.2% 78.9% ‘ 76 .9%
7" . 62.5% 61.5% 53.6% 72.7%
Averages . 68.3% 63.1% C75.1% - 79.3%
TABLE 6
First/Second Half Semantic Acceptability Rate
German ' - English
Subjects _ : -
= First Half Second Half First Half Second Half
1 50.0% ‘ 20.0% 43.8% 63.6%
2 63.6% -75.8% . 18.2% 29.4%
3 33.3% 25.0% N 31.6% . 44 .4%
4 70.0% 70 .6% 21.7% 37.5%
5 - 63.4% - 61.8% 42.8% : 61.0%
6 60.0% 62.5% o7 36.8% . : 69.2%
7 45.8% 53.8% 14.3% 42.4%
'Averages . 55.2% ~ 52.8% o 29.9% 49.6%

Meaning Change

Table 7, in fact, establishes the truth of the preceding assumption. It
illustrates the degree to which the readers' oral miscues retain the ultimate
sensibility and intention of the author; therefore, the percentages given
‘simply indicidte no meaning change. While the degree of no meaning change for
individual German readers does not provide a distinct pattern which can be
‘readily compared with syntactic and semantic acceptability rates, a tendency
does exist for no ‘meaning change percentages to mirror rising or falling
semantic acceptability rates in the second half of a reading.
For the group as a whole, it is evident that the rate.of no meaning change
- stays relatively stable in German, decreasing only by .7% from the first half
tc the second half of the reading, which again resembles the average decrease
in semantic acceptability seen in Table 6. Likewise in ‘English, the degree of
no meaning change miscues, reflects the tendency to stay closer to the semantic
acceptability figures than to  those of ntactic acceptability. Just as all
individual English rates of semantic acceptability increase consistently in-
the second halves, so, too, do all individual rates of no meaning change
‘(except one--Subject 6). Morecvsi, there is a substantial gain in the group's
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average rate of no meaning change for th2 secend half of a-reading, which con-
firms the same trend establlshed in Table 6.

TABLE 7 . .

First/Second Half "No Meaning Change" Rate

' " German - . English
Subijects ;
First Half © Second Half First Half Second Half

1 . .50.0% . 40.0% ©43.7% : . 63.6%
2—— . 5%.1% 78.8% ' 22.7% 26.5%
3 66.7% . 25.0% _ ©21.1% 38.8%
4% : 60.0% o 76.5% 34.8% 58,3%
5 ' 63.6% ’ 70.6% 57 .2% 65.8%
6 70 .0% . 62.5% 68 .4% ' 61.5%
7 58.4% . . 69.3% . - 27.6% . . 39.4%
Averages 61.1% : 60.4% 39.4% ' 50.6%

‘There are three points,. then, which could be made —in summing up tihris sec—
tion of the analysis. . In the first place, there is no dramatic change in the .
number of mlscues that measure meaning retention from one half of the German
readings to another. The degree of semantic acceptability in German .stays
relatively ‘the same (actually dropping ‘by 2:4%}. Secondly, all subjects R
reading in English appear to improve the quality of their miscues as they
progress through their stories, in that the percentage of semantically accep-
‘table and meaning-retaining miscues continues to incremse. Finally, it
appears that, while the number of high-quality no meaning change miscues
increases as the subjects read in English, the highest degree of no meaning
change is gtill maintained in the native 1anguage.

CONCLUSIONS . - .

We will now attempt to put into perspective the statistical information
gathered on the individual English and German readings and retellings in order
to answer the question asked on page 56 of this article: "How can such a
large degree'of comprehension be manifest in the German subjects' reading of
English despite the number of miscues made—~so many  of which appear to destroy
the semantic intentions of the text?”

The fact is  that, while twice as many miscues were mzade in EngliSh as in
German, and while three times °‘the. number of these miscues are of low quality
or semantically unacceptable; much of what the subject is doing as he reads in
English appears to compensate for this.

We have already established that the subjects' oral miscues in English
are, on average, 79. 3%'syntactically acceptable by the second halves of their
reading. They are also 49.6% semantically acceptable and 50.6% free of
meaningﬁchange by the second half. Thus, although the subjects .may have run
into a '"“great deal of nonsense" (Smjith, 1971), and. have numerous low quality
mlscues with whig¢h they must contend$ they are simultanéously seeking to "make
sense" of their reading wherever - they can. 'The most gbviOus strategies
employed. by the individual subject in his attempt to extract meanlng from the
English text are: e
- . Reading primarily for grammatical structures that are complete and that
-Can bear meaning by (a) replacing. substituted or miscued lexical items with
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others of the same functlon and (b) correcting ungrammatical miscues where
they interfere with semantics.

Attempting to gain semantic conurol of the reading by (a) creating a
semantic "buildup"™ from one half of the story to the other and (b) increasing
the quality . of semantic miscues during the course of reading.

Keeping close to the graphic representation of the text by (a) ,attempting
to maintain a close graphic/sound relationship to the lexical items wh*le

fTereading aloud and- (b) observing the syntactic structures used by the author

and adhering to them in an effort to get to the deep structure.
All of the strategies noted above are useful when the, subject is allowing

for an even "trade-off.”" In other words, the emphasis cannot be placed exclu-
sively on any one of the three majoxr language systems being used——syntax,
semantics, or graphophonlcs. b

Wherever low quality miscues are observed in:-guantity, a shift has taken
place, such that the focus appears to be primarily on the thirad strategy. The
result is ‘:an oral response to the text that approximates it according to
graphics, sound, and even grammatical structure, but not according to semautic
- sensibility. The subject may be attending to the graphics so much that he
. "loses the thread," or semantic buildup, of what he is reading.

It is useful, at this point, to contrast the general findings:yith a brief
profile of results for individual subjects. Table B8 provides information
regarding each subject's grammatical and semantic acceptability rates, along
with his comprehension score. Yet, while these scores are indicative of how
much comprehension msy have taken place, they must not be analyzed apart from
the subject's retelfing score. If an-accurate assessment of reading profi-
ciency is. to be obtained, the oral retelling of each subject must be used

" alongside all other sScores to map out the subject's personal reading profile.

3

TABLE 8 . . =

Grammatical/Semantic Acceptability and Retelling Rate

(=]
Subjects C - Grammar ‘ Semantics Retelling
. “
German .
A 61.5% 38.5% . 99:.4%
2 . 78.2% 70.9% 80 .0%
3 - 45 .5% . : 27.3% . 92.5%
4 . - 70 .4% ) . 70.4% 97.5%
5 78 .6% 62.5% 85.0%
‘6 . 76 .9% : 61.6% 82°.5%
7 ’ 62~ 0% 50.0% : : 58,.8%
Averages ’ 67 .6% ° 54.5% 85.1%
English

1 88.8% 51.9% © 93.8%
2 64 .3% 25.0% 88 .8%
3 - 75.7% ) . - 37 .8% 83.8%
4 83.0% o ' 29 .8% 58.8%
5 86 .9% 53.6% i 58.8%
6 78.1% 50.0% . 63.8%
.7 63.9% 29.5% . 45 . 0%
Averages 77.2% o . 39.7% ' 70.4%

A
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Subjects 1 and 3 have the least rumber of miscues in the study, and, as a
result, have somewhat distorted scores for grammatical-and semantic accep-"'

‘tability rates. Their retellingescores, however,‘rqveal.that they are indeed

gaining meaning from their readings in a way that is unimpeded by the number \

of low quality miscues. Their retelliﬁé rates -are among the three highest
both in German and in English; their residual MPHW percentages rank as the
lowest in German'andrare among the three lowest rates in English. Thus, they
are the most préf%cient readers o the aroup in both languages. .
Subjects 4, 5,.and 7 have similar residval MPHW's in German, and their

.grammatical and semantic acceptability rates are also within a comparable

E
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range (within approximately 8% ©of each other). Their German retellings, how—
ever, appear to show a difference in_ proficiency--while 5 -.and 6 scored 85% and
82.5% fespectively, 4 scored 97.5%.” In Endlish, the grammatical acceptability
rates are within approximately .8% of each other, but semantic acceptability
rates show that 4 dropped 20-24% helow the other two-. ~ Only when looking at
the retellings does one see that, in fact, th- Lr reading proficiency levels
are similar. Subject 4 scored just as well as 5 in the retelling and only 5%
lower than 6. Obviously, 4's semantic acceptability rate does not reflect the
apparent "internal correction" or cognition of a number of items that showed
up as oral miscues when she read aloud. In othér.words, even though the mis-
cue statistics would seem to suggest considerable variance, the three subjects
all prove to be moderately proficient readers in English. It is possible, and
intriguing, to speculate that the same degree of "internal correction" may
account for 4's considerably higher German retelling score, despite the rela-
tively close parallelism between the semantic acceptability rates of these
three subjects. ' i

Subject 2's reading needs to be discussed at some length as she is the one
subject whose English retelling score stands diametrically opposed to her
other English reading scores in the analysis. Her residual MPHW is the second
highest of the German readings and the highest of the English readings, indi-
cating that a very large number of low quality'miscues is being generated.
This is particularly interesting in view of the fact that she has- a relatively
hign number of miscues per hundred words in both languages. But 2's gram-
matical and semantic acceptability rates in German are actually quite high,
which may be ‘the reason why she scores a respectable retelling score of.80%,
Her grammatical accegtability score in English is the second lowest of the
group, however, and her semantic acceptability rate is the lowest of all (less
than half of 1's). It is because of this that her English retelling score is
remarkable--88.8%, or the second highest of the group. This situation is all
the more surprising when her English scores are compared to those of 7. There
is .a close correspondence between 2's and 7's MPHW, residual MPHW, compre-
hending score, and grammatical and semantic acceptability rate.” Indeed, all
percentage scores are within 4.5% or less of each other, 'yet 2's English
retelling score exceeds that of 7 Yy a full 43.8%. One possible reason for
the discrebanqy may be that 2 has :earned somehow to circumvent the large
number of unacceptable semantic miscues she makes in oral reading by con-
centrating instead on structural features. But the more plausible explanation
is that 2, "like -4, silently corrects much of what she feads'for'efficiency's
sake and that these corrections cannot be seen in her oral reading scores.®
Thus, 2 is actually a much more proficient reader than we might have otherwise
expected. ) . °

The results show that 7 is reading least proficiently in.both German and
English. At 4.7 his MPHW is the third highest rate in German, and at 2.5 his
residual MPHW is the highest. His grammatical and semantic rates of accep-
tability are somewhat closer to the.:group average—-—at 2% and 50% respec-—
tively--but 7's retelling score confirms that he is not reading primarily for
meaning. With the lowest of all German retelling scores, 7's rate is only
58.b%~-well below the group average of 85.1%. His English percentages do not

v
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fare any better. His MPHW and residual MPHW rates are the second highest--at
B.4 and 5.9 respectively. Furthermore, grammatical and semantic acceptability
percentages are the lowest and second lowest-—at 63.9% and 29.5% respectively.
Subject 7's English retelling score serves to substantiate the lack of cogni-
tion that is occurring; it registers at only 45%, or 25.4% below the group
average. It would be interesting to know what impediments are the most
influential in keeping 7 from comprehending more of what he has read. While
the act of cognition is one on which we can only speculate, ultimately it
appears that 7 is unable to deal with his numerous miscues and high residual
MPHW's, as 2 is able to, by correcting internally. Subject 7's low quality,
miscues accumulate from one half of the text to the other without being con-
sistently recognlzed and resolved, so. that he eventually stops reading. pri-
marlly for meaning and instead reads for surface structure accuracy. This is
verified by the fact that 7's miscues are approximately 12% higher in graphic
similarity than comparable scores for 2. Also, his syntactic aCfeptability
rate actually rises by about 20% in the second half of his reading, whereas
2's syntactic acceptability rate drops by about 7%. Thus, .it pears that 7's =
attention to structure at the expense of meaning is” his biggeg§t liability.

While this study needs to have its findings confirmed WitSLEPre extensive
research on a larger number of subjects, the results do suggest a general
correlation between the proficiency with which the German subjects read in
their native language and in English.

Further, the more prof1c1ent readers in both languages appear to be pro-
ducing relatively low residual MPHW's while maintaining relatively :high rates
of grammatical and ‘semantic acceptability, particularly in the second halves
of their feadings, or else show evidence of internal correction.

Finally, the projected. comprehending scores based on the number of seman-
tically acceptable. or high quality miscues appear to be less ‘accurate measures
of actual comprehension than the information gathered from MPHW, residual
MPHW, syntactlc acceptablllty, and retelling scores.

IMPLICATIONS FOR INSTRUCTION
The «Onclusions drawn from the aralysis lead the lnvestlgator to suggest some
lmpllcatlons for the teachlng of rezding to the second-language learner. o
In the first place, whenever possible the English instructor should be -
aware of the reading patterxrns and proficiency of students in their native
language. Results of this analysis have shown that proficiency in reading
English is related, to a considerable extent, to the degree of proficiency
shown by subjects in processing written material in their €first language. It
is obvious that the proficiency level in the second language is never likely
to be. as high as that in the native language (unless the ‘individual is, or
becomes, truly bilingual); the significance of the findings resides in the
fact that parallel relationships exist. between reading strategies employed in
both languages. (One will recall, in this context, how closely the rate of
contentive function miscues onincided in the two languages.)
Therefore, while second-language instructors may not speak the students'
native language and may find it difficult to obtain information on their
native reading proficiency, they have an obligation to look beyond the parame-
ters of English to establish a profile of the strengths and weaknesses the
students may have in processing wrltten language in general. The universals - =
of reading dictate that the primary parpose of reading is comprehension, and Lt
that this, in turn, is achieved by making use of at least two fundamental ) v
language sub-systems——syntax and semantics—--to arrive at a deep structure
apprehension of surface structure forms.
In establishing how well the student is processing and comprehending writ-
ten materlal the Eocus must be on the manner in which the syntactic, seman-
tic, and graphophonic (in the case of oral readlng) language systems are being
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used and integrated. The RMI, as a diagnostic device, is especially suited to
determine this because of its emphasis on the.ratural ‘phenomenon of miscueing
and the cognitive activity it involves. o
In assessing the results of miscue analysis, the instructor should be

cognizant of the following assumptions about proficient reading:

. ®For optimum semantic sensitivity, students must be bringing their prior
" knowledge and experience to bear on the reading. In other words, students
need to know that prediction and anticipation are a vital part of the reading
process, allowing one to 'gain meaning more easily. This requires some risk-
taking, since syntactic structures’ may not be fully recognized, individual
lexical items may not be fully apprehended semantically, and graphophonics may
not always be providing the necessary information for acceptable pronun-
ciations by the language -learner. BAnd yet, based on the hypothesizing,
testing, predicting, and confirming strategies discussed at length by Goodman
" and Niles (1970), students can be actively involved in making all the -
necessary distinctions which give print meaning. Their own core of knowledge
and experience extend to an undérstanding of language and its universal struc-
tures which cannot be overtly taught but which can be tapped in dealing with
the second language. ‘ :

eThe instfuctor cannot assume that the number of miscues in students' oral

reading has, by itself, *any bearing on their ability to read for meaning (cf.
the example of Subject 2). Those with fewer miscues tend to build up an
"acclimatization” to the text, with regard to style, wvocabulary, structure,
and meaning, at a faster rate than the subjects with more miscues. But it has
already been established that internal correction may be taking place among ]
subjects with the larger number of miscues and that their rates of comprehen-
sion can be as -high--if not higher--as those who maintain fewer actual miscues
throughout their reading. It has been demonstrated that miscues are generated
for numerous reasons and that they must be evaluated qualitatively as well as
‘'quantitatively. Because of their direct impact on meaning and possibility of
meaning. change, the rate of residual MPHW or the number of high quality
miscues is much more significant than the total number of miscues made by an
individual. '

- Graphophonic miscues, however, do not pose nearlj as ‘serious a problem for -

" the reader since it is understood that the semantic component of language, at
the deep structure level, is not directly related to the phonological com-
~ponent, which is restricted to the surface stgucture.10 Indeed, foreign stu-
‘dents can have a very clear conception of the .lexical item. they are reading
orally, but the pronunciation of the word may exceed the boundaries of
graphophonic acceptability for English. Thus, as Y. Goodman notes, parameters
-must be enlarged in order to account for the successive regularizations and
approximations -of this sort on the part of the second-language learner.

eStudents must learn to be graphically selective as they read. They
should be taking in only those minimal graphic and syntactic cues that are
necessary for comprehension, since a concentration on semantics and a buildup
of the intended meaning are primary to the reading process.

While much of sec¢ond-language instruction requires that the student focus
strongly on language structure, form, pronunciation, and graphic represen-
tation, reading instruction must do otherwisé if true proficiency is to
result. Only when students learn to make use of the vast amounts of syntactic

and graphic redundancy available to them, and to attend to?only the most cri-

tical of graphic features found on the printed page, can their chances for
making sense out of what they read be great. _ ' '

The Instructor need not try to teach all such selectivity overtly; -
learning about and distinguishing between such critical features is often an
unconscious process,; and consistent and varied exposure to written English
will, in many cases, provide the environment for the necessary distinctions.

The ultimate purpose of reading instruction, then, is to orient the stu-

7

Q)



~ FOOTNOTES

i

/

-

dent towgrds an active ‘involvement with the text. This is as true for the
native speaker of Engllsh as it is for “the second- langquage learner. Students
should be drawing on their knowledge and experience, predicting and hypoth-
esizing about the text before them and selecting .only those graphic and syn-
tactic elements that will help them confirm their hypotheses. Meaning will
then- become apparent. e :

L
~

JBarbara_willoughby Mott, A Psycholinguistic Analysis of Native German ’ =

Speakers 'Reading Erglish: Implicdtions for Teaching Reading. Unpublished
Master's Thesis, Mifhigan State University at Lansing, 1977. -
~ . 2arthur Gordon,, "The, Alchemist's Secret.” Glenview, Ill.: Scott -
fForeSman, 1961. . a
‘iloyd Eric Re€ve, “Caged." Ibid.
- - Hermann Hesse, "Der Wolf." In Ian C. Loram and L.R. Phelps, eds., Aus
sUnserer Zeit': Dichter des Zwanzigsten Jahrhunderts. New York: W.W. Norton,
1972. g d - ) o -
Wolfdietrich- Schnurre, "Das Marchen der Mirchen." 1Ibid. -
3While readability factors & not exist for determining the- grade level®
of literature in German schools, cdmparable material uould first be expgsed to
native German readers at approximately the age of 14-15. For the English
selections, the SMOG readability formula was administered fo both texts to
determine approximate "grade levels" for their use in American public schools.
In each case, a ninth grade readability was determined. .
" 4gvery subject was taken to a small room for the. reading ‘procedure; only
the subject and’ the investigator were present. . After an initial period of

_ collecting” personal informatfon from the subject, the investigator asked the

subject to read one German and one English story in their entirety, with no
assistance or 1nterruption.‘ An audio tape was made of each reading. After
.the reading, the subject was askedvto put the script aside and to retell, in
his own words, all that he could recall about ‘the story. The investigator did
'not comment or question until the subject had divulged all that he could o
"remember by himself. »fhereafter, the investigator attempted to elicit as much
-additioflal information as possible, but without ever referring to anything,
general or specific, which had not already been mentioned by the subject him-
self in the retelling.

5¢hé following examples illustrate thisi -«

.

(vl + (w]  /natwasli/ / nervously
' /wizitar/ visitor
(wl + [v] ) fvat/ o ‘  what
. /vamt/ : - weren't
. h L_ . s . . . .
(0)-+ (s] ' : /snfsin/ . something
. . = : , /wis/ “ - ) with
6Examples ofuthis'phenomenon include ($ indicates a nonsense word) :
-$ /skraybd/ B _ scribbled
$ /stbal/ 3 subtle .
$ /dijss/ ‘ digits
7Examples of " this ¢ccurrence are:
/2g1té3an/ . . ¢ agitation
/krukr/ : : crooked -
/m1ldli/. mildly R :
/diplomat/ ' ' diplomat .

A Miscue Analysis of German Speakers o 67
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\ 8a11 of the subjecﬁs are well—-educated b§ German stand%rds; every subjeéf
\\was in his or her penultimate or final year of the Gymnasium, the German
X equivalent of a high school which prepares students for the university. this
\fact alone is significant, in that the Hochdeutsch used in school and any
. ?academic envirqnment“ disallows many of the spoken dialectal features used in
~ the community. In the words of Martin Joos (1967), speakérs simply change
. ﬁheir speech register from a “casual" to a "formal" level, )
The second reason’ may be a corollary of the first: while the readings
which the subjectgs undertook for:the miscue inventory were not, considered a
test (this was .emphasized at .the time), tie situation was in_fact a formal one
“in;fﬁat the,K readings were done aloud, before an Gnknown researcher, and a tape
‘reécorder was used. : - L - , .
9p. Rigg (1974) documents the case of one of her nine subjects who kad the
" highest residual MPHW and the lowest comprehending score of all, .yet had tne
secgnd highest’ retelling score as well. ' Rigg attempts to explain the unusual
chafac@e: of this type of reéding by suggesting that, according to.records,
her suRject's formal reading training shifted from a language experience
methodoleogy to a heavily phonics-—-based methodology early in primary school.
This, she feels, may have directed him to pay more attention to graphic/sound
relationships, especially 'for oral production, than semantic and'syntactic
acceptability. “Somehow," Rigg notes, "with all the nonsense...he still mana-
ges to’ urderstand’ the story...he evidently does try to ‘'get to the meaning of
.the story), and is rather successful at it. He exemplifies the silent correc-
.-tion technigue..." (121; emphasis mine). )
1OJudi\t\:h Greene’, Psycholinguistics: Chomsky and Psychology. Harmonds—
worth, Middlesex, England: Penguin ‘Books, 1972:56.
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Reading in Spanish and English:
Evidence from Adult ESL Students
o Mark A Clarke"

University of Colorado af Denver

’ ! . . . o &

’

In 1966 Kolers noted the lack of baseline research into the reading process.
Since that time, controlléd experiments with adults (for example, Kolers 1969,
1973) and numerous in-depth analyses with children (forx example, Goodman 1969,
Goodman and Burke 1973) have been conducted which support a psycholinguistic
perspective of the reading process. This perspective characterizes reading as
an active process in which the reader samples linguistic cues and then, on the
basis of these cues, produces hypptheses about, the message of the writer. As’
Goodman ( 1970c) states in his oft-quoted definition of reading: ‘

N < ~
-++.reading is a psycholinguistic gquessing game. It involves an -
interaction between thought and language. Efficient reading does
not result from precise perception and identification of .all elements,
but from skill ‘in selecEing the fewest, most productive clues neces-
sary to produce guesses which are right the first time? (260)

K]

The psycholinguistic perspective of reading was developed from research
into the reading behavior of: (1) children reading in their native language

(English); (2) proficient adult readers reading in their native language (Eng-

lish); and (3) proficient bilingual adult readers reading in En@lish and in
French. . ' .
] However, as recently as 1976, Robinett noted the lack of research into
.the reading behaviors of second language learners (specifically, ESL readers;
see also Hatch 1973). Rigg (1976, 1977) and Barrera (1978) have provided
the first glimpse of the reading process «in English as a Second Language
(ESL), as revealed by the analysis of the oral reading miscues of children.
To date, there have been no published accounts of studies which describe the
reading behaviors of adult ESL learners as they attempt to master reading in
the' target language. The two studies2 reported here were developed, in part,
to provide preliminary data for that description.
3 The objective of the studies was to describe the Ffirst language (L1) and
second language (L2) reading behaviors of*adult Spanicsh-speakers who are pro-
ficient readers in their native language. The principal research questions
addressed were: . ’

, 1. _ Can the psycholinguistic perspective of reading explain the reading
‘performance of proficient, adult,. Spanish-speaking readers, reading in Spanish
and in English? x K ! ' N, :

2. Do these individuals transfer their reading skills*to the second lan-
quage? :

In the first study, the ‘cloze test performances of good and poor Li readers
were examined. 1In the second study, the oral reading performances of a. good

‘*Reprinted by permission from Language\Learning 29:121-150, June 1979
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.and a poor L1 reader were analyzed according to established miscue procedures.
-The former provides a description of group performance; the latter provides an

STUDY I: CLOZE TESTS

Q

in=depth analysis of the reading behav1ors of indiwviduals.

In both studies, confirmation of the psycholinguistic perspective of
reading was to be recognized if the analysis shewed that the subjects used
graphophonic, syntactic, and semantic cues- to producde hypotheses about the
message of the writer. That is, psycholinguistics would@ predict that the
readers’' cloze test responses and oral reading behaviors would not reveal
"precise identification of all elements" but, rather, their attempts to under-
stand a text using available linguistic cues. With regard to question number
two, an affirmative answer was to be accepted if good L1 readzrs maintained
an.equal advantage over poor L1 readers in both Spanish and ‘'E2nglish. It was
assumed that, given’'equivalent proficiency in c¢he second language, the superior
reading skills of the good readers would provide them with an equal advantage®
over. the poor readers in both laryuages. This assumption is based on a
"reading universals hypothesis."™ If the abitity to read is acquired only
cnce, and if the reading process is basically the same in all languages, we
would logically expect good native—language readers 'to be good second language
readers. Furthermore, we would expect good readers to maintain their advantage .
over poor readers in the second language.

There was no independent criterion available to determine the L1 reading
proficiency of the subjects used in this study. "Good" readers and "poor"
readers were so designated on the basis of their cloze test performance. Cloze
tests have been shown to be valid and reliable measures of reading proficiency
(Taylor 1956, Oller 1975, Oller et al. 1972, Oller and Tullius 1973). However,
it is important to keép in mind that for the purpose of this study, "“good/poor
readers" actually means "good/poor cloze test takers." The possibility exists
that cloze tests measure a special skill which is sufficient but not necessary
to proficient reading and that subjects identified as poor readers here are
merely poor cloze test takers. Because there is no way to confidently deter-
mine the difference between the two, the potential distinction will not be
continued throughout the discussion. Rather, subjects will be, referred to
simply as "good readers" or "poor readers." BAnd, unless otherwise indicated,
the designation will refer to L1 reading ability.

Subjects

The subjects were twenty-one low-level ESL students  enrolled in intensive
courses at the English Language Institute, University of Michigan. The sub-
jects (14 males -and 7 females) were all young adults, high school graduates {(a
few had college degrees), and citizens of Latin American countries (11 from
Mexico, 8 from Venezuela, 1 each from Colombia and El Salvador). They were in
the United States to continue their professional education. All subjects were
therefore assumed to be proficient readers in their native language. The
majority had recently arrived in the United States and were therefore relati-

vely equal in terms of exposure to intensive training in ESL and to second
language testing procedures.

Tests . .

Cloze tests are typically oconstructed by deleting every nth word from a prose
passage. Subjects are required to fill each of the resulting blanks with an
appropriate word. The tests are scored by counting the number of times the
subjects restore the original word to the context (Exact Word method) or by

counting all responses which are syntactically and semantically acceptable
{ Acceptable Word method). ’
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For this study, cloze tests were required in Spanish and English which
were deemed appropriate, both in difficulty and in content. For the Spanish
tests, two Latin American short stories were selected. "Una Carta a Dios" by
Gregorio Lopez y Fuentes (1971) and "La Camisa. de Margarita" by Ricardo Palma
{1948). The English cloze tests were taken from ESL textbogks which were not
currently being used in the intensive courses at the English Language Institute
("Meet Don Rogers,"” Mellgren and Walker 1973a; "The Life of a Housewife,"

Alesi and Pantell 1972; "My Summer Vacation," Mellgren and Walker 1973Db).

A rational, rather than a mechanical, de;etion'procedure was used to pro-
duce the tests (see Greene 1965 for a discussion of rational desletion pro-
cedures) . After the Lustomary lead—in of several sentences, every seventh to
tenth word became a candidate for deletion. An effort was made to delete
words whose replacement would seem to require comprehension of the entire
passage. Words most often deleted under this procedure were discourse markers,
"content" words (nouns, verbs, adjectives, and adverbs), and words with speci-
fic referents earlier or later in the text./ .It was hoped that this deletion
procedure would produce tests which were especially sensitive to constraints
across the text. A special test administration with native speakers indi-
cated, in fact, that the deletion procedure did produce cloze tests in which a
large number of the blanks could not be correctly filled without knowledge of
the larger context (see Clarke 1978, 52-55). It was felt that  such tests
would be stronger measures of reading proficiency than tests constructed by
mechanical deletion procedures. The Spanish battery: produced by this process
contained 1203 words and 90 blanks, the English battery,'602 words and 57
blanks (Appendix A).

Analysis

In a cloze test, a response which is totally syntactically and semantically
acceptable indicates that the subject has understood what he has read.
ReSponses which are not acceptable provide evidence about the processes used
by the subject in responding to the mutilated text. 1In order to describe the
linguistic cues used by subjects in responding to ‘the cloze tests, an instru-
ment was developed which permits researchers to characterize the "aegree of
acceptability" or "quality" of a cloze test respconse {Appendix B). The tool
(an adaptation of the Goodman Taxonomy; see Gocodman and Burke 1373) allows for
an evaluation- of syntactic and semantic acceptability on a scale ranging from
totally unacceptable, through acceptable only with parts of the sentence, to
acceptable in the sentence and totally acceptable (see Clarke and Burdell 1977
for a detailed descrlptlon of the tool and an explanatlon of coding proce-

~dures):

Syntactic Acceptability (SYNAC)

4: totally acceptable

3: acceptable in the sentence; the response satisfies sentence—level syn—’
. tactic constraints, but viclates discourse constraints . .

2: acceptable only with the following portion of the sentence; from the .
‘response on, the sentence is syntactically acceptable )

1: 4dcceptable only with the preceding portion of the sentence; the
_ sentence is syntactically acceptable up to and inciuding the response

0: ‘totally unacceptable @ 4

Semantic Acceptability (SEMAC)
6: totally acceptable -
5: totally semantically acceptable if mlﬂbr syntactlc constralnts are
ignored; the sentence and/or the response require minor syntactic
changes ’ -

Ri(j 7 :;_. . )
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4: acceptable in the sentence, the response violates-pessage—level'mean-
. ﬂng constraints /'
3: acceptable in the sentence if syntactic constraints are 1gnored, the
senterce an&/or the response requires minor syntactic changes to
become acceptable at the sentence level ‘
2: acceptable only with the following portion of the sentence:; from,the
response on, the sentence is semantically acceptable ' oL
1: . acceptable'only with the preceding portion- of the sentence; the sen-—
tence is semantically acceptable up to and inclualng the response
- 0: totally unacceptable
9: doubtful; the response -seems to fit the context, but it is imPOSsible
to determine  the contextual motivation for it ! ;
. . ' ‘ R
The twenty-one subjects took the Spanish and English cloze -test Jbatteries.:
Their tests vere first scored for exact word replacement (Exact Score). Two
coders, working independently, then evaluated all non-—-exact responses using . \
the analysis tool described above.3 All responses rece1v1ng scores of SYNAC 4,\
_ SEMAC 6 were added to the subjects' exact scores. The sum became the Accept-
able Score. The remaining responses (i.e., unacceptable responses: ' those ;
receiving codings of less than SYNAC 4, SEMAC 6) became the data for analysis. 4
Two pools of unécceptable responses were required for amalysis. The best
readers and the poorest readers were selected until two approximately equal
pools of responses were identified for analysis. This procedure produced a
Good Reader group of 8 subjects and a Poor Reader group of 6 subjects. The
Spanish respopée ‘pool_contained 68 responses for the Good Reader group and 124
responses for the Poor Reader group; the English response pool contained 129
responses and 157 responses, respectively. Tables 1 & 2 provide a:profile of
.the two groups. ' .
As prevxously mentloned, reading ability was determined by the subjects’
Exact scores on the Spanish cloze tests (SPCLZ (exact)). The results indicate
that the two groups represent different reading abilities. The Good Reader
mean is 60, with a range of 58-65, while the Poor Reader mean is 45, with a
range of 33-50. The means, plus the eight-point spread between the highest
Poor Reader and the lowest Good Reader, assures us that the two groups repre-
sent substantially different reading abilities. Furthermore, the —esults of
the English placement test indicate that the two groups are of equivalent
"English competence. (A T-test for differences between means showed that there
was -no significant difference between the two groups.) : .

Results i

Immediate Lvidenca is available that good L1 readers are gocd I2 readers.
First, the rank order of the good and poor reader groups is maintained. in the
second language; there is a positive correlation between the 'Spanish and
English cloze test performances (Exact scores, r = .53, p < .01). and second,
. the Acceptable means for the two groups on the English cloze tests show a ten
percentage point difference. A T—test for difference between means shows that
the difference is significant at the .01 level. Thus, despite the 10 point
overlap in the range of scores, the good readers as a group are better I2
readers than the poor readers. :

The.unacceptable .cloze responses weire analyzed for syntactlc and semantlc
acceptability. The Spanish results are pictured in Tables 3 and 4.

As Tables 2 and 4 show, the difference between good and poor readers
appears to be their use of syntactic and semantic cues when confronted with
blanks for which they have no immediate answer. The good readers produced
responses which conformed to meaning constraints (SEMAC 5:41% compared to 25%
for the poor readers) ‘even though such responses violated syntactic con-
straints. The responses of the poor readers, on the other hand, indicate a
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much greater sensitivity to syntactic constraints than to semantic constraints
( SYNAC 4:50% compared to the good readers' 35%).

The results for the English cloze tests are provided by Tables 5 and 6.
The two groups appear virtually equal in their ability to utilize syntactic
cues when confronted with difficult blanks (Table 5); the greatest difference
between good and poor readers on any analysis caitegory is two percentage
points. However, of primary interest here is the SEMAC code category 5

..{Table &) where only four percentage points separate the Good Reader group from
the Poor Reader group. Good readers did not demonstrate the expected advantage

E

over poor readers in producing semantically acceptable responses.

Summary

The answers to theatwo research questions posed earlier appear to be “yes" and
"to some extent."  With regard to question one~-"Can the psycholinguistic
perspective of reaading explain the reading performance of proficient, adult
Spanish-speaking readers, reading in Spanish and in English?"—~-~the cloze
results provide partlal confirmation; although only a limited view of the read-—
ing process is avallable from an analysis of cloze performance, it is clear
that the subjects were producing hypotheses about the text based on syntactic

and semantic cues. The cloze test analysis. instrument provided a framework for

identifying the linguistic clues used by the subjects in producing those
hypotheses, and the degree of success attained.

Wwith regard to question two——"Do these individuals transfer their readlng
skills to the second language?"--the results are ambiguous. When reading in
English, the good readers were superior to the poor readers in that they were
able to produce more acceptable cloze responses. Yet when confronted with
difficult blanks, the good readers appear to be llttle better than the poor
readers in producing hlgh quality guesses. <

STUDY II: ORAL READING MISCUE.S - - ) ) s
Method

The cloze test analysis described above provides group performance data. Oral
reading miscue research, on the other hani, produces .a great cuantity of data

for each subject, providing an in-depth analysis of individual reading behav- '

iors. "The research procedure generally followed (see, for example, Goodman
1969 and Goodmar and Burke 1973) involves the following steps: After identify-
ing the ;population from which the subjects will be taken, reading selections of
moderate difficulty and appropriate content are selected. . Each subject reads
the selection orally, in its entirety, and relates as nuch as he can remembher
when "he has finished. During the retelling of the <tory, the researcher. does
.not comment or ask questions. When the subject har exhausted his initial-
impressions of the selection, the researcher quest.ons him "further about the
passage,” being careful not to add any information not -already supplied by the
"subject. The reading, retelllng, and question-answer period are all tape'
recorded. The researcher then listens to the tape repeatedly until &1l devia-
tions from the text have been noted on a master- worksheet. The miscues for,
analysis are selected and analyzed according to the Goodman Taxonomy of Reading

Miscues (Goodman and Burke 1973). The retelling is used &n provide a compre-
hension score for the subject.

Subjects o SRR T

Two criteria were used to select subjects for the oral reading miscue analysis.
First, it was necessary to have subjects whose speech was relatively clear,
both in Spanish ‘and in Englisk (Rigg 1977 mentions clarity as a primary con-
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sideration in the "Miscue—ESL Project"). The second criterion was dictated by
the research design; it was necessary to select a good L1 reader and a' poor L1
reader who were of comparable ESL proficiency. Table 7 provides a profile of
the two subjects selected for analy51s. The good reader, Andrade (not his
real name)l, received the hlghest score on the Spanish cloze test (rank. 1;
score 69/90). The poor reader, Baca (not his real name), received the third
lowest score on the Spanish cloze test (rank: 72, score 49/90). Their ESL
.proficiency wia approximately the same; Baca shows a higher Placement Test
score, but they both scored in the lower third on the English cloze tests. , In
addition they were in the same mid- level ESL class at the English Language
Institute.

Analysis o oL ' :

Reading selections in Spanlsh and Engllsh were- selected accordlng to four-
criteria: (1), The “selections were new to .the readers. 72} ‘They were moder-— -
ately daifficult. {3) They were of- suff1c1ent length to insure the availabil-—
ity of 4dyntactic and semantic context. (ﬂ) They wé&re semantically complete
units., The Spanish reading, “Meditacjidén del Saludo" (Ortega y Gassett 1957),
igs a philosophical treatise on the” handshake, an extremely complex reading of
4839 words. The'Englieh selection; "“Cold Cash" (Hoke 1965), was taken from an
ESL reader which was_ not being-*used at the Erglish Language Institute at the
time of the testing.” It is a short story of 960 words intended for inter-
. mediate-level ESL students {Appendix C contains excerpts of both, selections).
The: Spanish and English reading performances of Andrade and ‘Baca were eli-
cited using the procedures described above. All dev1atlons from the text
(i.e., Observed Respon<z &id not egpal Expected Re5ponse)kwere noted’ on the
master sheet. Miscyas for analysis were selected by a procedure (see Goodman
and Burke 1973, pages 25-26) which eliminates all non-significant miscues from
consideration; that is, only miscues which represented a potential loss or
chang€ of i meaning were included. "The first fifty miscues thus identified for
each reading were evaluated on thirteen categories of the Goodman Taxonomy of
« QOral Readlng ‘Miscues (Goodman and Burke 1973) (see Appendix D): -

*

/i

g Correctlon .

2. Dialect : . - .
3. Graphic Proximity ’
-7 4, Phonemic Prbximity
5. Allolog - ‘ .
- 6. Syntactic Acceptability . .,> .
T 7. Semantic Acceptability. : ) ’ -~ e

B. Syntactic Change =

9. Semantic Change

10. Intonation

11. Bound and Combined Morphemes ‘ : .
12. Word and Free Morpheme

13. Grammatical Category and Surface Structure

All coding decisions were reached by two coders working 1ndependently, dis-
agreements which could not be resolved by repeated ‘examination of the tape
were resolved by a third coder .4 :

Because the Taxonomy was developed for the analysis of miscues generated
by children reading in English, a number of changes were required for the ana-
lysis of adult ESL students reading in Spanish and Engllsh. First, two codes
were added to the Taxonomy under Dialect to account for first language inter-
ference’ and for inter-language phenomena (see Selinker 1972). Second, a major
change" in coding procedures was adopte& to account for the apparent ease with
which adults process information when reading orally. Coding instructions for
Semantlc Acceptabllity were -amended so that miscues wlth "minor syntactic

EMC e ' | aX3) B - S .

Aruitoxt provided by Eic:



E

Q

> ‘

o . 3

A

Reading in Spanish and English . N o 75
errors" gould be given fullosemantic credit. The assumption was made that

such errors are so slight that they da  not significantly affect meaning. (The
resulting code categories are similar to the codes for Semantic Acceptability
used in the cloze analysis.) Third, code categories were added to Grammatical

Category and Surface Structure. to account for reflexive verbs, verbs with pro-
nominal suffixes, and phrasal contractlons, structures which occur in Sﬁenish
but not in English.

Finally, major changes were made in the procedure for evaluatlng Subjects'
comprehension of a selection. Miscue researchers typically evaluate subjects'
comprehension of passages by producing a typescript of the retelling and then
evaluating the typescrlpt agalnst an exhaustive outline of the passage read.
Scores can range from 0 to 100. Although researchers working on a project for
a period of time might, develop enough coder reliability to make such an evalu-
ation. meaningful the system is tpo subjective to permit replication by
researchers worklng lndependently of each other.?®

For this research project, a different method of determining reader
comprehenslon was developed. First, the retellings of five subjects
(1nc1ud1ng the two - subjects used in the analysis) were transferred to two
tapes; one tape contained five retellings of "Meditacidn del saludo," and the
other tape' contained five retellings of "Cold Cash.” Bilingual Spanish/
English speakers were then -engaged to listen to the tapes and to evaluate the
comprehension of the subjects by ranking them from best to worst using stan-—
dard criteria. .The purpose of the ranking was to produce an estimatiicn of the
relative degree of comprehension attained by the subjects. This procedure
allows the:researcher to charac¢terize one reader as "the good reader" and
another as "the poor reader" without implying that an absolute standard of

<

reading effectlveness has been applied. The benefits of this scheme are two: <

it precludes investigator bias, and it facilitates replication.

-

Results - -

A detailed explanatlon of the results on all 13 analysis categories is beyond
the scope of this paper (for such an" explanation, see Clarke 1978). The
discussion which follows provides an overview of ‘the results; detailed com-
ments are limited to the most important code categorles- Table B presents a
summary of the reading performance of Andrade and Baca in Spanish and in
English. The results in each category portray Andrade as the better reader,
both in Spanish and in English. .

MPHW (mlscges per hundred words):, the basic quantitative measure used in
miscae analysis, is computed by dividing the total number of words read. into
the total number of miscues, and multiplying by 100: :
100'(Mi$cues) -

Total # words -

MPHW =

<

Studies (for example, Goodman and Burke 1973) have revealed a fairly con-

"siStent relationship between miscue cquan:ity and reading proficiency: good

readers tend to make fewer miscues than do poor readers.® The performance of
the two readers in this study confirms this expectatlon. Andrade produced
fewer miscues than® Baca, both in Spanlsh (2.0 compared to 4.6) and in English
(5.8 compared to 6.8). _ . _
Whereas MPHW provides an index of the quantity of miscues, the Comprehend-
ing score measures the quallty of miscues produced by a subject.”” The score is
derived by adding the percent of semantically acceptable miscues (Code cate-
gories SEMAC 4 and 6) to the percent of semantically unacceptable miscues

" {Code categories SEMAC 0~3) which the reader has successfully corrected.

Comprehending = % SEMAC 4 & 6.+ % CREC 1.,

. i
- . . - ’
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Unliie a comprehension rating, which measurées the final amount of understanding
achieved by a subject, the comprehending score provides insight into the pro-
cess of understanding. 1Itfreveals the reader's awareness of the effect of his
miscues on meaning, and- the effort he makes to correct semantically unacgep--
table miscues. BAndrade displays greater sensitivity to the quality of his
miscues than does Baca. In Spanish, Andrade produced a Comprehending score of
82%, compared to Baca's 70%; in English their scores were 52% to 44% respec-—
tively. : . - ]

If the quantity measure, MPHW, is reduced by the quality measure, Compre-
hending, the result is the frequency of unacceptable, uncorrected miscues per

.hundred words, the Residual MPHW. This figure represents the percentage of

miscues which may disrupt meaning. Andrade's scores on this measure are
superior to Baca's: .32 to 1.3 in Spanish and 2.5 to 3.5 in English.

The Comprehension rankings confirm the evaluation of the three process
measures; Andrade was ganked first in Spanish and tied for second in English,
whlle Baca tied for last in both rétellings.

Although space does not permit a detailed dlscu5510n of the results on each

of the 13 code categories, it is important to report that the reading behaviors

‘of these two adult ESL students resembled, in most respects, the reading beha-
viors of native English speaking readers (Goodman_and“Burke 1973) and the

'reading behaviors of children for whom English is a second language (ngg

1976,. 1977): the good reader produced fewer miscues than did the poor

reader; neither sSubject corrected many miscues; their miscues were generally of
high graphic and phonemic proximity to the text; they produced no allologs;
their miscues produced little syntactic or semantic change; the most frequent

miscue was the word-level miscue in which one word was substituted for another.’

Two of the code categories, however, merit closer inspection. Tables 9 and
10 provide information on the syntactic and semantic acceptability of the
readers' miscues in Spanish and in English. BAndrade's performance, as

-reflected these two wcategories, shows him to be the superior reader both in

Spanish and in English. SYNAC indicates the extent to which a reader's oral
reading conforms to the syntactic constraints of the passage. ' SEMAC reflects
the reader's sensitivity to meaning constreihts. Previous studies {(for example
Goodman and Burke 1973, Rigg 1977) have shown that good readers generally pro—

.duce more syntactically and semantically acceptable miscues than do poor

readers. The results of this stﬁdy provide.a slightly different picture. 1In
Spanish, the two readers appear equal in their ability to produce- syntactically
acceptable miscues (52%), while in English, Andrade demonstrates a slightly
greater sensitivity to syntactic constraints (54% to 46%, respectively).

’ Semantic Acceptability appears to differentiate the two readers better than
Syntactic Acceptability. Here, B80% of Andrade's miscues on “he Spanish reading
were either totally acceptable or acceptable with minor syntactic adjustments,
compared to 64% for Baca. The totals drop substantially whe:r their EngYish
performance is considered, but Andrade still performs better than Baca (46% to
38%). " - s -

~

Summary

The oral reading miscue results provide answers to the itwo research questions
which are similar to those provided by the cloze test results. With regard to
guestion one——"Can the psycholinguistic perspective of reading explain the
reading performance of proficient, adult Spanish-speaking readers, -reading in
Spanish and in English?"--the, answer appears to be "yes." The reading perfor-
mance of Andrade and Baca, as revealed by miscue procedures, is basically the
same as it is. for children studled by Goodman and others; both readers produced
miscues that demonstrated  their attempts to utilize graphophonic, syntactic,
and-SemantiE'cues to extract the author's message. With regard to question -

™
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two-='"Do these individuals transfer their reading skills to the second lan-
guage?"-—-the results again lend themselves to conflicting interpretations: It
is clear that Andrade is a better reader than Baca in both Spanish and in
English; in all the significant analysis categories, Andrade's performance is
superior to Baca's.’' Again, however, the -good reader's superiority over the
poor reader decreases. substantially when their English Yeading performances are
compared to their Spanish reading performances.

CONCLUSIONS - AND IMPLICATIONS

As a prelimfpary investigation into the reading behavior of adults reading in a
first -and second language, the present studies have a number of limitations.
First, because of the in-depth nature of the analysis, it was impossible to
study the readlng performances of a large number of subjects. The results .are,

other populations without quallflcaﬁlon. Second, the studies are based on the
assumptlon that the behaviors elicited by cloze tests and oral readings are
representative of the subjects’ silent reading behaviors. All conclusions:must
be tempered by the possibility that the elicitation instruments have produced
behaviors which are peculiar 'to those tools, and not in fact representative of
the subjects' reading behaviors. Nonetheless, the results provide theoretical,
pedagogical, anéd methodological implications. ’

Theoretical . i
The results of this study seem to justify some form of a reeding universals
hypothesis. The adult readers studied here, reading in Spanish and in English,
appeared to be utilizing the same basic behaviors as the proficient readers in
the Detroit study (Goodman and Burke 1973) and other miscue research projects
(for example Rigg 1976, 1977, Sims 1972). For them, as for the sui.jects of
previous studies, reading is not an exact process which depends upon accuracy
at all levels of language; but rather, it seems to be a process of hypothesiz—
ing, té€sting, confirming, rejecting. - T ’

The exact nature of the universal processes, and the linguistic levels on
which readlng is different--or the same--in different languages is not clear at
this point. Goodman (1973:27) asserts that "...the reading. process will be -
much the same for all languages with minor variations to accommodate the speci-
fic characteristics of the orthography used and the grammatical structures of
the language."” Glimpses of potential "minor variations" are available from the
miscue results reported here. For example, in Spanish Andrade and Baca pro~ .
duced exactly the same number of syntactically’ acceptable responses. Andrade,
of course, produced a substantially higher percentage of semantically accepé—
able miscues.. In other Engllsh miscue studies, however, just as in the English
data from this study, the good readers consistently hold the advantage in both
syntactic and semantic acceptability. With regard to another code category,
grammatical form and function, it may be sxgnlflcant that in Spanish these
readers produced miscues on function words more frequently than on any other
part of speech, while in English they tended to miscue on: nouns more ‘than on
the other grammatical categorles- for the English. speaking subjects of the
Detroit study (Goodman and Burke 1973), the grammatical category most fre-
quently involved in miscues was the noun. These two examples would seem to
1nd1cate that the language in whlch cne. is readlng does, indeed, lnfluence
one's reading behaviocr.

A further implication of the present studles involves reading in a second
language. As mentioned earlier, models of L2 reading have not been developed
because of.;a lack of regearch data to ‘support them. Rather, theorists have
assumed that reading is basically the sSame in all languvages, and teachers have
developed methods and materlals to reflect research insights into L1 reading.

<
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The results of this study suggest that, while the assumption of universals may
be justified, the role of language proific’_ency m?, be greater than has previ-
ously been assumed. Cloze test performance and oral reading behavior suggest
the presence of a "language competence ceiling" which hampers the good L1
reader in his a“~tempts to use effectizg reading behaviors in the target lan-
guage; apparz=ntly, limited control over the language "short circuits" the good
reader's system, causing him to revert to "poor reader strategies" when con-
fronted with a difficult or confusing task in the second language.

This suggests that it may be inaccurate to speak of "good readers" and
"poor readers." It is obvious that the term "good reader" does not apply with

‘equal precision to Andrade when he reads in English as it does when he reads in

Spanish. Perhaps there are not "good" and "poor" readers, but me*ely "good"
and "poor" reading behaviors, which characterize all readers at different
times.

Pedagogical

The research reported here would seem to support psycholinguistics as a model

for curriculum planning, methods, and materials development in the teaching of
ESL reading, at least to Spanish speakers. Some version of the reading univer-
sals hypothesis has been tentatively confirmed, indicating that the fundamental
processes of reading are the same- in Spanish and in English. . Tt would, there-
fore, seem justifiable to build reading programs that emphasize the behaviors
which this. and previous research show to be characteristic of good readers.

" Among the behaviors which seem most  productive and which might be effectively

taught are: concentration on passage-level semantic cues; the formulation of
hypotheses about a text before reading to confirm, refine, or reject those
hypotheses; the de-emphasis of graphophonic and syntactic accuracy, that is,
developing a tolerance for .nexactness, a willingness to take chances and make
mistakes. :

On the other hand, the results of these Spanish-speaking adults reading in
English underscore the importance of language skills for effective reading.
This finding supports the activities of "traditional" ‘teachers (Lado 1964,
Finocchiaro '1969) whose approach to teaching reading emphasized grammar lessons
and vocabulary instruction, as well as recent attempts to combine reading .
skills work with language skills developmerit (Baudoin et al. 1977, Clarke and
Silberstein 1977, Eskey 1973). The dilemma fbr L2 reading teachers is one of
attempting to provide students with . -a "global wview" of the task—--by emphasizing
the inexact nature 'of reading, the need for guessing, taking chances, etc.--

while at the same time helping to acquire the fundamental language skills to

facilitate the process. Gibson and Levin (1975) raise dquestions about Good-

. man's "psycholinguistic guessing’ game" (Goodman 1970c) description -of reading -
- which illustrate the dilemma:

1. On what basis does the reader make his -predictions? .

"wWhat is the nature of his predictions? 1Is the reader guessing suc-
ceedlng letters, words, phrases, sentences, or the general plot of meanlng of
the text? Said another way, what units is he predicting? :

3. How does he check. his predictions? How does he know where to look in-
the subsequent, or perhaps precedlng text? what informs the reader where to
focus his. attention? .

< 4. what constitutes. a confirmation? What happens if he finds he has
guzssed wrong? . .

a
-
P

All of the above questlons can be answered on v1rtually every level of lan-—

guage, ranging from the phonemic up to the discourse level, and beyond, to the

realm of knowledge that is outside the ‘text. For the second language learner

the task must seem impossible at first, as he attempts to master thé different
. ¥ - .
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levels of the target language whlle sxmultaneously striving to use the language*
for communication. :

Attempting toc teach someone to use the phonemic, morphemic, syntactic,
semantic, and discourse cues of the -language before he has Jlearned what they
are, . how and when they occur, and their contextual variations seems unrealis-
tic. Yet the familiar example of the student who knows all the words and gram-
matical structures.of a sentence or a ‘paragraph and yet canrot comprehend what
he has read is the result of learning the elements of language without under-
standing the processes which one utilizes to communicate with those elements.
In other words, ESL reading teachers must emphasize both the psycho and the
linguistic. - -

Another implicatlon for teachers concerns the "short circuit" hypothesxs

put forth to explain the reduced efficxency of good 1 readers reading in a = T

second language. As mentioned earlier, the difference between the good and
poor L1 reader on English reading tasks was not as great as it was on Spanish
reading tasks. It is possible, therefore, that two students could produce
similar L2 reading behaviors forx different reasons: one because he is a poor
reader, the other because he has hot been able to transfer his L1 reading
skills to the second language. It would be unrealistic to suggest that the
teacher produce ‘different materials or methods to solve the problems of each
student, but an awareness of the different sources contributing to similar
behaviors would certainly increase the teacher's sensitivity and, therefore,
the potential for overcoming the students' difficulties. Such sensitivity
might mean that exercises developed for one student need only remind him of the
purpose and methods :of effective reading, while exercises developed for another
stuvdent would attempt to teach him how to read. more effectlvely.

a

Methodologzcal

The present'studychas confirmed the value of oral miscue procedures for the
investigation of the reading behaviors of adults. The results removed the con~
cern that adult L1 reading behavior would be so effortless as to produce very
little data for analysis. Indeed, the quality and quantity of miscues produced
by these adults- were strikingly similar to the quality and quantity of miscues
produced by children in previous studies.

The study raised a number of issues which future miscue work should
"address. The first, and most important, concerns_ the reliability of the pic-
ture of silent reading provided by oral reading. Hood and Gonzalez (1975)
discuss the issue at 'length, pointing out that all oral reading research
depends on the assumption (not always made. explicit) that oral reading is
egquivalent to silent reading, yet little work has been done to confirm the
relationship. . It is slightly suspicious that the reading behaviors of the sub-
jects in this study (adult Spanlsh speakers) were so similar to the reading
behaviors of the children (English speakers) in previous research. Cne
. -~ explanation ‘is that readir: is a process characterized by universals; another

is that the oral reading task’ so restricts the performance of the subjects .that
their miscues reveal s1m11ar1t1eszmh1ch would not be evident. if their silent
reading. could be observed. ' :

Another issue of miscue methodology which needs attention is that of the
comprehension measure. The weaknesses of the “retelling" procedure have been
discussed by Goodman (Goodman and Burke 1973); the difficulty involved in. get-
ting subjects to tell everything they remember (indeed, of getting some sub-
"jects to speak at all) and the problem of inter-judge reliability are the two
most serious weaknesses. With adults and older children, an’ objective test
might be used in conjunction with the retellings in an attempt to improve “the
accuracy of the comprehension assessment. If the test were of the discrete

3 point variety, the questions could be printed on separate cards and presented
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to the subject one at a time to minimize learning from the test which would
‘inflate his comprehension score. .
The comprehension measure in its present form is a serious weakness in

. miscue research:methodology. Whereas a number of researchers working together
undoubtedly achieve respectable levels of inter=judge reliabillity, individual
researchers working outside the pale of the miscue group are severely ham-
pered in their attempts to replicate reséarch. Until a more’reliable measure
of'comprehension is devised, the scores provided by res@archers will have to
remain mere "rough estimates" whose principal value is to rank subjects in
relation to each other.

And flnally,'the results seem to confirm the value of cloze tests in
research into the reading process: The cloze analysis tool (Clarke and Burdell
1977). provides a framework for evaluating the quality of cloze responses. The
present study indicates that good readers' unacceptable responses are of

----- — —greater semantic accuracy than those. of poor readers. Further research is
needed to ascertain the exact nature of the linguistic cues used by good
readers—~especially as these relate to discourse constraints (but see, for
example, Flahive 1978)--but the results reported here indicate that explora-
tions with cloze tests will prove fruitful.

TABLE .1

Subjects for Cloze Analysis: Spanish Cloze Scores and Responses for Analysis
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1. 12 47 5.33- - 65 87 3 -
2. 19 37 ¢ 10.50, 62 81 2 -~
3. 4 38 12.33 61 _ 78 12
4. 16 47 15.50 - 60 'y 10
5. 2 19 ‘ 17 .20 ‘59 ’ 8z 8
6. ‘5 -, 36 . 17.20 59 80 10
C 7. 7 46 17.20 59 83 7
S. 17 44 - 22.20 58 81 9
’ : ) 68 Total
m=39. 253 * . m=60 .37 m=81.50
. R=19-47 . =58-65 R=78-87
Poor L1 Readers
1. 14 ’ 34 58.50 _ S0 72 - 18
2. 11 41 60.20 © 48 ’ 74 , 16
3. 20 46 ¢ 60.20 - 48 73 T 17
4. 1 | 26 68.50" 46 67 21
5. 8" - 67% 70.50 , 45 75 15
6. ° 6 36 74, . 33 .55 . 35 .
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m=41.6 L =45 © m=69.33
R=26-67 R=33-50 R=55-74

*Took placement test previously.
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TABLE 2
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-Subjects for Cloze Analysis: ‘English Cloze Scores and Responses for Analysis
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129 Total
m=39.25 m=31.50  m=40.87 '
. : R=19-47 R=23-41 ‘'R=31-50
Poor L1 Readers :
1. 14 34 11.25 26 31 26
2. 11 41 S 33 . 41 16
3. ‘20 46 ' 15 24 31~ 26
- 1 26 19.50 20 26 31
5. 8 67* 16.50 . 23 Y32 25
6. ) 36 19.50 20 24 33 k
: 157 'Total
m=41.6 m=24.33 =37 .82 .
_ R=26~67 R=20-33 R=24-41
" ] N [y
*Took placement. test previously. ) . s
TABLE 3* - .
v Syntacéic Acceptability of Spanish Cloze Responses
4 . 3 27 1 0
TOT ' ACCEP ACCEP ACCEP . Not
ACCEP In SENT After Prior -ACCEP
Goed E1
Readers ° ' 35% 6% 6% . 38% 15%
8 s8's ’ . ' ,
68 OR's : T - N 1
. : -
i Poor 1.1 L
- .Readers .. 50% 1% 8% 31% 10%
. 6 S's ’_:_'_.ﬂ’ o
124 OR's > a
*See Appendix B for an explanation of code categories.
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TABLE 4*

Semantié Acceptability of Spanish Cloze Responses

5 4 ' 3

>

*See  Appendix B for.an explanation of code categories. .
t ‘. . [ R

-

2 SR 0
TOT ACCE?® . ACCEP ACCEP ACCEP -Not DBT-—
ACCEP In SENT In SENT After . Prior ACCEP FUL
w/Error - w/Error s
i
Good Lt , i
Readers 41% 34% 1% 4% ‘ 13% 6% 0% °
8 S's ' '
68 OR's .
Poor L1 . T
Readers 25% 44% 3% 3% 17% 6% 2%
& S's
124 OR's
“See Appendix B for an explanation 0! code categories.
' N . 1
o - TABLE 5
- /
,Syntactic Acceptability of English* Cloze Responses
a - 3 2 S I 0
* TOT ACCEP ACCEP ACCEP Not
ACCEP In SENT ‘After Prior ACCEP
Good L1
Readers 36% 7% 18% " 19% 19%
8 8's - '
129 OR*s
Poor IL.1 .
Readers 36%, 5% 208 19% 20%_
6 S's I /
157 OR's _
*See Appendix B for an explanation of code categories. -
TABLE 6
~ Semantic Acceptabiliﬁyﬁpf English* Cio;e Responses
5 4 3 2 R 0 g °
TOT " ACCEP ACCEP ACCEP ACCEP Not -+ . DBT-
ACCEP In SENT In SENT After ‘Prior ACCEP FUL
w/Error a w/Error ' ’
Good 11 , : s y -
Readers . '22% : ‘24% ~ 5% /o 12% 19% . 16% . . 2%
8 S's . ' . \
129 OR's. . \ £
\ \ .
Poor L1 ‘ .
Readers 18% 25% 5% 10% 21% 19% 2%
6 S's ¢
157 ©OR's
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TABLE 7.

s ' - Subjects for Miscue Analysis

Subject - N Andrade Baca
Sex : - Male - 5 . Male
Age ) £ 30 - " : 19
Nationality Colombian Nicaraguan
Education B.S. ¥.S. Diploma
Placement Test _ ; 48% . 61%%*
Spanish CLZ . 69/90 : o 43/90

{ Rank) . . . (1/74) _ (72/74)
English CLZ . 29/64 _ 22/64

{Rank)  (26/35) . (33/35)
*Took PLT previously. T

, o . TABLE 8

Summaﬁy Misé%é Results
i ,

B : Andrade . Baca
i ‘ .

’ ; Spanish English . Spanish English
MPHW S 2.0 5.8 4.6 6.8
Comprehending - ' .82 T .52 .70 <44
Residual MPHW S 32% 2.5%* s 1.3 3.5++
Comprehension ranking (n=5) @ | 1.0 .25 4.5 , 4.5

*Based on. 2767 words read : +Based -on 1213 WR¥rds read v

**Based on 959 wgde‘read ++ Based on 780 words read

N\

° -

|

{

i

2 {
.. : |

i

TABLE 9
o B )
Syntactig Acceptability (SYNAC)

! <

\

» ) . ,i : - Andrad% Baca

Code Spanik) English' _ Spanish English
0 Not Acceptable : ‘ < 6% 12% 6% 14%
1 Acceptable with Prior i 32% . 20% - 34% 18%
2 ACCEP with Following _ 10% 2% i 6%1 10%
3 Acceptable in Sentence 0 e 2% 0 0
4 Totally Acceptable - 52% 54% 52% 46%
6 ACCEP in Passage but for other miscues 0 : 10% _ . 2% 12%

' n=50 : ' ’ } .
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TABLE 10
/. Semantic Acceptability (SEMAC)
/; -Andrade Baca
/ - 7
Code

Spanish English

Spanish English-’

w

é Not Acceptable

4% 34% as 38%

//1 Acceptable with Prior 8% 16% 8% 16%

2 ACCEP with Following - 0 0 0 6% -

3 Acceptable in Sentence 6% 2% ‘ 143 2%

‘4 Totally Acceptable 42% 20% 163 26%

5 ACCER. in SENT w/change 2% 2% i 6% 0

‘6 ACCEP? in PASS w/changz 38% 26% ' 48% 12%

n=50 o i

. ]
IrYOTNOTES ™~

insightful critique
thank Senaida T. Gaﬁci
-assistance in the pre; aration of the pecper.

1 would like to thjnk Robei-t Marzano, University of Colorado at Denver, for

Clarke 1978) conducte

John A.

acceptability using this instrument ranged from 70% to 91%.
ages of agreement were as follows:
sh SYNAC 87%, English SEMAC 73%.

- 47he Taxonomy presented here 'is the short form.
~(but one which is missing many codes and coding iristructions recently added

1i

’

[0.01 038

of [ ‘an early draft of this paper.

for hex efficient secretarial and edltorial

i .
27he studies repé#ted here are part of a larger research project {(ses

I would also like to

while the author was at the University of Michigan.
Special thanks for assistance in that progect are due to H. Douglas Brown and
Upshur of the English Language Institute.

Percentage ‘. ' coder agreement on evaluations of syntactic and semantic

Goodman and others) is available in Goodman and Burke (1973, Appendix D).

tion of the Taxonomy is available in Allen and Watson (1976). The coding

decisions for the English story in .this study were verified by Pat Rigg; in the

Average percent-
Spanish SYNAC 86%; Spanish SEMAC 70%;
(See Clarke 1978, 62.)

Eng-

A more complete version

course -of working with her, I became aware of the large number of  implicit.
coding and analysis conventions which have developed among miscue researchers,
It 'strikes me as unlikely that miscue™=

and which have never appeared in print.
studies can be reliably replicated without - tlie assistance of a researcher who
has been in close contact with the Goodmans for a substantial’ period of time.
. have not. addressed the question of coder reliabillty..
procedures they have ‘established reduce subjectivity somewhat, but researchers

5Goodm3n et

working ‘together tend to develop criteria whick govern their decisions, yet

which are not always explicit in coding manuals.
this- weakness in miscue research procedures,

ing the evaluation of texts by independent coderse.

®This relationship should not be interpreted as proof that accuracy is a
prerequisite for effective reading.
that it is quite likely that the tendency to produce few miscues is a result,

not a cause of. good reading.

production was flawless, yet he had apparently understood nothing of what he
had read. . : .

C

Martellock (1971) studied one reader whose oral

Goodman and Burke (1973,

Hood (1975-76) discusses
and offers suggestlons for improv-—

32) peint sut

pal

Rigg (personal communication} informs me that -a good presentation and explana-

The-

@

/‘

!

i
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7$ne striking similarity of the results of this study to the
previous miscue studies suggests the inﬁriguing possibility that
studies will produce results which exaggerate the "universality"
reading process. In other words, perhaps oral reading is not an

results of
oral reading
of the
accurate

reflection of silent reading. Hood and Gonzalez (1975) discuss the issue at
- length, pointing out that all oral rgading research depends on the assumption
that oral reading is equivalent tb silent reading, vyet little work has been

done to confirm the relationship.
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APPENDIX A

o ] t 4

Excerpts from Spanish and English Cloze Test Batteries co,

>
>

Meet Don Rogers - . .

.t

(Auapted from Mellgren and walRer 1973a.) ) .
My name. is Don Rogers. I am from Canada. I have one brother and two
sisters . We live with our mother and father in Toronto. My " brother
and I like cars. We " work at a gas station after school. We like our
work. We like to fix cars. .We like to wash the trucks and fill them
with gas. We have an old . car « We work on it every day.. It is a

. good " car, but it needs a lot of work. We ~ ride to school in it

every day. Sometimes our sisters ride in it too, but often they ride to

" school on the bus. I guess they want to be safe.

. - .

* AN o~

The Life of a Housewife -
. <

s(Adapted from Alesi and Pantell 1972.)

-

Sally Jones is married. She has four c¢hildren. She is having .coffee with
her friend Rose. The children are in school. Mr. Jones jis at work.

~ "Life is hard," says Mrs. Jones . "Every day is the same. I  wash
the dishes and the clothes. I cook.food for breakfast , lunch and dinner.
I clean the house. Every - day is the same. That is the life of a

" o

housewife . . . .

"Yes, that is right," says Rose. ‘ \

They  dtink their coffee. ' ] - Y

Mrs. Jones works in the house - every day. She cooks arid .she cleans..
On _Mondays , she washes the clothes. On Tuesdays, she irons the
clothes. On Wednesdays, she shops for food. Of course every day she has
to cook and clean. Even on Saturdays -and Suridays she must work.' She
is always tired. She - never has time to rest. _ -

Every morning, she has. coffee with her friend, Rose. Rose lives .
near her. Some mornings, the women have coffee at Sally's house. Other
mornings, they have coffee at Rose's _ house . g ' g;

After coffee, Mrs. Jones begins her work.’ First , she washes the dishes

'and cleans the kitchen . Then she makas the jbeds and cleans the bed-"

rooms. Soon it is time for lunch. The children come home from school to eat
lunch. Mr. Jones eats his lunch at works After . lunch , Sally finishes

[

her housework. ) -~

About 4:00 . - she begins to make dinner. The children come _- home
from school about 4:30. Mr: Jones comes home from _ work, about 5:30. The

family has dinner about 6:00. Then- Sally does the dishes and geté the children-

ready for bed. -
A housewife's work is never done”

K ) . -

My Summer Vacation

- A

(Adapted from Mellgren and Walker 1973b.)

Last year I went to Guadaloupe for my summer vacation. Guadéioupe-is an

island in the Caribbean Sea. - _
" 'The weather is wonderful there . The days are warm and sunny, and ‘the
Q ‘ . . . o ’ R ’
ERIC . IR -
P i v B . : - ' ) .

Q5 o i
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It seldom rains and it

"nights are cool and clear. never snows. 'The
air is always ‘very clean. ’ . !

I spent a week- in a hotel near the sea. The ‘hotel had a beautiful
garden and a large,_swimming pool. There was a beautiful beach too. It )
was ‘espacially beautiful at sunset. - “ ' ' .
. The hotel food _ was very good. It was so good that I  ate too much
durlng my visit. And all thig wvas not expensive. Tt cast only fifteen
.dollats a. day. ’ ) o

Every day was full of fun. After eating a big breakfast, I’
spent the rning swimming and Tying ‘in the, sun. At 12:00 I usually ate

lunch with friends. After eating lunch, I would sleep for an phour. . .
fhen I liked to read a ‘'book by tlde swimming pcol. Sometimes T played
tennis. In the evening everyone dreqsed for dinner. After dinnex we .

danced until morning.

I have decided to visit Guadaloupe again for my next vacation.
wrote a letter _asking for a room the first week in August. ,
come -too? . : : s

- «

I just
Do you want to

Una. Carta a Dios

.

“~
(Adapted from Lopez y Fuentes 1971.) ST v

-4

-
he .

La casa-~finica. en todo el valle——estaba en lo alto de un >cerro. bajo. .
Desde "alli se vefan el rio 'Yy Junto al—corral, el campo & nafz maduro con las
flores del frijol, promesa indudable de una buena’ coséiha.

Lo mice que necesitaba la tierra sra una lluvia, & a lo fmenos un tfuerte
aguacero que dejara mojados los campos. Dudar de que lloveria ~habrfa sido lo °
mismo que dejar de creer en 1la experiencia y la sabidurfd de los wviejos', del
pueblo.

Durante la mafiana, Lencho--que conocfa muy blen “el campo y.crefa micho en
" das viejas costumbres--noc habia hecho mas que eéxaminar el cielo hacia el
nordeste. - : .

——Ahora si que viene el agua, vieja. L <

¥ la vieja; que preparaba la comida, le respondid:

—-Dios lo quiera. “ ' = . _ v

Los muchachos mas grande% arrancaban la mala hlerba en el campo sembrado, ~
mlentras los mas peguenos jugaban cerca de la casa, hasta que la mujer les
"gritd a todos:~-Vengan a comer-,., ) . W T

Fue durante la comida cuando, como lo habia dicho Lencho ; comenzaron A
caer grandes gotas de liuvia . Por el nordeste se veiar avanzar grandes

nubes . E1 aire estaba fresco y dulce.

El _hombre sa1i6°q buscar algo en el corral s8lo para darse el gusto
de sentir la lluvia en el cuerpo ; Yy al entrar exclamd: - S

~—Estas no son gotas de aqus que caen del cielo; son _monedas nuevas;
_las gotas grandes son monedas de diez céntavos Y 1as gotas chicas son®de
cinco. ) _ N : ) - - .

¥ ° _miraba. con ©jos satisfechos_el campo de maiz  -maduro con las

flores del frijol, todo cubiernto por la transparente cortina d&e -la

lluvia . Pero, de pronto, comenzd a soplar un fuerto viento ° y con 1las
gotas de agua comenzaron a caer granizos muy grandes. Esos si que parecian
Los muchachos, exponiéndose a la lluvia, corrian .
a _recoger las perlas heladas. ' ;
~-exclamaba el hombre.

-~Esto si que estid muy * malo ——i0jala que pase
pronto! o . c ) .
' ‘No pasd pronto. Durante una hora cayd el granizo sobre la casa,

el monte,

el maiz y todo‘el valle. El campo estaba blanco, como
cubierto de sal.

Los arboles... : _ Lo -

Aruitoxt provided by Eic:
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o

" . T La Camisa de Margarita

(Adapted from Palma'\aﬁsl)

Las viejas de Lima, cuando quieren protestar al altgaprecio de m arti-
culo, dicen: "jQué! Si esto es mids daro que la camisa de Margarita Pareja."
Yo tenia curiosidad de saber qulen fue esa Margarita Ttuya camisa era tan
famosa, y en un periodico de lea gncontre un. articulo que cuenta la histdria
que van ‘ustedes a leer. : s

Margarita Pareja tenia, en 1765, dlez y ocho anos Yy era la hija favorita
de don Raimundo Pareja, colectcr callaoc. La muchacha era una de esas limefii-
tas que .poxr su belleza cautivan al mismo diablo. Tenia un par de ojos negros
que eran como dos torpedos cargados.con dlnamita vy que hacian explosion en el
corazon de todos los jovenes de Lima. <L a

-Llegd por entonces de Espafia un. arrogante joven, . hijo de Madrid, Ilamado

" don Luis Alcazar, que tenia en Lima un tio solterdn, muy -rico y todavia mas
orgqulloso.’ Por supuesto que, mientras le llegaba la ocasidn de heredar al
tio , wvivia nuestro don Luis tan pobre como una rata.
. En una procesidn conocid Alcazar a la linda Margarita. . La
> muchacha le llend el ojo y le flechd el _corazdn . El le echd flores, y
Aungque ella no le contestd ni sf ni no, le dijo con sonrisas y dem&s
-armas del arsenal femenino que le _gustaba . Y la verdad es que se
enamoraron _ locamente. T

u

para casarse con Margarita su presente _pobreza no serfa obstdculo, y fue al
padre - vy sin vacilar, le pidid la mano de su-__hija . A don Raimundo no.le

gustd mucho la idea y despidié al joven, diciindole que Margarita ere
attn muy joven para tener marido , pues a pesar de sus diez y  ocho afios
. ] B

todavia jugaba a las mufiecas.
Pero no era ésta la verdadera razdn, sino que don Raimundo no querfa ser
suegro de un pobre, y asi loidecia en confianza a sus amigos, wno de..-
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Como los amantes olvidan que existe la aritmética, _.crey8  don Luis que
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- . ' " ‘APPENDIX B
" . Code Cateqgories. for cloze-Analysis -,
(See ‘Clarke .and Burdell 1977 for a detailed explanation of this instiﬁmeht.) ' .3

-
+ - o

'ngtactic Accqptabilit§ {SYNAC) {exact responses appear in parentheses) -

.

4: totalry acceptable

I staxed a week in a hotel by. the sea.
- {spent)}

Esto si que estd muy feo .

(malc) £

acceétableAin the sentence;

tactic constraings, but violates discourse

usﬁally

. . "(would)

{The passage requlres the past tense.)
Consentd en que le regale la camisa
{Consiento}, :

{The passage requlres ‘the present tense.)

Aften;éating lunch I sleep for

ar

acceptable'onLy with—the following portion
response on, the sentence is syntactically

o

The hotel food . were very good.
{was)

Los muchachos...,

-

corrian a per las perlas...

-

- -

the reSpdhse satisfies sentence level syn-~

4 ' <

an hour. : -

constraints:

de novia...

of the sentence;

from the
acceptable: '

(recoger). . ___

acceptable only with the preceding portion

is syntactlcally acceptable up to and lncludlng the response:

o .
Sométimes our sister

"ride in it_too.
- (sisters)

- El que sallo -a buscar algo en el corral... .

{hombre)

.

. totall} unacceptable: -

It (the foad) was so good that I fat
Fue durante la comida cuando,’

-~ a caer grandes gotas de agqua.
. - - .

» Semantic Acceptability (SEMAC)

<
-

6: totally acceptable:

_hotel ' asking for a room
(letter)
Esos siI que parecian monedas de ' acufiacidn

I just wrote a

N - . (ate)
como lo:habia dicho

v {plata)

ERIC

T .. -

~
o Y

of the sentence; the sentence'

. : -

too mugh...'

llovia ,
(Lencho)

comenzaron
o

(exact responses appear in parentheses)

in August. . ) 5

neva.
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5: totally acceptable if syntactic constraints are ignored:; the sentence
and/or response requires minor syntactic changes:

-

Sometimes our sister ride in it, too. *

{sisters)
. Esos sl que parecfap monedas de oro ‘nueva.
a ) ; (plata)

4> acceptable in the sentence; the response violates some passage-level
meaning constraintsg:.

And all thjis was ' ry expens;ve.
(not)

. . Por Ssupuesto cque, mientras 1ie llegaba la ocasidn de heredar al
padre vivia...tan pobre como una rata.
{tio) © ‘ £§“ =
3: acceptable in %he sentence if syntactic COnstralnts are ignored; the
sentence and/or the response requires minor syntactlc changes to- become
acceptable at the sentence level: - N

<

Even on Saturdays and Sundays she. don't  work.
{(must)
¥ la verdad es que se- puso’ locamente. “
(enamoraron) ¢ ~

2: acceptable only with the following portion of the sentence; from the
" response on, the sentence is seman;ically acceptable:

-
o

7At 12:007 1 usually ate-- - speak. .. with friends.’

3

: (lunch) T T T e
. _Pero, de pronto, comenzd a soplar un fuerte viento y con las gotas de
. agua comenzaron a caer-* gotas - may grandes.

. A (granizos)

i I acqeptahie only with the preceding portion of the sentence; the sentence
is semantically acceptable up to and inc%Pding the response: -

- sfter eating there . big breakfast, I went swimming.
- . 7- (a) i

Dios, «..escribid-~si no me ayudas, el hambre con toda mi
P : familia... - _{pasaré) : -

0: totally unacceptable ‘ oo D e : ‘ .

-~ - . 3

The weathér is wonderful blue .

- ’ o (there) R
Y la verdad es que se %) lo¢amente.
° . . (enamoraron) : )

-
-

9 indeterminate: the response seems to- fit thé.context, but it is impos-
sible to detexrmine the contextual motivation for it: ,

It (the feod)‘wae‘so good that I fat too much...

(ate)
. - A guien muchacha le lleno el ojo, vy le flecho corazén. ¢ ¢
> " 7 (La) . L] . .
- Q] N . - et . ‘

we T e .

w0 . . ) . i . ]
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”

Excerpts from Oral Miscue Reading Selections

Meditacidén del Saludo por Ortega y Gasset

(Ortega ¥ Gasset 1957-)
- Nuestro viaje hacia el descubrimiento de que es en verdad. la sociedad Yy los
' social ha hecho crisis. - v e
Recuérdese que nuestra trayectoria partfo de la desconfianza que nos han
inspirado los sociologos porque ninguno de ellos se habia detenido con ‘la. .
exlglble morosidad a analizar los fendmenos de sociedad mis elementales. Por
otra parte, en nuestro derredor - libros, Prensa, conversaciones - hallamos
que se habla con la mas ejemplar irresponabilidad de nacion, pueblo, Estado,
.ley, derecho, justicia social, etc., etc., sin que los  habladores posean la
menor.nocidén prescisa sobre nada de ello. En vista de lo cual querfamos .
averiguar, por nuestra cuenta, la pos1bfb verdad sobre esas realidades, y a .
este fin nos parecxo obllgado Ponernos delante las cosas mismas a que* esos
vocablos aluden, huyendo de todo 1lo que fuera ideas o lnterpretaciones de esas
cosas, elaboradas por otros.  Queremos recurrir de todas las ideas recibidas a
las realidades mismas. Por eso tuvimos que retlra;nos a aquella realidad. que
es la radical, precisamente en el sentido de que en ella tienen que aparecer,
anunciarse o denunciarse. todas las demis. Esa realidad radigal es nuestra

vida, la de cada cual. ‘ : S -
En. nuestra vida ha de manifestarse cuanto para nosotros pueda pretender
ser realidad. El ambito en que las ‘realidades se manifiestan es lo que llama-

mos Mundo, nuestro mundo primordial, aquel en que cada cual- vive y que, en.
consecuencia, es vivido por &l y, a2l ser por el vivido, le es patente y sin
misterio. -Esto nos llevd a hacer un inventario de lo que en ese mundo hay,
inventario enfocado al descubrimiento de realidades, cosas,. hechos...

-~

\ ) '_ Cold Ca;h

. {Hoke 1965.)

’
-

At féur thirty—fivehon Friday afternoon, Alvin Pimley put his pencils
away/ took his hat from.the rack, and drove to the bank. He parked outside 7
and then went in. While he waited in line at the window; his thoughts drifted’
to the delicious question of ‘what to have for dinner -that night.

Suddenly, panic broke loose in the bank lobby. Someone screamed, and a
man yelled, "The bank's been-held up!" The fat woman in front of Alvin
fainted. The alarm rang .and somewhere -outside :there was a‘ shot.

A bank clerk said, "He got ten thousand!™ and Alvin, to his surprise,

o

found himself admirlng the thlef S courage. “What I couldn't do with ten
thousand dollars!"™ he thought. ‘ U . “

A few minutes 1ater the pollce came into "the bank dragging a young man -
with them. ) B '

"Hes the one, I a'know him anYWhere,' the teller said. - d

"But he doesn't have a cent on_himl" announced a puffing officer.

"He must have a helper,"” the teller suggested. In spite of loud com-
plaints, everyone in the bank was searched. Nothing was found.

.When Alvin 'was at last free to go, his thought§ returned to his dlnner.
He qurtkly drove... ' ‘

PN L. -2

a’
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APPENDIX D ’

. o

"Code Categories-for Oral Reading Miscue Analysis

Guodman and Burke 1973 for a detailed explanation of this instrument.)

Correction: Did the reader repeat material in an.aﬁparent effort to
correct a miscue? Was he successful? -

Dialect: Was dialect involved ‘in the miscue? Does the miscue demonstrate
first or second language influence? I there evidence that the miscue is
a result of inter—-language phenomena? (Only miscues which lnvolve morpho-
logical or syntactic changes are coded in this category.)

Graphic Prox1m1§y, Graphically, how similar was the miscue to the
expected .response? (To make this judgment, the researcher must render the
miscue according to the cogriventions of English or Spandish “orthography,
then compare the OR and ER to arrive at’ a decision whlch can range from
0=-no similarity, to 9--homograph. ) .

Phonemic Proximity: Phonemically, how similar.was the miscue to the
expected response? (The same scale--0 ta 9--is used hexe a%_in_category
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'Allolog: Is the miscue an allolog of the expeéted response? (Allologs

are alternative forms of the same word. Examples include can't for
cannot, that's for that is,.plane for aixrplane.)

Syntactic Acceptablllty- Syntactically, how acceptable was the’ miscue?
{The codes, which range from totally acceptable through acceptahle only
with parts of thé sentence, to totally unacceptable, represent an attempt
to &rade'each miscue 'according to "degree of syntactic acceptability."
Such a ranking of responses permits researchers to characterize the
“quallty" of a subject's hypothest3 concerning the syntax of the struc-
ture he is reading.) v <
Semantic Kcceptability: Semantically, how acceptable ‘as the miscue?
(The codes, which are basically the same as those in category 6,. permit
researchers to ‘characterize the "quality"” of a subject's hypotheses con-
cerning: the meaning of the text.) ) ‘ s :
Syntactic Change: Syntdttlcally,.how mich change resulted from the mis--
cue?' {When a miscue produces a sentence which is syntactlcally accep-
table, the dégree of change between the ER and OR is measured. This
category is coded u51ng a scale of 0 through 9, indicdting increasing
similarity.) . . . o
Semantic Change: Semantically, how ‘mich change resulted from the miscue?
(Just as withh category 8, this category is not ooded unless the miscue is
semantically acceptable. The ¢ode.values also range from 0 to 9.)

Intonation: Is intonation involved in the miscue? (Intonation changes

are 1nvolved in almost ‘all miscues. This category is used only when
intonation signals a morphologlcaloor syntactic change.)
Bound and Combined Morphemes: Did the _miscue involve inflectional, deri-

‘vational, or contractional morphemes? -Did it involve the stem? (Each

miscue involving bound and combined morphemes is coded for substitutlon,
insertion, omission, or reversal of morphemes.)

Word and Free Morpheme: Did the miscue involve the substitution, inser-
tion, ocmission, or reversal of a free morpheme or word?

Grammatical Category and Surface Structure: To what structural category
does the miscue belong (noun, verb, noun-modifier, verb-modifier, function
word)? Wwhat is its form (i.e., common noun, verb in passive, noun-derivad
adjective, etc.)? What is its function in the senténce (i.e., subject, -
main verb, object, etc.)? (This category is used only when the miscue
does not have the” same grammatical function and form as the expected
response. This allows the researcher to describe the degree to -wHich a
subject tends .to subgtitute words which have the same grammatical form and
function as the expected response.)
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INTRODUCTION

. -
a

Deﬁeloping an eaequate measure of degree of bilingualism has long been a .
problem for testers and educators alike. Osgood and Ervin 51954) discuss
methods of measuring degrees of coordinate bilingualism, and Jakobovits (1970)
describes no less than 27 methods for assessing various:.aspects of bilingual-
" ism. _ In many countries, problefis-of Filingualism in education have lent .an °,
urgency to the need for am acceptable measure. Particularly in such countties
as the United States and Canada, social, political, and legal factors have'_
drawn attention to this urgency. 'Inte;est has quite naturally centered on, ‘
. bilingual—asessment in c¢hildren entering schogl, and.therefore pn ‘oral testing.
(See Holloman. 1977 and Burt and Dulay, 1978, for examples.) ~
The purpose of the present research is to wark toward the development of a
. testing procedure for measuring the -degree of bilingualism in reading among
older subjects. It involves the use of clozentropy, a variation on the well-
© known c¢loze procedure, Aas it can be demopstrated at clozentropy, applied to
the assessment of degree of bilinguallsm, fulfilils conditions specified for
such measurement by such researchers as -Jakobovits and Burt and Dulay.
»Jakobov1ts (1970) suggests that such a measure should -take account not only of
‘a Subject‘s control of his two ‘languages, but also of the amount of inter-—
ference caused by the fact of bilingualism itself (not only in the L; but also
in the I.4q). In other words, what is needed is a measure which compares a i
bilingual individual's proficiency in each _.of his languages with that of mono-
linguals in each language. - .
Burt and Dulay (1978) suggest the use of measyres of syntax (broadly
interpreted} in "structured nmatural communication" as tests of. degree of
bilingualism. They also identify six checkpoints" Tor evaluating proficiency
and domindnce tests: (1) the parts of a languagé- dominance test that assess
edch language must not be mere translations of each other; {2) the content of
a language measure must not be outside the student®’s experience or cultural
customs and values; (3) the responses required by test items must not vioclate
conventions of natural discOurse, -(4) -a distinction mast -pe made between the
. _quantity and the quality of: the student's responses;. (5) age and grade mnorms
cannot be used alone in interpreting ‘bilingual test scores; -(6) ‘psychometric
reguirements must be met. The Burt and Dulay checklist refers to oral dami-_
nance testing, of course, but the guidelines are applicable to. all areas of
bilingual/bidialectal measurement. In the discussion-section of. this article,
it will be shown that a.clozeptropy measure of degree of bilingualism can. . -
~ satisfy the requirements suggested by both Jakobovits and Burt and Dutay.

14

' CLOZENTROPY PROCEDURE

That the tloze format might be a suitable venicle for bilingual measurement:
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has been considered for many years. Osgood and Ervin first proposed the
- possibility: "Passages in languages A and B, as translated by* maximally
. facile coordinates<ranslators, could be gutilated (every fifth word deleted,
for example) and given to subjects with varying flegrees of bilingualism...the
- 'more\nearly correct the 'fill-in' scores for languages A and B, the more truly
bilingual in the coordinate sense “the subjéct...mlﬁ954 146 . In research with
cloze procedure as a measure qQf foreign languagenproflciency, Garroll et 4al.
(1959) used the prqcedure outllnqd by Osgood and Ervin. They tested- EngL;sh—
German and English-French bilinguals usipg translated cloze tests and found
that the passages used. failed ;to retain their relative dlfflculty when trans-
lated into another landuage-—-even by "maximally facile” translators. Thus,
Osgood and Ervin‘s procedure would seem to be oversxmpllstlc. TIncidentally,
it also doesn’'t maké sense: to give two cloze passages, .one a tf%nslatlon of
the otheY, to a bilingual. subject, since reading the passage in one langua%e
would help him to score ‘higher 4in the second; this Has® been sshown to be the
case in an experiment with JapaneseTEnglish Pilinguals (Douglas. and Yamada,
1978 . Nevertheless, Carxoll ‘and his colleagues did demonstrate that the o
clozevprocedure could distinguish between the first and second languages‘of
the bilinguals ‘they tested even thoiigh many of " the bilinguals in the sample -
had native or n2ar-native proficiency in .the second language .(1959:29). This
finding that cloze tests discriminate effectively between first-"and second- -
lariguage speakers has been demonstrated many times since (e.g., Oller sand ’ =
. ‘Conrad, 1991; Darnell, 1968), and cloze tésts are clearly measures of readlng
proficiency. in both the first and second languages. . '
carroll et al. also report 'finding what has been termed a "cloze factor"”
-—an-ability to perform the cloze task unrelated te languagé proflclency.
This was indicated in their study by-"substantlal correlations™ between cloze
scores in the first and -second languages® (1959:52) and is taken by them as a:
serious shortcomlng in cloze procedure when used to measure proficiency in a ° -
. second language. However, their data is based upon a small number of bilin-" o
guals (15 French —English and ]2 German-English), and their correlations are
inconsistent® (. SQ_for the -French-Fnglish sample and .06. for the German-English
sample). Subsequent regearch has found no "substantial” correlations.
{bouglas (1976) found a correlation of .36 between English and Setswana cloze
scores; Douglas (1‘17) found a correlatlon of .02 between English and Arabic
cloze scores.] : - .
An interesting developmént ln the experlmentatlon with cloze procedure in
the measurement of, both native and forelgn language reading proficiency is the e
use of a scoring procedure known as clozentropy. ~. This term, first used by
Darnell {(1968), refers to the application of information theory to the scoring-
of cloze tests. It has been described in detail elsewhere (e.g., Darnell, . ~
1968, 1970; McLeod and Anderson, 1970' Douglas, 1976; and Enkvisi and Kohonen,
1978) and .was first applled to the, ana1y51s of cloze data by Tayler {1954).
" Briefly, clozZentropy involves taklng account of all responses to a cloze test
provided by a criterion group of subjects, weighting each response according
to the probability of its.occurrence, then scoring the performance of the test
group, on this basis. Thus, a test subjeot who gives responses similar to
‘those of a majority of the cfiterion.group will receive a high score, while
one whose responses vary from those of the criterion group will géceive a
lower score, depending upon ‘how great the deviation is. : "
- The benefits of this system in- language proficiency testing, or. more ito
the polnt here, reading proficiency testing, are obvious. The selection of
the criterion group is crucial, for it is the language habits of this group
against which those”of the tést group are to be lnterpreted. The criterion
group may.be composed of fluent native speakers of the tatrget language (cf.
) McLeod, 1975): it may be made up of the educational or developmental-peers of
théjtest group (cf. Darnell, 1968; Douglas, 1976) ;. indeed, the criterion group
and the test group may be the same (e.g., Darnell, 1968), in which case sub-—
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jects' scores represent thelr llnguxstlc "flt" wlgp the other members of ’
_their group. ; ° -
. The 'concept of assessxng language profxcxency by relating individuals® .o

test responses to a crlterlon established by a group of which they are members
or potential members is 1ntu1t1vely appeallng, for we can thus compare, if we
like, the profltlenqy levels of. mlnorlty pupils,with those of a majority . A
‘ group. We can also compare minority children's performances in their second
language qr :-dialect with their performances dn their first fgnguage or,

dialect, which itself may be compared with those of their own peers. It can’

be: argued that  individuals' idiolectal or dialectal differences should net -
"penalize’ them in the assessment of their proficiency; that because they would .
fill in a_ cloze item " |, svery nice”" with sheé instead of she's, they would ‘ N
receive a lower score.’' The selection of the criterion group that the subjects

afe to be scored against is 'seen.to be very important here. The criterion may

be the language habits of middle claqs Ariglo~Americad séhool chlldren. it may 3

be those of a random sample of American school children; it may be those of ay’ <o
sample of black .aAamerican school children. The clqzeqpropy scoring method is

very flexible in this regard, ard, this feature should be takén advantage of in
bilingual reading measures. ‘ , ’

+ As for the size of the criterion group, McLeod and andérson {(1970) found

that a group of 25~30 ‘was sufficiently large to ensure stability and con-

sistency. - They found that thfie correlations between testd of 57 eighth—grade ) .
pupils scored using a clozentropy criterion group of 50 Australian student . ¢
teachers and the same test scored using g¥oups of 15, 25, and 35 Canadlan unl-- .
versity students were .97, .98, and .99 respectively. Thus, in the prepara-
-tion of a test of bilingual feading proficiency, &esearchers heed not try for
exc9551ve1y large .numbers of subjects for their érlterlon group, which
enhances greatly the convenlence of the clozentropy technique. T .

CLQZENTROPY AND BILINGUAL READING PROFICIENCY ’

- -

-

The present experiﬁent is one iAvestigating further the use of clozentropy in
the measurement of bilingual reading proficiency. It follows suggestions made .
by McLeod (1975} as a result of his experiments-with cloze tests in different’
languages. He and his colleagues worked with#tests in English, French, T
German, Czech, and” Polish. The material consisted of six passages in each-
janguage——two Or{ginally written in English, two in French, and two in German.
They were translated into each of the ther_two languages, then all six were
translated into Czech and Polish. Thirty to 50 primary school children were
tested in each country (Canada,. France, West Germany, ézechoslovakia, and
Poland) . The criterion groups were, fluemt native-speaker .readers at senior
‘'secondary or university levels.
_ McLeocd calculated a "Relative Uncertainty Reduction Index" for each sub-
ject by. dividing the score made on the test by the'highest possible score
' (assuming maximum uncertainty reduction), and.a reduqdancy index" for each
langudge by dividing the average cbserved item: redundanc;es for the test by
+ the maximum possible redundancy (assuming complete agreement on each item by
the criterion group). What is being measured here is the subject's uncer-
tainty red-uction owing to utilization of the .redundancy available in the
passage. This is, ~of course, "reading comprehension" as ‘defined by; for
- example, Smith {(1971:185). In clozentropy, the redundancy of the passage is
estimated by the performance of ihe criterion group, and individuals' utiliza-
tion of this available redundancy ‘is ‘represented by their clozeﬁtropy scores.
MclL.eod, also found that redundancy across languages seemed to be constant (75%
to 90%). This finding led him to question the necessity for using parallel
translations, a laborious and guestionable proctedure. Douglas (1976), working
with clozentropy in English and Setswana, using independent rather than .
parallel passages, ‘also found comparable redundancy (74% for English and 75% .

.
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for Setswana), apparently confirming McLeod's suggestion. (As it .turns out,

" this was an unwarranted conclucsion, but as it formed the basis for .the present
experiment, it needed to be explained. More will be said on thé subject of
redundancy across languages in the discussion section.} -

MclLeoa also suggested that an individual's "bilinguality 1ndex" could be
calculated by dividing the difference between his performances in each lan-
guage by the sum of his performances {LgA=LgB/LgA + TgB). Thus, the bilin-
guality index would range between minus one and plus one. If language A were
a subiect's flrst language and B the second, a positive bilinguality score
would indicate dominance in the first .language; the closer to plus cne, the
greater the dominance. Similarly, a negative score would indicate dominance
in the second language, while a score of or near zero would indicate perfect
or balanced bilingualism. -

This, procedure was employed experlmentally on the English-Zetswana data
from Douglas (1976). The bilingual subjects were senior secondary school

. pupils in Botswana, and the English criterion group were Scottish secondary
pupils of a comparable educational level. It was found, for example, that a
subject who had scored well in Setswana (L), .but who had scored poorly in .
English (L,), had” a blllngualaty index of ..47; another . subjec§ who had scored

- well on both tests “ad an index of .15. The average bilinguality index for
the group of 435 was .21. This average result suggests that the Ffirst
language of the subjects was dominant, but that thelr English readlng ability
was pretty good in comparison.. The bilingual index must be interpreted in
light of both the average performance of the ‘group and the individual's own
performance, in each language. For example, a subject who had scored low on
both tests might hawve a bilinguality index of «05, suggesting *falmost. perfect

"bilinguality, but the low test scores would remind us that thls subject is not
a very’ prof1c1ent reader in either. language.

The present experlment was carried out to further test the concept of the
index of bilinguality as produced by .the clozentropy technique. In partic-
ular, further confirmation was SOught that independent passages would yleld
comparable degrees of redundancy (a necessary condition "if meaningful compari-
sons across languages are to be made). Further, °the experiment included the
construction of a cloze "test in Japanese, and problems inherent in this were
explored. The relationship of the standard exact-word scoring to the clozen-
tropy method was investigated, the relatlonship between cloze performance in
the first and second languages was once again examined, and finally, the types
of' responses given on the English test by the native speakers of English were
compared with those of the Japanese subjects.

Id

- : l

METHODOLOGY OF THE STUDY

“Subjects¥

' .
e

a

_Eh;rty-ﬁour native speakers of Japanese .and 31 native speakers of American
English were tested. ~AlLl subjects were university students or graduates, the
majority being student teachers of English as a second or foreign language.
All the Japanese subjects were third-year students in the Department of -
Curriculum Studies: (] gllsh Language Teaching) in the Faculty of Education at .
Hiroshima University. The English native speakers group was made up of 19
students at the University of Hawaii and 12 residents of leoshlma. .Thus,
while the English native speakers were a more heterogeneous group than were

_» “’the Japanese speakers, both groups may be said to be at the upper range of

Aabllity.

N . —_——
Materials
+ -

W

. .
Two, 50~item cloze tests were prepared, one:in English and one in Japanese.

" . FES
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The English passage was from a blished .essay entitled "Other Threaés than
Military: Redefining National ;S;ﬂrity. . Every seGEnth word was deleted from
the extract. The Japanese was also from a published. essay, entitled
Sotsugyoo-shiki 'Graduation—Cer mony.' Since the construction of™cloze tests

Y

in Japanese is not a common® profedure, and admits of some technical problems,
a short discussion of the progeddure followed here is necessary.

written Japanese emplo two types. of script: kanji, adapted to the
Japanese language. long ago from Chinese characters,; and’hjra ana, a syllabwmry.
(A third system, ‘katakana, may also be used for writing words of foreign
origin.) Further, the language itself may be gegmented in two ways: by bun-

. setsu 'meaning groups' or by tango 'words.' For example, in the phrase Koshi
'ni natte niju nen ni naru ga... 'Although twenty years have passed since °1

became a teacher...,' the divisions shown‘are tangd. Xoshi 'teacher' would be
written. wiqﬁ two kanji, niju ‘'twenty' would be written with the kanji for two
.and zero, and nen °years' would be written with a single kanji. The rest of
the "words" would be written in hiragana. =Divided into bﬁ%setSu, the segmentg
would be Koshini natte nijunenni naru ga.

There” is often disagreement about the segmentationminto bunsetsu and
_tango. _For a cloze test, use of the first of these alternatives results in
items wﬂich carry a large semanticgload. in comparison with English cloze
items, and thi passage- itself- must be quite long to produce 50 such items. It
was therefore decided to use the second alternative in thé present project and
segment by tango. This follows the precedent set by the only other applica-
tion of cloze procedure to a Japanese text {Shiba, 1957} known to the present
investigator. {Briere et al. (1978) used the cloze procedure with Japanese,
but transcribed the” text into the Latin alphabet; though they do not say so,
it 'would appear from their description that they used the bunsetsu seg-
mentation (1978:25).] Three native speakers of Japanesé€ in the Faculty of
Education of Hiroshima University segmented . the passage; inhto tAngo, and dis-
agreements were 'resolved.  Then every seventh go (word) was déleted ‘to produce
the 50-item test. The resultigg test was piloted on a group of graduate stu-
.dents in the Faculty of Education, and minor adjustments were made in the
‘final form.* .

P -~ “

Procedure ) -

-

The English test was administered to the Hawaii group by a colleague, while

‘the, investigator administered it and the Japanese test to the subjects in

Hiroshima. WNo tiine limit was set, and subjetts were encouraged to respond to’
all jtems. ' The’ Japanese :subjects were given both .tests ‘at one time, - half -

3doing‘the Emglish one first, half doing the Japanese first.

Scoring Lo, * o o€

- .
a . .

A two-stage scoring procedure was. used with each set of tests: First they
" were scored by the standard cloze exact-word method, counting as correct only

those responses identical to the deleted. item. The second stage involved the
use of the responses of the best—scoring subjects for a c<¢lozentropy scoring
procedure. The intention w.™ to use only those subjects who had scored above

40% for the clozentropy criterion groups, and this proved possible with the

- Japanese subjects-—26 stbjects scored above 40%. However; the English test

proved to be much more difficult for the English native speakers than the
Japanese test was for the-Japanese native speakers, and oanly a small number

‘'scored above 40%. It was thus decided to take the top 26(;apers for the

L

*Thanks are due’ to Mr. Jun Yamada of the Faculty‘of Education, ﬁiroshima

University, for his great help and advice in the preparation of the Japanese

cloze test.
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" English. clozentropy analysis. Thus, although the criterion of  40% restoration
was not met with the English sample, the fact is that all the subjects may be
regarded as skillful readers, and their range of responses considered repre-
sentative of the larger population of readers (the lowest scare in the English
criterion group was 30%). )

The clozentropy formula used in scoring was T—Llog n, where the total
score (T) of each subject was the sum (L) of the logarithms of the number of
subjects in the. criterion group who gave the same response (log n). This for-
mula is one devised by Reilly (1971) as a simplification of that used by .
Darnell (1968). (See Douglas, 1978 for a description of the details of its
use.). The formula used for determining tho redundamcy of the passages was

*

— L logn ~ '
Nmlog W
where redundancy (R) is the sum of all the logarithms of the number‘of the
number of subjects (n) in the criterion group producing each response, divided
by the total number of subjects (N} times the number of items in the test (m)
times the logarithm of the number of subjects {(log N). This formula is an
adaptation of one devised by McLeod and Anderson (1970). Finally, the formula
‘for Jdetermifing the index of bilinguality . is
. . . .
. p= 1702
- ’ Lq+L>y:
where bilinguality (B) is the difference between the subject's performance on
the tests in each language (Lq-Lp) divided by the sum of his two performances
(Lq+Ly) « ,This formula is an adaptation of one suggested by McLeod (1975).

-

RESULTS

3
1)
.

The means, standard deviations, and reliability coefficients for'the English
and Japanese tests for both groups of subjects are shown in Tables 1 and 2
below.

-

. . TABLE 1

Results of Reading Tests in English for English Native ‘Speakers (n=31)

]

- 4

Mean - Standard Deviation (SD) Reliability (KR=21)7%

L3

38.2 (70.3%) _ : 6.2 .72

*Kuder-Richardson Reliability Formula
) .
TABLE 2

- Results of Reading Tests in English and Japanese for
Japanese Native Speakers (n=34)

Mean SD Reéliability (KR-21)
English.Test 21.9 (40.3%) © 4.1 .23 -
Japanese Test : " 52.9 (84.2%) . 4.8 .65
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Nbte that the mean score of the’ English native speakers is much lower than -
that of the Japanese subjects on the Japanese test, suggesting that the
.English test was more difficult. This is borne out by the very low reliabil-
i€y of the Japanese subjects scores on the English test, an indication that

" . it was far too difficult for them and that they were doing a lot of guessing
and/or leaving :items blank. The percentages 'given in parentheses indicate the
percentage of the highest possible score achieved by each group. This maximum
score is calculated by ing the scoring weights of the most popular

responses over the 50 itfems. No subject actually achieved. this ideal.-score-..-——--

(54.3 in English and 62 in Japanese), although@g few came: close (one’ subject
scored 93.8% on the Japanese test)." ~

The redundancy of the English passage for the American subjects was .54,
while for the Japanese subjects it was .31. The redundancy of the Japanese
passage for the native Japanese speakers was, however, :75. This result

~ sSuggests that the passages are not equally redundant, and is related to the

indication above that they are not of egual d;fflculty. The implications of
this finding will be discussed below.

When scores on exact-word replacements and the clozentropy procedure were

¢ correlated, hlgh correlations resulited. For the Japanese subjects taking the

Japanese test, the correlation was .86. On the English test, the Japanese
speakers' scores correlated at -83, while the native English speakers' results’
showed a .84 correlation. All correlations were significant ‘at the .01 level.
This result suggests that there is a high degree of correlation between the
.two scoring systems, in both languages and for both native'speakers and
foreiar speakers., ) . -

The correlation ‘between the English and Japanese ttest results for the
- Japanese subjects was .07, which is more evidence against the existence of a
strong cloze factor. N

~ The average bilinguality index for the Japanese subjects waS'.42.

However, since the English test was less redundant “than the Japanese test,
this comparison is biased 'in favor of Japanese and is an underestimate of the
subjects' relative proficiency in English. The correlation between degree of
bilingualism and the Japanese score was .38 {p<.03),, whlle that between
bilingualism and the English score was —-.89 (p<= 01). This suggests that both’
tests were contributing significantly to the measure of bilingualism, with the
English test contributing much more heavily than the Japanese (the negative
correlation occurs because the higher the English score, the closer to zero
the bilingual index).

-

. o . A : .
DISCUSSION ’ I N ' . : S

- &t

It is clear that redundancy, as measured . by specific groups of readers'
responses to specific cloze tests, is not constant across languages. The.
result achieved here is at varlance with that.of Douglas (1976), where it did
seem that independent passages in different languages would produce egquivalent
redundancy ratings estimated from the- -Cloze responses, of native speakers. In
the present- experiment, the English passage was much more difficult than the
Japanese passage. . In Douglas (1976), the passages were of comparable dif-
ficulty. Surely, here lies the crucial dlstlnctxon. McLeod (personal
communication) suggests that this- is the ‘case: "I suspect that my pilot study
in Europe [McLeod 1975] ...happened to use pasSages in the  different languages
that were of approximately the same readability level. .But when this con-
dition is not satisfied, one runs into trouble." It was certainly true that
in Douglas (1976) the passages used "happened"” to be of the same readability -
level; in the present case, the two passages *happen" noE to be. In research
subseguent to his 1975 work, McLeod (1977} reports "...it is clear that not
only do independent passages yield different [réaundancxes] in different
langquages, but they also yield different (redundancies] within the same

-
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language.”" He points to some previous research {McLeod and Anderson, 19G66)
which showed that while the relationship of the redundancy of passages of
varying difficulty to that of a standardized cloze reading test, as estimated
by the performance of a group of primary school pupils, was linear, the slope

of the correlations was different for each text’, corresponding to the dif-

ficulty level of the text. This is more evidence that an important factor in
comparing texts across languages is the level of readability of the texts.
It seems clear from all this evidence {as indeed it should have been on

theoretical grounds alone) that a redundancy estimate is. always a function of
fabothwtextwand readder..factors. .. .A.text.which is easy for one reader - may be-dif~-—

ficult for another; similarly, a difficult-text_may be simplified. Thus, the
redundancies of independent passages in two languages, as estimated from the

responses of groups of native speakers of each language, are very likely to‘be

different. However, if the two referent groups are selected so as to be as
similar in educational and intellectual level as possible, and if the texts
are chosen so as to be as similar in difficulty as possible, the chance of’
producing comparable redundancies is greatly increased. In this case, the
performances of one group on both texts will represent its relative profi-

ciency, or degree of bilingualism. If the estimated redundancies are not com-

parable, the result will be a biased measure of proficiency in the second
language. It should not matter what the redundancy estimates are -in_the two
languages, sb long as they are egquivalent. Much research remains to be done
before this theory is proven, however.

Looking at the reading tests themselves, it would seem that with both the
English and the Japanese tests, reliability is a bit low to allow for the
measurement of individual differences among the subjects (for this, a relia-
bility of .9+ is necessary). In the case of. the English test, this low
reliability”is‘most likely due to-its extreme difficulty, both for the native
speakers and theée Japanese subjects. The item analysis (an advantage of the
clozentropy scorlng is that it produces ready-made item analysis) shows that

] only nine ltems received maximum scoring weight, i.e. wére unambiguous, or

maximally redundant, compared with 19 zuch items on the Japanese test. In
fact, the Japanese test was somewhat too easy, and about 23 of the items
failed to discriminate well; although it should be remembered that a group of-
fluent native speakers at the university level would show little variance and
therefore rather low reliability estimates. The Japanese passage may well be

at an appropriate readability level (75% redundancy), and by lengthening the

text and increasing the number of items, the reliability would become more
acceptable. In any case, the decision to use tango as the basic cloze un}t
would seem to have been justified, . for adding more such items would not *
lengthen the test indrdinately. However, much more experience with Japanese;
cloze tests is necessary before any firm statements can be made.

The rather strong correlations between the .standard exact-word scoring

-method and the- clozentropy method are ok:interest. McLeod and Anderson. (1970)

report slmllarlﬁ,strong correlations. 1In all cases the criterion groups used
in the clozentropy analyses were fluent readers; so, presumably, were the
authors of the passages. Thus, it is not surprising that there would be a
high correlation between scores hased on the author's original words (the
exact-word method) and those based on fluent readers’ judgments (clozentropy).

.The advantages of clozentropy are that it allows a moré direct measurement of

Q

redundancy, it produces more reliable results (since discrimination is

greater), and it allows for varying criterion groups to bhe used. .
" Both scoring systems discriminated fairly well in English. The rank-
orders of all 65 subjects show that, with either system, the bottom half of -

the ranking is occupied by the Japanese subjects while the top half is held by

the American subjects (there is an overlap *of two or three subjects in the
middle ranks). Thus, the cloze tests effectively discriminate between- the
native and non-native readers, no non-native reader scored anywhere near the
native speaker mean. ' '
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Finally, a short discussion of an interesting difference between the

‘responses of the first and second lénguage subjects suggests some interesting

‘further research. Cloze tests have long been indicted for measuring subjects’
response to "local redundancy” while ignoxring longer range redundancy (e.g.,
carroll, 1972). 1If this charge is true, cloze tests would be measures more of
awareness of "transitional probability" of the type "John the ball with
the bat" than a test of what we normally think of as "reading comprehension”
~~the awareness and utilization of syntactic, phonological, semantic, and
pragmatic rules in the interpretation of texts. For example, in the phrase
".<.othe annual budget of..the United : -..," attention to local redundancy
makes States the most probable. response. However, a reading of the following
clause "...and its specxallzed agencies,” greatly reduces this probability and
makes Nations a distinctly more likely alternative. _ ) -
It may be suggested that reliance on local redundancy, ignoring longer
range redundancy {the source of which lies outside the clause containing the
cloze item), might be a major difference in the reading habits between native
and non-native speakers of the- language being tested. To examine this possi-
bility, 19 items on the present English test which depend (in the researcher's
admittedly subjective opinion) upon long-range redundancy for their completion

..were isolated and rescored’ for both the American and the Japanese subjects. A

very broad interpretation of correctness was wuwsed in this analysis, and if a
response was within the semantic field of the originally deleted word, it was
counted correct. The American subjects averaged 3.3 errors on the 19 items,
while the Japanese subjects averaged 12 errors. This is a difference of 72%
compared with a difference of 43% on the whole test. Thus, it can be
suggested that a major difference between native and mnon- natlve'readers lies
“in the utilization of extra-—clausal lnformatlon in the comprehensxon of téxts.
The second language readers would seem to be focusxng.too closely on the
sequential print data and ‘not making enough use of information which is
available from many sources throughout ‘the passage (cf. Smith, 1971:191ff).
More investigation of this possibility is certainly necessary.

CONCLUSIONS AND RECOMMENDATIONS : e

“In the introduction to this article, it was suggested that the clozentropy

technique could usetully be applied to the problem of the measurement of
degree of . blllnguallsm in reading and that it satisfied guldellnes such as
those suggested by Jakobovits and Burt and Dulay. The clozentropy test allows
a4 direct '‘comparison of a subject’'s reading performance in two languages with
that of criterion groums in each. The criterion groups may be fluent mono-

» 11nguals (as Jakobovits suggests) ‘ar %goups selected on any other reasonable

RJK? : ’ | . .p -
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~grounds. An interesting questien/implled by Jakobovits (1970:170}," and which
" could be investigated through-'further research with clozentropy, is whether
the L4 language habits of bilinguals are different from those of.monolinguals
(what Jakobovits refers to as "backlash interference"). Regarding the sugges-
tions of Burt and Dulay (1978) for bilingual measures: (1) ,the-clozentropy
procedure avoids problems of : translation in arriving at equivalent tests
across languages, (2) the content- and level of the tests can be varied
according to the subjects™ own experience and culture, {3) the responses
required of the subjects correspond to convantions of natural discourse, as
set up by the criterion groups,. (4) the quality of the responses is determined
by comparison with the criterion groups' and is far from unconstrained,
(5) the ‘meaningfulness of the bilingual rating is derived from norms estab-
lished by the criterion groups which represent the target communities, arnd,
finally, (6) the validity, reliability, and sampllng requlrements can be met
through "proper piloting and field testing. ’ -

Further research with the clozentropy technigue must focus on the thorny
problem- of the difficulty levels. of the two test passages, for- equality of
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redundancy is crucial to the comparlson of results across languages. ©One

_method for selecting passages might be as follows: -

L3

®Select a suitable passage in language A. e .
- eSelect two or three passages in language- B deemed to be of “approximately
equivalent difficulty to passage A by bilingual judges (half of whose first
language is A, half of whose first language is B).

eGive a clozentropy test based on passage A to native speakers of A (the"
criterion group), and ones based on the B passages to the B criterion group.

eCalculate the redundancies of all passages and choose the passage in B
which matches the redundancy of passage A.

The result would be two independent passages which were of equal redundancy
levels for their respective criterion groups. Admittedly, the procedure lS a
bit like navigating an"X=15 by the seat of one's pants, but at our preseht
state of knowledge, it may be the best way. By filtering the B passages first
through the panel of judges to get two or three estimated to be of comparable
difficulty to passage A, the chances of actually havlng cne of them match A
for redundancy ‘are greatly increased.

Once the technique for producing the blllngual measure has been refined,

.experiments can proceed on the very interesting questidns surrounding

bilinguality’ itself, especially on the nature of the relationship of the
bilingual's two languages to each other, of his language habits to those of
monolinguals, and of native speaker to non-native speaker uytilization of .
redundancy. The clozentropy technique is potentially of very great value in
this area. ) .. ) .

e - ’ >

19

Aruitoxt provided by Eic:

a



. Developmental Patterns in Native and
o - Non-Native Reading Acquisition.
- ' ’ Joanne Devine
: , o Michigan Stafe University
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L

INTRODUCTION
+

a

~

"In her Longitudinal Study of Children's Oral Reading Behavior (1971), Yetta
Goddman reported the results of her two-year observation of fdur young’ readers
learning to read in their native language——English. Using the Reading Miscue
Inventory Analysis (full Taxonomy) developed by Kenneth Goodman and others,

. she traced the changes in oral, errors—-miscues--made by these readers as they
moved towards greater reading proficiency. Goodman determined that there were
a number of developmental éhanges, reflected in the miscues, which accompanied
increased reading proficiency for these young readers; as they became more

'proficient,_they demonstrated changes not only in the overall frequency of
oral miscues, but,..more significantly, in the type of miscue with respect to
meaning. . - )

_The present study focuses on an important. question raised by the Goddman
research: are these ‘developmental patterns perhaps a general feature of
learning to read? More specifically, will adults learning to read in a
foreign'language'evidence patterns of develcopment, as seen through their
miscues, similar to those cobserved in children.learning to read in that same
language? The presence of similar developmental pattexns would® indicate, at

" least to some extent, an important relationship between native and non-native
reading acquisitien and between first and second language reading acquisition.

STUDY METHODOLOGY T . . —

- 2

A cross-sectional 1nvestigation of 14 adults learning’ to read English as a
_foreign language (Mexicans learning English), the study is based on teacher
‘evaluation of their reading. The readers were ‘grouped low,- medium,_or high to
represent the proficiency: levels that the young readers would pass through. as
. they moved from low to high profigiency. The groups, then, can be seen as  the
level, low, medium, or high, for any one of the young. readers at different
. -timés in the two-year study. In the Goodman study there were two groups of
N ‘readers-—average and slow--and the developmental patterns noted could be found
" in all readers as they moved - towards higher proficieéncy and more "particularly.
in the slow readers as' they increasingly showed the same reading behavior as
the ,average readers. With’the adults of this study, I expected to find the ’
_.-same basic developmental patterns in ‘miscues -from the low to the high group as .
Goodman found in her readers over time as they moved towards highpr reading
proficiency. . R

- The readers under study were. members of a group: partic1pat1ng in a special-ii
. summer session' at Michigan State University. All fourteen  were. from Mérida in

the Yucatan and attend the ‘same university where they study business adminis-
tration, marketing, and related subjects. The- only non-stuydents were two mem-
bers of the groupowho acted as instructors/leaders. _ The average age of the
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. 104 . o Learning to Read in Different Languages
readers was *20; the leaders were slightly older. Each student had studied
English for at least two’but not more than four years at the high school or
college level, and only two had visited the U.S. before participating in the
program. The English Language Center Tests from Michigan State Unlversity
indicated that the overall English Language Proficiency of the group was about
‘mid-range (61% on a scale of 100). At the time the readers were taped, they
h8d been in the U.S. for six weeks attending three hours of English class per
day. .

Each reader read aloud the same two short pieces of fiction (with the
exception of two of the low group readers who could only get through the first
text). Readers were told, prior to reading, that they would be asked®to

* recall the stories. After: an oral summary by the reader, ‘the researchers
asked the reader questions about the reading (following the Goodman guideline
of asking only questions based on information“provided by the reader) to eli~

- cit as much information as possible about the reader's understanding of the
text. The retellings were later used as a check of reader comprehension. -~ All
readings and retellings were taped by the.researchers, with the miscues of
each reader marked on a worksheet .after the tapes had been listened to by at
least two different researchers. In most es (well over 80%) the two liste-

j;ers agreed ,on the markings; a.third listener' was called in for ‘those cases

which presented a problem. As with the Goodman study, the miscues were :
divided into two groups: (1) dialect and repeated miscues and (2) all other .
miscues.' ??e second group, which is the focus of this report, was submitted )
to a full Taxpnomy analysis. This study does not deal with those miscues
which were repetitions of earlier miscues or with miscues that could be traced

® to dialect or Spanish language interference (as verified by a member of the
University's Spanish Department). . :

' As mentioned above, the miscues were analyzed using the full Taxonomy

(with minor changes). ' All coding was, verified, either with™a member of the

(former) Miscue Center at Wayne State University or with an lnstructor acti-

vely involved with. .teaching and research in reading at Michigan State. Any
problem miscues were discussed by at least three researchers, and a consensus
was reached. After analysis and checking, the miscue information was sub-
jected to a computer fregquéncy analysis. In each case, analysxs was done for
the individual readers, the group as a whole, and. for .the prof1c1ency groups :

-low, medium, and high. The results of the computer analysis were examined to

test the hypothesis that the same patterns in changes in miscues in the young

readers as a function of increased proficiency could be found in, adult readers

‘with.proficfencyrlevels ranging from low to high.

COMPARISON OF RESULTS WITH- THE GOODMAN STUDY '

T

Miscues per Hundréd Words (MPHW) .

Goodman found that while there was no absolute trend in the number of MPHWs
‘from session to ‘session for each’.of her readers, average readers tended to
make fewer MPHWS and that the slow readers eventually matched the reading . N
behavior of the_average readers. : In other words, no straight 11ne decrease of
" miscues could be’ found, but overail, as proflciency increased, MPHW went down.
.Table 1 showS that the same general pattern could.be found in my. data: the
MPHWs were lowest for the high proficiency groups. In addition, the subjects
in this study, like those 'in- the Goodman reSearch, showed a variation in MPHW °©
from text to text. As Goodman points out, this Lnformation about MPHW is, of
ltself, unrevealing since it does not: indicate how language ‘and meaning are
treated by the reader. ©Nonetheless, the general observations about MPHW noted
by Goodman also“hold for the current -study: ~(1).all readers make miscues,
(2) MPHW varies from reader to reader and from readlng to readlng for each
reader, and (3) average readers make fewer miscues than slow readers.

"
-
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TABLE 1 : : | -

f-]

I d

Miscues per Hundred Words (MPHW) .

LT

Hfgh - ’ . Med . Low
LREADER 1 2 3 4 5 6 7 -8 9 10 11 12 13 . 14,
| STORY .o
#1 1.9 2.2 2.7 3.9 73.0 3.2 3.2 3.3 2.3 3.3 4,3 6.4 4.9 4.1
STORY _ . . A
#2 3.7 2.9 3.7 4.3 5.6 4.0 5.8 4.7 5.3 5.0 -—— 10.5 -= 7.5

. o
-

More important than a simple frequency count of the oral miscues of the
reader is an analysis which examines each miscue with respect to how language

" and meanlng are manlpulated.- The Goodman Taxonomy asks three general

questions about each miscue—-—questions desxgned to uncover the reader s treat-

‘ment of language and meaning. What is. the level of 1anguage and ‘the type of

operation at that level? ' What cueing systems are involved in the miscue
(graphophonic, syntactic, or semantic)? - What happens after the miscue has _
bgen produced (correction strategy)? : . -
Levels of Language .

P

In ‘the Taxonomy, a miscue can be judged to occur at any or, ‘in many cases, at

all of the following levels: clause, phrase, word or free morpheme, bound
morpheme, and submorpheme. Wwhile the analysis of word and morphemic levels
ylelded no significant developmental patterns; a major trend that ‘Goodman did -
find was the increasing tendency, .as a function of higher’ proficiency, for the
reader to process- larger units of language. In-her study, she found that at
least 10% of all miscues involved manipulation of the clause structure, and
28% involved phrase structure manipulation. My data (Table 2) show similar
although slightly higher overall figures and, more lmportantly, the 1ncreasing-

tendency towards processing larger units of language as profxcxency increases.

S ) FABLE 2 . .?‘

Percentage of Miscues at Clause and pPhrase Level

Goodman ‘ High. ' s Med Low
CLAUSE B [ . 15.6 14.7 : 12.3
" PHRASE © 28+ 3.2 3001 . 29.2

A good example of the 1ncreasxng tendency to process larger unlts of language .
is evident in the high -level reaaers"manlpulatlon of dependency within. and
across sentences. As with the Goodman readers, the higher the profiCLency,\

the more likely the readers of this study were to alter sentence dependency.
High group readers of the current study produced the following sentences which' -

indicate that they were processing language at a larger than word- by—word L
level: . '

L]

Dependengy Altered Wlthln Sentences-

I gave it to him beforefihéé I\yent into his bedroom ‘to say‘goodnight.-

~ .. N gt
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Dependency Altered Across‘Sentences:ﬁ

perplexity now. “Why, Mr. Purcell...
The merchant's brow was puckered Wlth perplexity. "Now why," Mr. Purcell

‘muttered, "did. he do that?"

-

Along with judgments abOut the level of language being processed by the
reader, the Taxonomy asks what type oﬂegperatlon is being performed at these
levels: substitution, lnsertion, omission, or reversal. For both the young
and adult readers, the most frequent operation at all levels of language was
substitution. While the Goodman readers more frequently ocmitted and ,inserted
at all levels than the readers of this study, for all types of operations,
both groups evidenced increasingly higher percentages of syntactlcally and
semantically acceptable structures as proficiency increased. 1In addition, for .
both groups, no matter what the proficiency, the percentage of syntactic and
semantic acceptability was about same. This shows that the readers were -
concerned that what they produced should both sound like language and make

. sense even if the text was altered.

One particuI%rly interesting developmental pattern that emerged from the
‘Goocdman study involved amissions. Goodman found that the overall frequency of
omissions dropped as a function of age (her readers were primary students),
though not necessarily as a function of improved proficiency. With cmissiomsb
the important difference between proficiency groups was the acceptabilxty of
the structures that resulted. The better the readers, the more likely their’ -
omissions would produce acceptable sentences which did not destroy the meaning
of the teXt. My data suggest the same basic pattern: the high proficxency
group produced: the largest percentage of both semantically and syntactically
acceptable structures. The medium proficiency group falls a bit behind the
low group here (see Table 3).

&4
“TABLE 3 '

. Omissions and Acceptability in Percent

bl

‘- 4

High : Med Low
_ Syntactic Semantic’  Syntactic Semantic Syntactic Semantic
FULL : T L - . T - o e
ACCEPTABILITY - 55. . 50 18 .18 -~ 36 . 25
NO, - . ' :
ACCEPMKBILITY -0 70 o2 21 : 29 .29
" Example: - '
Full Acceptability: ‘
- “Certain%ﬁjﬂhﬁt[is a rationalization, but...™ .
No Acceptablllty-
He 'turned his head towargds the dooijiatthe bedroom as the boy eritered. .
. ‘ ‘ -
Cueing Systems in Language - : 7 : o - -

The Mlscue Inventory Analysis ‘is based in a psychollngULStiC theory of reading
which maintains that all readers use various types of lnformation--graphic,'
phonemic, grammatical, semant1c--w1thin the text as' cues to get to meaning,.

| 11z
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The most proficient readers are those who dse the fewest, most productive cues
to move successfully from the printed text to the meaning. In a taxonomy
analysis, each miscue is examined to determine to what extent and with what
success the reader useés the: language cueing systems available in the text. _As’
with other parts of the taxonomy analysis, the central issue is the reader's
concern with preserving the structure and meaning of the language encountered
in reading. .

The Graphophonic Cueing System. There are two types of analysis lere,
one which deals with the proximity of the miscue to the visual configuration
of the text and a second whlch makes Judgments on the proxlmlty of the miscue
to the sound .of the expected response. The important question here is: to
what extent is the reader using the. information provided by the print and
sound of the language? Obviously, reading requires some. reference to the
print, and, not surprisingly, all readers in both studies produced miscues
which looked and sounded like the expected response.. Goodman also found that
readers at all proficiency levels made miscues which had higher graphic than
phonemic proximity. This suggests that the readers obtained cues. from the
.Visuval properties of words to a greater extent than from sound-letter
relationships. This observation was confirmed in my study (Table 4) in which
readers at all levels tended to produce miscues which had higher graphic than

honemlc proximity.

In addition to these'general observations, Goodman found a number of
developmental patterns in the use of graﬁhophonic information by the readers
at the varioug proficiency levels. Tables 4 and 5 show that these same pat—
terns emerged at the various profigciency levels for the adults of the current
study.  First, Goodman found that with higher proficiency, there was an
increase in finer graphic and phonemic discrimination in the young readers.
The adult readers, when grouped from low to high, also showed an increase in
graphic and phonemic ‘discrimination; for example, the percentage of words with
high graphic similarity from low to high proficiency is 44-50-58.

Secondly; in the Goodman study, beginning or low proficiency readers
tended to use cues .from the beglnnlnga and, to a 'lesser extent, from the ends
‘"of words, while higher proficiency readers used’ informatlon from all parts of
the words. The adult readers of this study showed the same pattérns; the low
‘proficiency group had the highest'percentage of miscues (graphic®™and phonemic)~
in. the category beginnings'and'ends. With the high group, on the other hand,
most- of the miscues had beginnings, middles, and ends similar to the expected
response. For miscues with no grapnic and phonemic similarity, Goodman found
that there was an increase in semantic acceptablllty as a function of improved

3

prof1c1ency. In the current study, the same pattern holds. A low proflcxency,-.

'reader produced the following miscue, : -~

bluff K
They rose like windblown balls of fluff.

wh;ph varied from' the expected response by only a single letter'yet produced
an utterance which made no sense. A high group reader produced a miscue which
had no graphic or phonemic similarity to the text word but. nonetheless pre-
served both the sense and.- the structure:

~But - .
Now let me think... :
The higher the reading proficiency, ‘the more’ likely it was that a éiscue which
'had>no graphic or phonemic similarity to the expected response retained both:
_the'structure and the sense ‘of the text. ' :
._Along w1th the general patterns of finer graphic .and phonemlc discrlmlna-—
tion with increased proficiency, Goodman also, found an. overall tendency for
readers to rely more heavily on the graphophonic (rather than the syntactic .or
‘semantic) cueing system of Ianguage as the text material became more dAifficult

Q
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108 . : Learning to Read in Different Languages
for them. In the case of - the you;g readers, "more difficult” usually meant
reading material for a higher grade level or material that contained unfaml—
liar concepts. In the current study, each reader was given two storles to
read. The general reader consensus was that the second story was more dif-
ficult, and the retelling and comprehending scores verified this. As with the
earlier study, the more difficult material caused the readers to rely more -
heavily on the graphophonic cueing system.

- - . i

TABLE 4

B arr i FO Pl SN QS5 o g O S U S g
- =D .

Percentage of Graphic and Phonemic Similarity

- . -

High . Med Low
Graphic Phonemic Graphic® Phonemic Graphic. Phonemic
NO SIMILARITY - "1.3 -8 1.0 8 1.7 8
LETTERS AND ' _ ' ) R
SOUNDS : . 9 7 7 - 6 6 . 5
*  'BEG.NNINGS, : -
ENDS - : 32 33 42 47 48 51°
BEGINNINGS, o : .
MIDDLES, ENDS 58 52 50 38 44 37

TABLE S

Semantic Acceptability X No Similarity and Single Difference
Graphic and Phonemic (in Percent)

; ' -__ High - o Med _ Low

N ’Gfaphic Phonemic Graphic Phonemic '.Grapﬂgﬁ Phonemic B
NO SIMILARITY | 50 a2 50 53 &7 14
SINGLE DIFFERENCE 42 46 33 32 .20 24

Syntactic and Semantic Cueing Systems. In these categories tﬁe.Taxonomy
asks to what extent the reader is responding to the following questions. Does
what I am saying sound like language? Does it make .sense? Language contains
numerous grammatical and semantic. cues that a reader can use to get to .
meanlng. Although strictly speaking, the separation of syntax and meaning is
.somewhat art1f1c1al, the Taxonomy here attempts to make independent” judgments
‘about how a reader is responding to the way th“blanguage of the text operates
and how the meaning is built through the text. . )

The first very general gquestion that the Taxonomy asks about “these cate-
gories.is whether the miscue transforms the language of the text. Goédman
found "that when her readers miscued, they usually transformed the prifited
language. 'The major developmental trend that she found among the young
‘readers was ‘an increase in the number of optional' transformations produced ‘in
the miscues as the readers became more proficient. The adult -readers, like
Goodman's young readers, tended to transform the text language when tpey

EKTC o | Lo o
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miscued. And llke the young readers thh high -level proficiency, the adult

. high proficiency readers produced optional transformations more frequently

(see Table 6). Both the young and adult readers showed another developmental -

trend: with increased proficiency, there was higher acceptability, both syn-

tactic and semantlc, when a transformation. did take place. _

- - H ' - - - ‘ . -

-

n _ . , . TABLE 6
‘ h Percentage—Sf Transformatlons -, - ‘ v
O OOt o U St~ - ST JUUU VO
| . U _ . High - Med © Low
NO TRANSFORMATION . - 37 38 - 31 ’
©  TRANSFORMATION K - a7 | a7 : 48 ‘
ALTERNATE TRANSFORMATION . 0 ‘ .4 o o
OPTIONAL TRANSFORMATION L 10 : 5.6 7 . <
- -s?rnuc'ruéﬂ "LOST ) Co 6 -9 ' 14

* S ' ' - : -
In a taxonomy analysis miscues are next examined to determine how ' the
reader treats syntactic and”semantic information available in the text. The
“most important decision that the researcher must make is the extent of accept-
‘ability of the. miscue. ‘Even when readers substantially alter the word-by-wcrd
sequence of the printed materlal, they may produce Yanguage which is partially
or wholly acceptable and: which makes sense. The Taxonomy allows for a number
of judgments hereé about both the,syntactic and the semantic acceptability of a
miscue; these decisions can be made independent- of each other, but semantic
acceptability cannot be rated higher than syntactic acceptability. ~ A miscue
-can be judged as: not acceptable-—-it neither sounds like language {syntactic).
nor makes sense (semantic); partlally acceptable--the miscue is acceptable
with the portlon of -the text whlch precedes it .or. with that which follows: it;
acceptable--the Tniscue is both structurally accéptable and meaningful. In
this last category, a miscue can be acceptable within the sgentence only, or it
may be fully acceptable within, the entire text. - -
. - Goodman noted a number of developmegtal trends in syntactic and semantlc
acceptablllt; as her young readers became more proficient. First, the hlgher
the reading proficiency, the larger the percentage of fully ac¢eptable
structures, both syntactic and semantlc. Her average readers ‘had 63% and 69%
syntactlcally acceptable structures within the whole passage, as compared to
S0% and 44§ for the slow readers. The percentages for semantlcally acceptable_ ~
structures ‘'within the passage, while generally lower overall, were also, on
the average, -lower for the slow readers (36% and 46% to 36% and 26%). Second,
Goocdman's readers showed a decline in the percentage of miscues with no accep-
tabllity as they bégame more proficient. i For the slow readers, 30% and 28% of
total miscues had no syntactic acceptability, and”34% and 32% of the miscues
had no semantic acceptability. The average readers had correspondlng scores
of 15% ,and 12% for no syntactic acceptabkility and 32% and 29% for no semantic
acceptablllty. Table 7 shows that these same two patterns held true for the
"readers in the current study: with higher proficiency, a larger percentage of
miscues were acceptable within the total passage {syntactic and semantic), and
a smallerxr percentage of miscues resulted.ln unacceptable structures and :
meaning 1loss. ~ .
. Goodman also found that the better the readers, the more flexihility they
\demonétrated in "handling syntactic’ structures. Specifically, as readers

. S S
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.became more proficient, their ability to maintain syritactic acceptability .
-increased even if the sentence was not semantically acceptable. This pattern

was repeated in the current study; higher proficiehcy readers consistently

showead. sensitivity to ‘gpammaticality in - the structures they produced. To ai ’ )
much larger .extent than the low group .readers, they managed tb preserve syn-+

tactic acceptability even when their mlscues wegg semantlgally unacceptable\ .

The following miscues were produced by hlgh group Yeaders. In both cases,’ Ehe o

resulting structures are grammatlcal even, though they are not semantlcally :
acceptable. < - o T
- - . 3 " 4 - | d

e s i FUBUPES e+ e d st s b i e \~~ s

PO P A S D I I SRR Y

A ‘grfay pallor deadened hls pxnched features. = - ' |

1
i - ' . ear (or Seer) S
The strange man left hlm with a distinct sensé of the eerie. ' ;

.
P i !

This concern for syntactlc acceptablllty is again reflected in. the fact that :

the hlgh group readers produced mlSCUES whlch'tere of the _same grammat1ca1 \
functlon as the expected response a full 71% of the time (&ompared to 69% for i .
. the medium group and 63% for the‘low group). ' e E ‘
o ) o -.._" - . i ) A . . - s J
Syntactic and Semantic Acceptabilitygin‘Percent*- o B e
e ? . . N a : o A
c ; T . e N B . . o -
High . Mé&d T ' Low - -
Syntactic_Semantic ' .‘Syntactic Semantic K _Syhtactic¢:Semantic - .
" . IN PASSAGE 66 32 56 23, 7 \. . 49 - 17
> IN SENTENCE 4 " 18 . 4 15 e 2 / 13 |
‘WITH AFTER 4 4 - 4 T 4 6 . 6 ‘
WITH PRIOR 20 21 24" 24 . 23 26
NO' ACCEPTABILITY 7 - 25~ 11 38 \-\18 .39 L -
* *Numbers rounded off .. ' ' R R v oL T il

ERIC

- . - -t T N ’
_ A large percentage of the mlscues which were semantlcally unacceptable for
the young-and the adult readers, involvead nondwords. Since’ non-words can pre-
serve the syntactic . structure of the sentence (through .inflection, intona-
tlon), a look at the patterns of non-word substi€ution miscues can prov1de
~~-further information about the reader' s concern for:® maintaining. grammatlcalrxy .
evén when meaning is lost. Goodman found that more. proficient. readers tended
to have more non-word miscues -than slower readers, - but thaty the percentage of
syntactic acceptablllty for these non-words lncreased with rof1c1ency. 'She_
found’ further that for all her readers, non—words c and phonemic
. broximity that .was much higher’ ‘than the miscues 1n general. This, of course,
follows from the observation above that the more Ydifficult the material for-
- the reader (in this case, unfamillar vocabulary words) , the heaV1er the.
-reliance on the print. -
The non-word miscue pattern for the.adult readers was different in one ) -
Tespect: the highest percentage. of non-words occurred in the‘medlum rather
than the high group (low=22%; medium=24%; hlgh 19%). Goodman's other abserva- T
tions held for the readers of the current study. higher proficiency meant a . h
higher percentage of syntactlcally acceptable structures for non-words (Table o
8) and higher graphic and phonemlc proximity for non-words than for miscues 1n
general for all readers. - = T :

L2e -

Aruitoxt provided by Eic



. . i »
. - : . . PR
. . . . . . ! Lt . :
- e

o L : . [ [ , ,
Developmental Patterns,in“Nhtive_and'Non-Native Reading P 111
! "TABLE ‘B8
. < - 3 A ) V-
Lo . 'f Percentage of Non-Words Syntactically Acceptable
- ' High . - - Med ' Low
: — . A. .> - ; A = .
NOT - ACCEP"‘ABLE SO LN . R B B 14 - 17
- FULLY ACCEPTABLE , . 87 . g B4 = 83 . p,"é'_('

Once a miscue has. been judged syntactically and -gemantically acceptable as
a piece of language, that is, makes sense and sounds like language within the

». . .-sentence or the whole text, the Taxonomy allows for further -analysis on’ the

‘extent of change ‘that has taken place as a result of. the miscue. . The miscue o

can produce little or no. change, a. major or. a minor change, or can be judged

‘as differing only slightly from the text. Independent decisions are made: =~

about syntactic and semantic chaﬂge, semanticiratings may be\higher than’

syntactic. T 2 ‘

- .For all readers in .the Goodman. study, once a miscue was ‘judged as

,acceptable, either semantically or syntactically, there was . usualiy very
-little change to either the 'structure or- the sense of the text. The develop-

- mental pattern here was in the. direction of still less change. Like these
young readers, the adulEs in the current study changed ‘the intended structure

- and sense of the text very little in those miscues which were fully accept-—

. able. The readers at the different proficiency letrels had almost equal per-
centages of miscues which produced little or no syntactic change. Higher
proficiency meant an increase in the percentage of already semantically accep-—
table miscues which produced little'or no semantic change (low=49%;
medium=62%; high=61%). Below are. some’ examples of the types of changes the
adult readers made in their miscues. v

L
,Syntactic change

silence -
_Major: The liberator s silent and 11fted gaze watched after them.

Minor: I gave it to him beforejiﬁxﬁgl'went into his room.

- drink - .
Little: The men drank the’ drinks in silence. o T

&

' . : : S Semantic Change
. ' ‘madain ‘
.Unrelated: Only a madman would give a loaded revolver to an idiot. (The
. ) 'madman’ is supposed to be the speaker; reader should at this
. _ point realize that this statement is the rKoral of the story.) . .+
R brought -
Major: The ‘man who bought the two doves...
o {The whole story revolves around the man buying the’ doves.)
. ‘ - distinctive
Minor: The man left him with a- distinct sense of the eerie.
Co : (This miscue does not cause any - important. change  in. the story }
y " at fifty-cent’s reduction.. .
- Little: ...which told him that at a fifty-cent reduction...

> - . R

';- Correction Strategy

1 Perhaps one of the most revealing pieces of information provided by a miscue.,
taxonomy is what. a reader does once the miscue has been- produced. If readers'f_
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are aware of the miscue, they have two options: they can continue on in the
text (perhaps silently correcting) or they can regress and attempt to -correct
the miscue. Observations of when a reader chooses to attempt correction and
. how successful thoge attempts: are allow for some insight into how the reader
is processing the language of the text. Miscue studies have shown that all

_ readers correct at some times, that is, they all have some type of correction’
strategy. Both the Goodman study and the current work confirm this observa-
tion. Both groups of readers were usually successful when they attempted to

‘ correct their miscues (low=71%;medium=75%; high=Z?%); Goodman found that as
v the readers became more proficient, they corrected more frequently to.a point_

~where correction behavior leveled,  off° For adult readers, higher proficiency

- O3

,/7 also meant more corrections (see Table 9).

TABLE 9

Percentage of ¥iiscues Correctea

- Higﬁ ' Med . . Low
NO CORRECTION 70 ‘ 80 . . 84
CORRECTION; k 23 15 1
~ ABANDONS " o 2 . .5 1 L
UNSUCCESSFUL . ‘ e 5 0 4.5 ) 4

w
L -

The higher percentage .0of correctiocns which accompanled increased proficiédncy,

\ ° as Goodman p01nts.out,m9ften resulted in over—- or unnecessary correction by
the more proficient readers. The high proficiency group of adult readers, for
example,: corrected 24% ©of their miscues which were already syntactically 1

acceptable in the whole passage and 15% of those fully semantically ‘acceptable

"{compared to 14% Aand 12% for the medium group and 8% and 5% for the low
group). The general developmental -patterns which Goodman found in her y5§:;

readers' use of corrections stratégy were: movement towards higher number of
corrections with increased proficiency; increasxngébendency, with higher

proficisncy, to correct those structures which resulted in unacceptable or

partially acceptable structures; and, given ‘an acceptable .structure, more

likelihood 'of correction if change was major. The adult readers' behavior
showed the same. patterns at the various proficiency levels in all three of .

these -areas.

- GENERAL OBSERVATIONS ABOUT BOTH @ROUPS OF READERS °

IS

-,

Some general simiiaritieSnamong”the groups surfaced during the investigation.

These were:

+

- K

. ' ®all readers made miscues. ‘

eMPHW varied from reader to reader and from text to text.

®All readers. studied had enough‘visuilldiscrimination to: produce miscues
which had some graphic and phonemic similarity to the expected response (at
least 90% for the Goodman study and at least 92% for the present studv). -

"eWhen readers produced miscues with nc graphic or phomemic similarity- to
the text, they terided to be more syntactically-and semantically acceptable
than those with high graphic and phonemic proximity. '

eReaders showed a concern with both producing language that sounded like
language and making sense. 1In both of the studies, most of the. miscues
gGoodmad=56%+: mine=60%+). were both s¥yntactically and semantically acceptable.

Q
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eWhen readers produced miscues that resulted in acceptable structures,
they tended to cause very minor change to the syntax and the meanlng of the
text. : . -
ehll readers corrected their mlscues at some time and were usually suc-
cessful in these corrections. ‘o

s

DEVELOPMENTAL PATTERNS . - .
The following general devélopmental patterns were found from low to high pro-
ficiency in both the Goodman study of beginning readers, and in the present
wstudy of adult Spanish speakers reading in English as a second language.
eDecrease in MPHW with increased proficiency. B
eIncrease in processing of larger units. of language (more phrase and ‘
clause level miscues) with increased proficiency.
] eHigher fregquency of acceptable syntactic "and semantic structures w1th
higher proficiency. T A :
- oFlner graphic and phonemic discrimination (to a p01nt) as a functlon of
more proficient reading.
¢ oA change in the amcunt of graphophonic information used by the reader.
From low to hlgh proficiency-—-mpre information from whole word used. . -
elncrease in semantic and syntactlc acceptability for miscues with-no
graphic and, phonemic similarity as proficiency gets higher.
oMovement towards greater and more stable semantic and syntactic accep-
tability of miscues as readers improve their profic1ency.

Once a miscue is judged as acceptable, movement towards little or no”
change to the intended structure or sense of the text w1th ‘increased
proficiency. .

. eCorrection strategy: with increased proficiency, moxe corrections, more
frequent correction of unacceptable or partially acceptable structures;
increased - tendency to correct only major changes in syntax or meaning for
miscues which are already acceptableg

k4

.. CLASSROOM IMPLICATIONS . B - "

=]

The present study, although limited in scope, does seem to poeint to similari-
ties between native and non-native--child and adult--reading acquisition.
Clearly these observed similarities raise some ekciting questions for future
research. Of particular interest would be a longltudlnal ‘study of adult

~ readers similar to the Goodman study of young- readers. .

” In addition -to ideas for study, the research also holds some important s

. implications for teaching and testing reading in the TESOL classroom. Very '

briefly, here are some of these suggestions. - : -

Texts

Since readers use various cues to get to-meaning (syntactic, semantic,
graphophonic), a text should be rich in cues. It should provide a real-life
context for the reader to use in building meaning and should not isolate any
one part of. language (vocabulary included). : )

w

Testing . » ° -

A simple frequency count (MPHW, for example) does not provide much useful
information about howsthe reader is processing language. A test, like a good
reading text\\eggbp to -provide a wealth of cues that readers might use to-get
to the meaning.~Isolation of "any one part of 1anguage (again vocabulary) pro-
hibits a reader from taking advantage of cues which ‘do occur in natural 1lan-

Q
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guage situations. There seem to be certain types of reading behavxor, correc-—
tion strategy, for example, that might help”a tester evaluate how the reader -
is_processing language. B : )

Teaching ’ i

- v

This study suggests that certain developmental patterns do, in fact: exist,
and a suggestion for teaching might be to work with these developmental
patterns. Specifically, the sconcern for meaning, which all readers in both
studies demonstratedb should be central. Any classroom activity which orients
the reader away from meaning interferes with the reader's natural inclination.
' _to make sense of the printed material. Since readers seem to develop falrly
-efficient correction strategies, classroom aclivities which encourage the .
reader to strive for sense and meaning rather than - letter-perfect reading
would ‘'seem~to enhance this natural inclination. :

v

.~

O

O
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Couplmg as a Text-bunlding Myth-
evoking. Strategy in Vietnamese:

. lmpllccmons for Second Language

- L - Reading’

N "+ - John Schafer

I would like to depart from the conventional structure of the academic essay
and begin, not with a statement: of theSlS, but with a series ofaillustrations.

Illustration I: The Vietnamese Myth of Origin

Long ago before there wére people in the world King Lac ‘ong [the

'dragon of Lac], whose home was the realm of water, met the -beautiful

Au Co, the fairy Queen of the mountains. Love developed. between them

and soon Au Co ‘gate birth to a sack of 100 pearly eggs from which .
sprang 100 beautiful sons. The_ family lived happily for some time, -
bui then Lac Long explained to Au cg that they could not remain

together forever because he was from the realm of water, she-from the .
—high~mountainsf—~AuwCo—agneedvﬁ_mhey_decided_that_she_shGHTﬁ take 50 °

R o Tulane University. =

sons and dwell in the mountains and he should take 50.sons and return
to the sea. The children who went with 3u Co became the ancestors of
the Vie€tnamese’ ‘highlanders, well-known for their skills in hunting and
upland farming. Those who went with Lac Long became the ancestors of
Vietnam's lowland farmers and fishermari. Lac Long gave the first born .
of his sons the title Hing Viodng. He became the founder of the _Hung
Vuong .Dynasty which lagted from 2879 to 258 B.C. -
vietnamese still celebrate Hing Vuodng Day which falls on the
tenth day of the third month of the lunar calendar. Vietnamese refer to
themselves as con rong chdu tién, the children of -dragons and fairy
spirits. When they wish to refer to their country they use the coupled
words d’t nUdc [lit.: land water] or non nidc [lit.: mountain water] .2

Illustration I¥: vietnamese Proverb

!

The work of a father is like the mountain of Thai Son;
. The duty of a mother like water flowing from an inexhaustible spring.

Illustration IIX: Trung Hi8u 'Lovalty-Filial Piety’

In a Vietnamese encyclopedia, the following story is offered as an expla-
nation of the- coupling word trung hiéu-

o During the reign of King Chiéu VUdng there was a mandarin named
Thach Chu who was well-known for his honesty, fairness, and sincerity.
One day while making_an official tour, he learned of  the existence of
a group of murderers. After conducting an investigation, he learned
that his own father was the principal culprit. Turning his carriage )
around, Thach Chu sped back to the palace and reported to the king as

o
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follows: “The

o . L ’ L

an

killer is the father of this your.humble subject. I

cannot arrest my father. I also cannot for the sake of my father

disregard the law. To 'be a mandarin and disregard the law is into-

lerable, so please, your highness, punish this your humble subject for
'8

his crime.

[

The king decreed-» "I waive puniahment in your déase.'

Immediately Thach cha replied: "To be a son and. not honor one's

father is to be. impious [not hi&ul; to be a subject and not uphold ‘the
laws of the land is to be disloyal [not trungl . Being lenient is a

favor a king can dispense,laccepting responsibility . for improper

s

actions is a duty a subject must perform." . . .

- ' AS SoOn-—as—
mitted suicide

he_-had finished_speaking, he drew out a sword and com—‘
in front of ' the king._ T

Iilustration IV:. H3 Chi Minh Lecturing Cadres o

"We must be 1oyal [trung] to the party, pious [hieu] with the
people. [Phai trung vdi dang, higu v&i dén.13 ‘

Illustration V: Kim Van Kiéu, an Early
Nineteenth Century.Verse Narrative

. Kim Van Kig&u has been called ‘the national epic of. Vietnam.' It is the

‘story of a girl, Thuy Kidu, who must choose between hi&u ‘'filial piety' and

tinh *love.' One day during a walk in a garden she meets and falls in love
with the scholar Kim Trong; they exchange vows of. eternal devotion. = Shortly
thereafter Thily Kieu s father is unjustly accused and thrown into prison. The
only way Thuy Kidu can help him is to let herself be s0ld. into marriage to the

Learning to Read in bigferent Langnaéee“:

evil M3 ‘Giadm Sinh.

By agreeing to this marriage she sacrifices tinh for nieu.

In.the following lines Thiy Kifdu weighs tinh and hieu and finds the latter a

"heavier" wvirtue:

Kieu

wWhen -

When

had to save her kin, her flesh and blodd.
evil strikes, one bows to circumstance.
one must weigh and choose between one's love

o and ‘filial duty, which wi}l turn the scale?

Kieun

brushed aside her solemn vows to Xim—-

she'd pay a daughter's, debt before all else.

Resolved on what to do, she spoke her mind: -
"Hands off my father please, I'll sell myself

and ransom him."% : '

Illustration VI: The Scholar and the LadxiTavern Keeper

The following story occurs in a Vietnamese boock on how to compose poems-—
in the section that explains how to’ dﬁi oppose.'5 It is offered as an

statement of one's
foolish because in
both in rhythm and

'“'There once
he stopped off

-illustration of the dangers, in- opposing, of not hearing out the complete

‘opponent before cne opposes it. The scholar appears
Vietnamese his reply to the tavern keeper is unpleasing
sense.

was a young man who failed his exams. On the way;home

at a tavern to rest for the night before continuing his

" journey. WNoticing thzec the owner appeared toc be an attractive and

educated woman,

Annoyed by

he becan to flirt with her.
his rude behavior, the lady tavern owner decided to

fend off his advances in a clever manner. Therefore she said to him:

"Since, as you

say, you have just’returned from taking .the exams, pro-—

"
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bably you are very good with words. ‘SO let mMe present to you some
wordsg to dﬁi [oppose] if you can oppose them, then I'll agree to shut
down' my cafe and .follow you.
. _ The young scholar, confident he would win, told the woman to go
- ahead.
She offered the word night, he opposed it with day.
" she said’ late; he’ opposed it with early.
She said chicken: he opposed it with pig. O
She said crow; he opposed it with cry. :
. She said cock—a-doodle-do; he countered with -pawk paw
o She next offered tavern owner: he countered with COnfuCian scholar.
She said wake; ‘'He' opposed it with }&E" :
: * She said up; hé countered with down. : _
L e She said tor_he,said_in_order to. d -

'She‘ofﬁered worry; he countered with count.

Sheisaid‘monex he said rice grain. : .
Then the tavern owner said: "Now I' 11 read what I sa1d and you

read what you said.." She read as fqllows. "Late at night, when the
rooster crows cock—a—doodle do, the tavern'owner wakes bg worry about
_ ‘money.” . , '
” Then . the young scholar read hls words. “"Early in the morning,
ALY when the - plg cries pawk pawk, the Confucian scholar lies and counts

rice grain. N
The tavern owner was about to speak when thﬂ ‘young scholar said
"Forget it!"™ and quickly left the tavern without saying another word.

Illustration VII: Pham Quynh's Analysis of Duty and Rights

Pham Quynh, a well-known man of leétters in early twentieth century Viet-—.

——Tam, became—an—editor—of—-a—very—prestigi and influential journal called Nam
"Phong’ 'So6iithern Ethos.' Although he hE;Qtzenvzztaziaa“ﬁﬁ‘ﬁtstorianSrLu;
collaborating with the French colonialists, pham Quynh saw his role as helping
Vietnamese achieve a synthesis of the best. of Western and Eastern values. ’

- Those who disagree with his politics admit. the high quality of his intellect..
Here is how he begins an essay called "What Is Duty?™ which appeared in Nam
Phong in 1917. 6 .

In Confucianism there is a saying: "If one wants to begin the:
study of Confucius and Mencius, first one must be able to distinguish .
nghia [duty] from loi [rights}. e

Confucian scholars referred to nghla, ic<e, what we call nghia vu;
they referred to 1di, i,e. what we call nggﬂ 1di The two views rep-
resented by nghia vu gquyén loi {@uty-rights] are actually the - basis

° of ethics. WwWhat is the proper relationship between duty and rights?
This is an important question that people of all generations and-
countries must consider. To answer it is to explain the meaning of
human life. ‘ :

In general, earlier societies respected duty more than rights. 1In

' fact, of ‘the two views représented by duty and rights only duty was
important: no one thought about rights. In addition, those in a

- ) society who, because of their position, had rights in regard to others

considered those rights as duties.” The king in regard to a subject,
the father .in regard to his child the husband in regard to his wife -
all had their special rights, and also their special duties. The king
had the_right to rule his people, but that right entailed the obliga-
tion to see to it that 'his ‘people were contented and. peaceful; the

. father had the right to instruct his child, but that right entailed
the respongibility of bringing. that chilg to maturity, a husband had

1235
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the right to direct his wife, but that right eritaileg the responsi—

“bility of keeping the family-prosperous and happY¥+ In sum, in earlier

+ instructor "in the School for

the

times the rights view was the minor view. Nowadays jt .seems that just
the opposite is the case: the minor has become the major and the
major has become minor: rights are respected more’ than duty.

This change has ‘come from Europe... . .-

‘Illustration VIII: NguyZn Bé's ‘Philosophy b_:f;c}:ung-'-:z'hbﬂ

Nguyan ”éé",' who now lives in the U.S., was an asSiStant province’ chief and
Revolutionary Development Cadre at Viing Tdu under:
regime of Nguyen van 'I‘hig.u. While he held these Pogjitions, he wrote:-of -

a philosophy he called chung Thuy, a system of thoudht and conduct that:he

hoped would save Vietnam.

— —_loyal.. It fs commonly used . in. reference-to women: =2 fajthful _ wife, for
example, is chung thuy; she is with her husband in the beginning and in the

end.

. other things, loyakty, honesty, and an awareness of Oonsequences.

Chung T Thu uy [lit.: end-begdinning] means faithful, -

%

In Nguyén Bé&'s system, chung ' t z has many meaninqg © It means, among

meaning, he says, is the most :meortant-"'-

- H
The thirdvand most important .meaning of "CHUNG-—THUY":; fThink to the -
end, i.é.__, the consequence, each time you start acting..l-'

As we know, the western philosophy knows only the start, or the
beginning of an act, the "THUY," but doesn't kno¥W the "CHUNG" its end,
i.e., cannot anticipate the consequence or know t© where the gyture-
will lead. Thus, the saying, "knowledge for the Sake of knowledge"

illustrates sufficiently that the effect of western philosophy is that

western discoveries are only the results of chance and inquisitive

' ‘temperment. Therefore; the results ¢an be either good or bad.

Nuciear weapons, weapons which today aré a grawe threat to human life,
are the natural consequences of the western ph:.losoph:.cal System whichv'

. does not think to the end.

"begin.'7 _ ) ¢ o ) : T :

As for the east, still harboring many illu_sions still slumbering

in the past with a lack of will to. act...it hesita!:ES to throw itself .

into practical endeavors, i.e., it does not want to gtart, it will not

y,

s

Illustration ’Ix: A Man on the Street Analysis of <«he Americén Wi{:hdrawal

= On a Saigon street corner in 1973 a Vietnamese Civil gervant jin the Thi&u

3

Regime was discussing” the_de#line in American suppo¥*t for the government ,of

the

Illustration_x': HO Chi Minh on the Essential Qualities of a Movement

Republic of Vietnam with an American who spoke Vietnamese.

. "The trouble with Americans," he daid, "is thl!t they have th Z
[beginning] but no chung [ending]. . That is the %hole of the problem."

o

Y a

<"l -
A tnovement must be continuous and have "a txue substance. It

shouldn't just be all form; “it shouldn't 'Have the head of -an elephant
and the tail of a mouse.' [H&u voi ‘@i chudt.]

" Illustration XI: Understanding V‘ietnam-eBE.Love stories

.\ principal ‘of a high school in Hue, speaking in Vietnamese to an

Thig last

American,;was trying to help his guest understand a Vietpnamese love story that
he (the American) had just read. Here is a translation of what he said:

-
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To understand_this story,

and many modern southern Vietnamese

stories, you must understand the concept of duyén-ng [lit.: pre-

”_Qestined affinity-obligation].
matter of duyén or nd.
patible,

an okligation.

ne,

Vietnamese believe that marriage is a -
If one's mate turns out to. be: lovely and com-

then that is an occurrence of duyén;
one's mate becomes unpleasant and incompatible,

if, on the other handg,

then -one has assumed a

People whose spouse is all nd may wonder what they

did wrong ‘in their previocus incarnatiorf to deserve such a fate.

o

What do these illustrations add up.

-
¢ .

to? How do. they relate to problems

encountered in teaching non-native speakers of English how to:read?

° For me these illustrations Support

Wwhorf's assertion that "people act

about sxtuations in ways which are like the ‘ways they talk about

them. People whose word for 1oya1ty

or faithfulness is chung t x

!end= heginning__uill_tend_to_see*loyalty_and—fa1thfu1nessnin a—certain-way.-—-

"behavior at the beginning,

In judging whether a man is loyal and faithful,

selves whether his. behavior=at the end
whether, as
are like one" [trddc sau nhu mdt]. In
tion, they will want to see it through
it has the head of an .elephant but the

they will tend to ask them— .
of an episode is consistent with his
Vietnamese say, "his before and after
telling a story or, conducting a revolu-
to completion lest people observe that
tail of a mouse.

~end-behavior is consistent with his beginning,

_that the language one Speaks determines one's view of the world.
;doesn "t determine,

. them certain predispositions.

This is not to say that only Vietnamese judge a man to be 1oyal when his
or that only Vietnamese may
pause to consider whethér fate was kind or unkind to‘them in marriage,
only .Vietnamese desire to see things through to completion.' The point is not
Language °
it constrains. It makes certain conclusions regarding
events which are more likely than others. Vietnamese are encouraged to per-
ceive certain situations in a special way, and to feel and act strongly when
they find themselves in these situations, because their language instills in_

What is true for Vietnamese is true for all:

peoples. When events and our language tend toward congruence, this affects us

strongly. When it occurs,rwe_believe we have had an insight, stumblea upon a’

truth. . . . . ' - ' o
What aspect of Vietnamese has this power to predispose? There are pro-

bably many aspects that are responsible for different predispositions, but the
one I would like to discuss here, the one that is found in the above illustra-
tions, is coupling—-the juxtaposing of .two items that are antithetical, or
nearly antithetical, in meaning. :

It is .difficult to overemphasize the 1mportance of coupling in Vietnamese
language and culture. Vietnamese describe their country as emerging from the
reconciling of oppositions between-dragon and fairy, sea and mountain, water
and ‘land. The creation of nationhood is mirrored in the process of idiomiza-—
tion of the coupled expressions con rong chau tién [lit.: child dragon, -
grandchild fairy] and dﬁt nﬁdc [lit.. land water). Some time ago these

- expressions ceasred to be taken literally-—~dragons merged with fairy spirits,

land united with water-—and the people, country, and language of Vietnam
entered the world. Much of: Vietnamese political and social history can be
seen as an extended argument on the proper relations between the members of
the coupling words Han Vigt 'Sino-Vietnamese' and trung hiéu hiéu '1oya1ty~filial
pliety.’ Debate throughout the centuries on the proper conduct of men and
women, at least among the more Sinicized elements of the population, has been
a commentary on trung trinh '1oya1ty' {primarily for men)-'chastity' ‘
(primarily for women). '

Coupling was defined above as the juxtaposing of antithetical elements.
More precisely, it is the placing of members which are syntactically and
semantically equivalent in topographically equivalent .places in a text .10 Each
word from the game of 661, or opposing, described in Illustration VI, for
example, is coupled with another: '

o

or .that -

L)
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Tavern keeper: -

pém khuya gi gay & o, chi quin thuc diy md lo a&bng tién.
'Night late rooster crow doodle do mistress tavern get up and worry
coin money." o _ =

Scholar:

Ngdy sing heo kéu cuc tidc, thﬁy nho nam xuong ding tinh hdt théc.
“ 'Day early rig cry pawk pavwk,.,-master Confucian 1ie~down to count grain
> g rice.' :

-

Night is coupled with day (1) because the two words are in syntactically
equivalent positions in their respective sentences, (2) because the two words-

'are semantically related: they belong to the same thought—mass11 "parts of

the day,” and (3) because ‘they occupy equivalent topographical positions in-
——theirTrespective Iinés: both occupy the first slot. The other couplings
(late and early, rooster and pig, etc.) also exhibit these three equivalences.

In freer English translations members of couplings often cannot be as -
starkly opposed as they are in Vietnamese because, when writing in English,
one must insert many articles, prepositions, and subordinating connectives.

In a freer English translation of the above exchange, for example, night and

. day could not be so starkly opposed. because the English phrases "late at
night” and "early in the morning" have an unequal number of words. Night and -
day would therefore be pushed into inequlvalent topographical positions.
Because oppositions in Vietnamese are presented against a background unclut-
tered -with prepositions and subordinating connectives, they stand out in bold
relief. The fact that the Vietnamese language allows this stark opposition of
elements may partially explain why coupling has become an important rhetorical
" strategy in the Vietnamese tradition. » . :

But many English texts contain couplings. Samuel Johnson, the eighteenth
century man of letters, is well known for his balanced style. There are pro-
bably;occasions when people of all cultures would find symmetry of expression
Pleasing and appropriate. 'So what makes Viethamese coupling special? ‘It is
special because, whereas coupling for English writers is primarily a matter of
style, for Vietnamese it has been more than e:stylistic embellishment: it has
been a way "of solving problems. Coupling ‘in Vietnamese is what Western ‘rhe-
toricians call a "heuristic procedure”; it is a way of using language to
. discover things about the ‘world. Admittedly we also’ compare and contrast in
writing essays and "weigh" alternatives in making decisions, .but because
coupling has not traditionally been a guiding aesthetic principle, it has not
influenced the way we approach the world as much as it has the Vietnamese. So
many Vietnamese proverhs are coupled phrases or senténces that it becomes
impossible in the Vietnamese tradition to separate the process of coupling
from the process of acquiring ‘conventional wisdom. -

Both fictional and real characters employ this prOﬂess. they Juxtapose
"words and phrases to.dis play for themselves in ‘stark terms the pature of their
dilemma. Then they make a choice. 1In Illustration II Thach Chu weighs the
virtues of loyalty :and filial piety-: When - neither virtuetips the scale, he
chooses suicide as the only alternative. 1In Illustration V Thily Kidu weighs .
the demands of love and filial piety. When. she _realizes.the latter is
"heavier,” she decides to_sell herself to save her father:. In Illustration
VII Pham Quynh weighs nghia vu 'duty' and gExen 19i ‘rights'. and finds that
the former should be given more weight in developing countries such. as :
Vietnam. Coupling is undoubtedly an important ingredient of many Vietnamese
texts--even of those that contain only & sprinkling of coupling words and
phrases—~-~because it is a part of the inference-generating process tHat the

text creators went throQgh preparatory to writing down their ideas._“
» . o
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How often is coupling present in the actual words of a text? "It is mnot,
of course, the way .sentences are constructed in normal conversation. People

" do not make sure their utterance opposes the previous utterance of their

Q
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interlocutor urnless, like the. scholar and the tavern. keeper in Illustration
VI, they are playing the game of dﬁi. Nevertheless, ocoupling is, as Nguyen
van Ngoc points out, "“the abc's of Vietnamese, the writer's first step. 12 1y
was a prominent feature of almost all Vietnamese written texts until the early
twentieth century. Throughout Vietnamese history, diplomatic ‘notes, examina- _
tions;, and stories were composed by coupling one phrase with another, or one N
line with another, or one section of a text with another. Vietnamese writers
knew that if they didn't use coupling, their readers would think they were-
unlearned. The emergence of prose--writing with no rhyme and’ little or no
coupling~-is a recent development in Vietnam, an event which occurred simulta-
neously- with Vietnam's change‘from a traditional tQ a modern state. Even in
modern prose, ‘however,. one still finds considerable coupling between and

within sentences, and in conversation coupling; while not common between
utterances, does occur within utterances in the form of - coupling words and
four-syllable jidiomatic expressions.

Coupling remains prevalent in modern Vietnamese in part because four- - .
syllable expressions continue to be popular. We have .them also--"First ~ come,
first served"; "Last hired, first flred"--but the Vletnamese have many more“
than ,wé do, and theéy use them much more often. It is a Yare Vietnamese con=-

,versation that does not contain at least one. Below I. have written the

coupling words that sum up Illustratlons I, X, and XI; included also are the

four-syllable idiomatic expressions that can be generated from the‘coupling

words:

Illustration I: ti@&n rong [lit.: fairy spirit-dragon]: -the ancestors of the
" Vietnamese, the Vietnamese race.

con réng chdu tién [lit.: children dragon grandchildren fairy
spirit]: the ancesteors of the Vietnamese, the v;etnamese
race. - ' ‘

Illustration X: d&au dudi’ Tllt.. head-~tail]l: from beginning to end.
d3u voi dudi chudt [lit.: head elephant tail mouse] refers
to something begun well but ended poorly.

Illustration XIX: duyen ng [llt.. predestined afflnity*obllgatioh]: fate,
e particularly in regard to marriagé.

) may duy&n rui nd [lit.: good _luck predestlned affinity, -
bad luck obligation]: If one is lucky, one's spouse will be
compatible; if one is unlucky, one's spouse will be an obli-

e gation.

. Ky
v

[

If cdoupling in Vietnameseﬂis a text-building strategy and heuristic pro-
cedure, what are comparable strategies and procedures in the English tradi--
tion? I would nominate the following= arranglng items in a linear order,
classifying into categories, and considering issues as problems to be solved
by the application of method--usually the scientific method consisting of the’
stages analyze, hypothe51ze,“test conclude, and then act.

The precedlng statement exemplifies these procedures at work. In it I
have arranged ‘American heurlstic devices in a linear sequence according to a”
principle-which I haven't yet made explicit, but which is_ roughly related to
chronology and degree of consciousness. I'm assuming that the scientific 3
method came later and that it is a more consciously -applied device than the \
devices of arranging things in temporal sequence or classifying them according
to some criterion. But I'm not sure of these things. By arranging I'm also

e : . _ ?il'q-ﬁ
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igéenting; discovering things about my topic. The above statement is also a .
classification. In 'it:I divide "Important Heuristic Devices Used by Ameri- -
cans" into three types. And the essay of which this sentence is a part is a
loose application of a problem-solving method. In it I take a problem~-the ’
difficulty of comprehending foreign language ‘texts=-which I ‘assume is
solvable. I then analyze the problem, primarily by giving illustrations of
texts which qp_first hearing or reading I only partially understood.’ I then
hypothesize: /| comprehending second language texts is difficult because the
inference-making processes that contributed to their formation are unfamiliar.
I do not submit my hypothesis to an empirical "test, but the reader is invited
to reread my illustrations to see if they are more comprehensible after
he/she has .learned about the importance of coupling as a text-building strat-
egy. I shall state my conclusions and _suggestions for action later.

- Besides serving a heuristic function, couplinb in Vietnamese is also
involved in myth-evoking, in activating in a hearer or reader's mind units of
stored cultural knowledge. Myth-evoking is not a separate process but a part
of text-building. It enables a speaker or writer to’ say much with few words’
by exploiting shared knowledge. Most Vietnamese coupling words and four-# _ .
syllable expreSsions are rich in associations. Some have been recontextual-
ized‘so many times they have become touchstones to the history of an entire
civilization. For Yietgamese, coupling words such»aé'trung—hiéu 'loyalty-
filial piety,' chung thuy 'faithfulness,' and duyén nd 'predestined affinity
{or lack of it) in marriage' and four-syllable‘exp;eés}ons such as trai tai-
g8i s3c 'men are talented, women are beautiful,' NAu 54 s8i kinh [lit.: to :
cook history, to steam classics] 'to study hard,' ‘and chdéng M¥ ciiu nGgc ‘'oppose
‘the Americans, save the country' evoke certain pre-texts, or, if one prefers

. the terminology of.Van Dijk and researchers in Artificial® Intelligence and
computers, they activate frames--"units of conventional knowledge according to
which- mutual expectations and interactions are organized."13 Lo

Following Barthes, I prefer to call the knowledge ewvoked by these Viet-
namese expressions mytHs. Some may think'a coupling word "is too small to
evoke an ‘entire myth,. but, Barthes points out, "a minute form (a word, a
gesture, even indidental, so ldﬁg as it is noticed) can serve as signifier to
a concept filled with a very rich history."14 A fringe of hair on the fore-
head, for example, can be used to suggest "Romanness" in a performance of

Julius Caesar.13 . : & ] ,
LThere are, says Barthes, two systems: a linguistic system and a myth

system. The latter system "gets hold of" the first and uses it to build its
own system. Whether we are dealing with. language or another:i#sign system,f;uch
as pictures, there is meaning and form. If I am at the barbers, says Barthes,
and am presented with a copy of Baris—-Match showing a young Megro in French
uniform saluting the French tricolor, this is what I see: this Negro saluting
.1s the meaning of the picture. But, continues Barthes, this pictorial sign
becomes involved in "a second-order semiological ,system" which is myth. This
picture tells me that “France is a great: empire, that all her sons, without
any colour digscrimination, faithfully serve under her flag, and that there is
no better answer to the detractors of an alleged colonialism than the zeal
shown by this Negro in serving his -so-called oppressors." Thig second system
is.parasitical on the first, The meaning of the picture 'is ‘a crucial input to
the myth producing system, but after it becomes. form,- the meaning becomes
"impoverished." One must "put the biography -of--the Negro in parentheses,"
says Barthes, ag one understands®the Paris-Match picture as my’(.~.11.1=6

When coupling words are used to evoke myths in. Vietnamese, their original
mé?ning, like the biography of the. Negro soldier, is often_ obscured. Trung
hi&u 'loyalty-filial piety,' for example, means loyalty, primarily to one's
king, and piety towards one%s parents, but it is also a shorthand expression
used to evoke the entire mythology of Confucianism. When used by Vietnamese,
the meaning of trung hiéu is by no means completely suppressed. Meaning, says
Barthes, is never completely killed by a myth-evoking sign: :

a
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But the essentiag point in all this is that the form does not suppress
the meaning, it ‘only impoverishes it, it puts it at a digtance, it
holds it at one's disposal. One believes that the meandfng is going to

" -die, but it is a death with reprievei the meaning loses its value, but

keeps its life,,from ‘'which the form of. the.myth will. .draw.-its- nourish—~— i

ment. The meaning will be for the form like an instantaneous reserve

of. history,'a tameéd richness, which it is possible to call and dismiss

in a sdrt’ of rapid alternation: the form must constantly be able to

be rooted again in the meaning and to get there what nature it needs

for its .constant game of hide-and-seek between the meaning and the . ’
form which defines myth.

Because HS chi Minh knew that the ¢ »ling word trung hiéu hiéu was one of the
richest words in the Vietnamese ‘language, a word” that had been a source of
spiritual nutriment for centuries of Vietnamese history, he called on it to
‘nourish the new myth combining Marxism and patriotism that he ,was attempting:
to form.' vietnamese must, he said, be loyal [trun gﬂ, but not to the. king, as
under the old feudal system, but to the party:; they must be pious [hieu],
not jnst to members of their immediete family, but to all the people in the
nation family of Vietnam.

But with coupling words thirgs ‘become slightly more complicated than. the
above analy31s suggests because many have two meanings: a non-idiomatic
meaning, which emerges when the two halves are read separately, and an idioma-
tic’ meaning, which™drises"™ d1ves are taken as a whole. The degree of
" idiomaticity of coupling words varies. Rugt thit [lit.:ﬁintestine flesh],
which means close or antimate, is heavily idiomptic' budn ban [lit.: buy-
sell], which means business or commerce, is moderately idiomatic, 1au mau
[lit.. long time-short time), asked in questions such' as Qgg £8i 43y 1l&u lau-mau
réi [lit.: Yop arrive here long time short time already?] 'How long. have you
" been here?,' [is only- slightly idiomatic. : J

- Lenneber and others have objected to the work of researchers whose
congclusions out a culture are based on a literal interpretation of
expressions,| pointing out that many expressions that are "alive" for the
foreign analjfyst have long been "dead"--as dead as the proverbial doornail~-
metaphors fgr the native speaker.18 Although a foreign analyst of Engldish.
might note that breakfast originally meant to break a fast, this argument _
runs, Ameri¢ans aren't aware of this notion when they sit down to eat their
cornflakes.| This objection does not hold for Vietnamese coupling words .and
‘four-syllabjle expressions because, for Vietnamese, analysis of the meaning of
the separa halves of a coupling word or expression is an accepted rhetorical
technique. ] The non-idiomatic meaning of words is thus constantly being
revived. cholars, seeking both wisdom and rhetorical power, return to the
meaning of !the parts of coupling words, as Nguyen Bé returns. to the literal
‘meaning offthe parts of chung t x in Illustration VIII, and as HS chi Minh
returns toj the,meaning of the parts of“gia—dinh 'family' in the following
excerpt frpm & °'speechs: ' '

o *

Gia Qdinh has an .0ld. meaning and a'new meaning, a narrow meaning and a
wide meaning. "Gia" is house; “&inh" is, the courtyard. In other
words, the suggestion was one should worry only that the father and
mother, wife and children in oné's own house were warm and well-fed
and content;. if others were poor and miserable, that was of no con-
cern. But this is selfish, not right. _

According to the new meaning, gia dinh is-wider. It includes, for,
example, ‘one's fellow workers in a factory, in an agency, in a village
cooperative—--all thesSe people must come together and love each other ~
like brother and sister in one gia @inh. Understood in an even wider
sense, gia 4&inh includes 'all the people in the. country...1?

. .
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The original non—ldiomatlc meanlng of coupling words is also restored when

~ speakers and writers spllt a coupling -word (as HS Chi. Minh splits trung hleu

‘in Illusttation IV) and then use the halves as pivotal wexghts to balance a

longer expression., : ,

- Buteven 'if the speakers of "a” “target” language seldom recapture the origi-
nal, non—ldlomatlc “meaning-of-.a word, students attemptlng to learn that target
language r'hould not be dlscouraged from seeklng it out, as much can be- learned
in the search. The knowledge that our ancestors thought of eatlng in the ¢
morning as breaking a fast, whereas Vietnamese conceived of it as an ‘cdm san ng
[lit.: eat rice morning], is not trivial information; it could lead the stu—
dent to explore some lnterestlng cultural and linguistic differences.

In any event, the questlon of whether teachers should or should not
encourage students to dwell on the llteral meaning of expressions is an

+

~academic one: students will’ dwell on it'.whether we want them to or not. Any—

_language,,one mist - ‘move from a consideration of the literal meaning of idio-

one reading second language texts will 1nev1tably read expressions llterallyi
on the first encounter. In learning to become. a fluent reader of.a second E
i

matic expressions to an understanding of the degree of idiomaticity they havef

assumed, and then proceed from this understanding to an- awareness of the mytns

'ﬂthey ‘evoke in the minds of native speakers. - |

What constructions in English corre5pond_to'Vietnamesé coupling words? - v -
Multi-word verbal expiressions such as Eo put up with, to get ahead, to drop

~out, to fall in love, and to run for offlce are similar in many respects. {
Like Vletnamese coupling words_ many have an - ldlomatlc meaning. The meaning

E

Aruitoxt provided by Eic:

of to put up -with, for- example, cannot be déciphered by considering its parts.
They are also llke coupling words in that the -degree of idiomaticity varies l
greatly from expressxon to expression. To run for office, for example, is |
idiomatic, but less ‘so than to put up with; at least its individual element§

are useful clues to its idlbmatic meaning. T . .
When foreign students of English encounter 1dlomatlc multi-word verbal
expressions, they have to learn to consider them as conceptual “units. If ley

know in which syntactlc positlons idlomatiCLty often occure, they will not be
surprised when they encounter it in those positions and- thus should be able to
quickly readjust an erroneous meaning prediction.  For' example, foreign stup ’
dents may at first reading understand the” sentence He decided to feel out the
committee and get its reaction to the propdsal 11terally, but if - ‘they are ref
pared to encounter idiomaticity "in multi-word -verbal expressions like to feéel

out, they should be able to backtrack qulckly and locate the cause of thei
miscomprehensionx Similarly, Americans can read Vietnamese much‘more fluently

if they are .prepdred for ldlomathlty‘ln two—-syllable coupling words and fbur-

syllable expressions. - In reading the Vietnamese text of Illustration vIi,

-came across a sentence containing the words tréu hoa gheo nguyét,_whlch mean

to tease flowers, to bother the moon. The passage was about”a scholar wh#
stopped off at a tavern after failing his exams.: Nothing yet had been said
about flowers or the moon, so I was confused until I realized tr&u-.hoa gheo

nguyét was a’ four—syl le idiohaticlexpression.meaning to flirt with or bourt
a girl. v * -

Like Vietnamése coupllng words ‘and expressions, English milti-word ‘verbal
expressions also evoke myths. Expressions such as to 3_; ahead, to drop;out,
and to fall in love, in addition to conveying an ldlomatlc meaning, also refeg
to conventional knowledge shared by members of American society. To gety
ahead, for example, evokes a philOSOphy of life as clearly as dogs " the
Vietnamese coupling words trung hi2u or chung thuy. The multi-wor verbal -
expression to fall in love evokes knowledge in a native Speaker which-: lS much
more extensive than simply the understanding that. fall is to be taken figura-
tively.

In conclusion, I think that we who teach ESL reading “classes should be
aware that how students whose native language is not English write or read

» ‘ -~ I
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~ texts depends a great deal on how their native ‘language predisposes - them to

" perceive situations. Both Kenneth and Yétta Goodman -and Frank Smith have
shown that "reading is only incidentally visual, "20 that .the knowledge crucial
to reading lies "behind the eyeball. 21 -Readers who read texts in their own
language will ,do so, they suggest, because they know what to expect. It is
reasonable to assume that readers who have troublée reading texts in a second
language falter’ because they have not yet developed a new set of expectations.
If this assumption is correct, examlnatlon of - what the second language reader
brings to *texts in the form of predlsp051tlons and expectancies should be an
important part of reading research._

Goodman stresses that good readers make predlctlons that they later con-

] 'flrm or revise, but he does not always make' clear on what basis fluent readers

' make these predictions. His semantic rcue system encompasses the entire-

.e Experienéial'and conceptual background of the reader. The knowledge that may
-feed into the readlng process is unquestionably vast, but it also must be
organized in some way——in terms of frames or scripts or myths. = Further
exploratlon of how a reader's prior knowledge 1s categorized, and of the abi-~
‘lity of short expressions such as Vietnamese c0up11ng words and English multi-

- * word verbal express;ons to evoke larger units of  conventional knowledge, seems

-timely.. &
Finally, I think[we as teachers of ESL readlng should include more presen—'r

- tations on- etymology and idiomaticity. At the very least, discussion of these

topics should provide the student with a4 mnemonic crutch to aid in vocabulary

. retention. But it also should improve students' reading ability, and .for

- advanced students, it can turn into a fascinating course in the history of the

"culture of -the speakers of the target language.
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poetry. In Levin's approach, two elementn Jdu not have to occupy. the same
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a Theory of Language (Memoir 7, Indiana University Publications in Anthropol—
ogy and Linguistics) (Baltimore,~ 1953), pp., 29ff.

12Quoted by Nguyen pinh H3a in ”Parallel Constructions in Vietnamese,

-Ling¥a 15 (1965):133.

Teun A. van Dijk, "Semantic Macro-Structures and Knowledge Frames in
Discourse Comprehension,” in Cognitive Processes in Comprehension: Proceedings

__of the XIIth Carnegie-Mellon Symposium on Cognition, eds. Patricia Carpenter

-ﬁang, 1957), p. 120. °~

" Winston, 1975).

-and Marcel Just (Hillsdale, NWN.J.: Erlbaum, 1977), p- 21.

14Roland Barthes, Mythologies, trans. Annette Lavers (New. York. Hill and

151pid., p.- 26.

161bid., p. 118.

171pid., p. 118.: v _

-18Eric H. Lenneberg, "Cognition in Ethnolinguistics,” Language 29
(1953) 465~66. . :

9Quoted by i ﬂinh Ti in "Tim hidu céch HS Chu Tich giang giai c8c khai
niém cho qu&n ching," 'Exploring Chairman H&'s style of explaining his views
to the people,' NgOn Ngi¥ 2 (1973):3s-33.

20 Reading Is Only Incidentally Visual"™ is the title of an article by Paul -
A. KoYers. It appears in Psycholinguistics and the Teaching of Reading, ed. o
Kenndth S. Goodman and James T. Fleming (Newark, Del.: International Reading o
ssociation, 1969), pp. B-16. See also Kenneth S. Goodman and Yetta M. Good-
man, "Learning About Psycholinguistic Processes by Analyzing Oral Reading,”
Harvard Educatuonal Review 47 (1977):332, and Frank Smith, Comprehension and
Learning: A Cohtéptual Framework for Teachers (New York: Holt, .Rinehart and

21prank Smith. Understanding Reading {(New York: Holt, Rinehart and
Winstgon, 1971}, - 68=-79. :
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