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L 5 ' " *  Abstract, =,
The English reading strategies ot Grade 3 l:“rench immer-

sion children were studled to d15cover any cnunqes between

w " those used h¥tore redding instruction ‘in English began and:

atter six months ‘of _reading 1nstruc\tion ’ g PN
’ Nine children r‘eading at grade level wers selected and -
- | tested “in October, 1986 and, again in Harch, 1987. using _the >
s Reading Miscue Inventory devised by ) Goodman and; Burke
(1972). .The Lir;t text ‘used was ;t the Grade 3 '1ev‘i and".” ¥

the seccmd~ at .the Grade 4 level to minxmlze the ettucts of.
n .
text dlf!iculty

\ “At the first testing .the children relfed heavily on =

graphic -and -:sound\ cues; /uslnq semantic*and g‘yntactic cufs

. infrequently. The ‘loW. scores in the' categories of Ccom-
prehension and the ase of qrammatica‘l relationships sug-
i A

gested thAt they were not reading effictentiy: the

‘second testing,’ while . the chlldren still used qraph,‘LL.L and
* b %
. " phonic cues to a great extent, the use of semantic and
syn.téctic cues increased. These findlngs, in conjunction

with improved scores in comprehension_and the use of -gram- . ¥

Matical relationships,. demonstrated an improvement in the é
. .

‘quauty of the children's reading. Yo . " v
No instances ot French semantxcs or syntux.'lnter{ernﬁq ) o

with (‘.he English reaqlnq of the chudren were found, but . ;
& ;here were cases of "French pronunclatl.on of parts. or ‘all‘ot . G

English wordg, French interference miscues dropped from,




~%A-qunuty L 6. 4 ; ) I

Some poanbl!"!xblannt.lons .Harq given for the, changing’

v - testing, aq‘um indicating Aa‘ﬂ‘v_-smpkovemel:\t in tHAe reading

reading strateglies of. the children. _The empphasis ot the
,reudlnq instruction in French was on phoriics, and in English
PR

on -context. Studies have shown that the type of reading,

+ instruction children recgeive atgecés the miscues they make

whi.ch muy have - affected the chmﬁes was the chudren 5™
/ pruqrass throuqh the stages o! teadlng deve!.qpment ', l'r_\s~
nuqea ‘which Cohen . (1974 5) proposod upho!.d the ' undings of
the present study. 'l‘he children's davel.opmental staqe may
o3 also hava atfected “the teading st‘r&taqles they used. b

- The -results .of - the study uere compa!'ed to bottom-up, .

and-thls is one factor to ba consl‘de‘r‘ed ‘Anotr-\er tactor

top-down,' interactive, and lncaructlve compensntory modall

of raadn;q. The: best £it was found to ba the mteractlva-

compensatory ‘model .
od ¥ : ’
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% . " Chapter one - o
B Introduction

I he Problem e B E r :
= There MRys been considerable research, using and-
" ardized testing; into the English ‘reading achievémeht ot
French 1mmsrsTon ér;lldrsn but little has ‘b'een done c'q_ 5 g
. establish vhat strategies the .children use as they tackle b
- " thé reading task' in Enql h. Seferal ' researchiers have
speculated that readlnq rate.q:es are belnq’ Eransfe;rad .

rfum French reading to Engligh readlnq but havevnot suq-

gested what these skills might be’ (Tucker, 197 McDouqall
and Bruck,. 1976; Genesee, 1979). In thelr study, Kandau
' Lajeunesse, Chmilar, , and (1957) g

that'the_evi&enée points to the children transterrlpg their
« knowledge of decoding strategies from French to English and -
- being able to incorporate their knowledge of4the English,
IAnGAEE. ) . P E e

: i
In 1977 an early French immersion program was in-

stituted by the Roman Catholic School Board in.'St. John's, w

Newfoundlgnd. It was evaluated each year in  the Prinary B e %
;chaol and; ‘among :ther things, the students" achlevemants’
in Enqush reading were assessed using the Qg_e_s_mmm_g
. ) 'Reaging Sung_z (Netten and Spain, 1983). In their summary
’ Spain and .}feﬂ:en stated that in qe_rieral .the progress of the e

- childfen in English was following the expected pattern for

. children in this prograim. This pattern is that the children
" lag behind thqir Enqlisl:n ioungerparts uit"ujins:ructl’on in




¥y ) ’ * “ P =g

: Enqlls’h' reading begins, whereupon they rapidly catch up to

s s o =
‘r and may surpags the levels of the English monolingual child-

‘,%J 1984)." :

Children fn the early French immersion program in St.

John's, Newfoundland receive no instruction in reading in
English until -Grade 3. alt}louqh many ‘children can read in

English to somé f*"’i{t as they enter this grade. .Reading

t‘ Lo -.{nstruétlm in Pr_encn beqi‘nk i_n ‘Gr.ude 1. _ This ;tudy will
5 ‘v, help to determine what cues 'tl-:'e énildren do rely on_ before
., ¥ = instruction ln.Enqlls'h rend;nq b‘eqlns in l‘:rade~ 3: ‘anc‘! ‘1!
’ - tAhel; strategies change agter six‘months of English reabrlnq

. instrl;ctifsn. 4 ,ﬂ P ’ )

Y % L gn’nu'nen and ‘Léarning

) . Be’fure ths‘ rea;:llnq' proces‘s og‘Gr.ﬂe 3 children is dis-
vy cussed specifically, the subject—of you‘nq chlljﬂren‘\s learn-
ing in genéral will be addressed: Both thecfies of know-
e 1edge ams theories ot child development are relevant to such

a dlscussxon s
Theurles of knnuledqe fall J'-n:o two main cateqonas

The rationalist theory of know!gdqe stateg that knowledge is

. absolute, unchanging,.and independent of human lexl?erience,
'uhue .those holding tﬁu‘ emplrlcxst view woulq argue that
fmounedqe is not &mmutablu but changes as new discoveries

are made. Those holdlnq <he empul.clst view would claim

_ren (D'Angléjan and Tucker, 1971; Lambert and Tucker, 1972;

“Barik and waih, 1978 Genesee, 1978:9: Swain and L-!Dkl.n‘ :




" empiricist would arg

-development .of ‘the young child was due to, "

that what was believed to/be true is now demonstrably untrus
S0 for the child to ldarn what are belleved to be facts
odfly may not stand him/or her in good stead tomorrow. The
‘ that thé process of learning s more
important than (Fontent of the learning. Many educators
have held this view including Rousseau, Pestalozzl, Froebel,
and Montessori (Blenkin snd Kelly, 1981). Content cannot be
ignored because thers, is little point in using inaccurate,
trivial material, but content should not be the main focus
of éducation.- ~Children Who are ‘taught how to learn for
themselves can master any' content they choose .
It children are to be taught how to learn, an under-
standing of the nature of the child is a prerequisite and
psychologists have addressed tnis issue. Plaget "did not
believe that the child's cognition’ was entirely innate or
that It was entirely due-to the circumstances in: which the
‘child grew. His theory .was that intellectual deve’xﬁpment'
was dependent on the interactich of “the two: Plaget be-
lieved that children act upon their environments and dévelop
hypotheses to explain théTT experiences. As new information
is obtained, new hypotheses are formulated. This process
contu\‘{.\es throughout 1life (Blenkin and Kelly, 1981).
Similarly Montessori (1967 believed that the cognitive

an {ntense

and speclalized sensitiveness  in consequence of which the

_tilings abput him awaken so much interest and so much ep-

T v W v
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thusiasm that they become incorporated in his very exis-

tence® (p.24). . «

‘ Bruner (1968) concurred with the beliefs of Piaget and’

Montessori, stating that cognitive development 'is a process
by which humans increase thelr ability to achieve and to use
knouxedq'e by solving pr‘oblems presented by the environment.
In this way the child constructs and reconstructs his or her
view of the world. : ‘

' Plaget and Bruner postulated similar stages through
which children pass as they . develop. In the- first. stage
Bruner stated that children learn to make sense of the world
through action. in the second stage through ‘visual or. other
sensory arqar;xzatlor_l, and ip the third stage through lan-
guage. - Piaget Qivided children's intellectual development
into four -stages. He maintalned that the Infant is at the

sensori-motor stage in which heor she tries to ménke sense

of the world by overt actions such s tauchan, looking, and

tasting. In the segond stage umch lasts to about seven
years, children are able to represent.the world with symbols
and so can go beyond the immediate but they. cannot vet
reason logically. The third stage, acco‘rdtng to Piaget, is
characterized by the children still being rooted 1in the
concrete but baing able ‘to hypothesize to a limited extent.
§\c about twelve years, when learners are no longer dependent
on the concrete but can reason and deal with ideas, they

. have reached the final stage of intellectual,development.




= The chronological ages of the children

5

Instruction has therefore to be suitable to the stage

of the child ;nd to prep.aze him or hergffor future 1ean:\1nq.
' 4: this study suggest

that they can reasonably be &xpected to be towards the end
\)_ Plaget's sécond stage and entering the third stage he.
desc_rl.bed. Accordlnq to Bruner s theory they would likely
be at t\he second of his stages. Their theorles suggest that
it is rea{onable’to expect chn:ﬂren at thils stage-of devel-
opment to be falrly fluent readers because thsy cax)\flaal
with symbolic representations such as print and are no
longer completely dependent on conéreté experiences. By the
same token they should be able to make the connect¥on bet-
ue\e\n\oral and Hric‘ten language, since written language is

the symbalic representatlnn of the “spoken word.

Both Bruner and Piaget maxntam fhat children are con-

stantly trying to make sense’ of the information they glsan
from the world. “New information has to be explai‘r},ed, in
_conjunction with intormation they already have, Having been
taught to read “in French, the children in Grade 3 early
French immersion programs in St. John's ars now presented
with print in the English language. The theories of Plaget
‘and Bruner would sugest that the children could be expected
to.try to make sense o; written English using tnur" know-
ledge ‘of written French, since that is-the SREGERALASH they
have available to them. Errors of French p}'o}lunctnticn and

. ;
intoriation.are to _be expected as they try to accommodate the

» PR
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new stimulus (print in English] into the structuregJtthey
2 . " nave already formed to deal”with information (print in
" French) they already have. The children can also bring
their knowledge of -oral English to the reading task and
incotporate this knouledgp with the knowledge of the
;epressnhauonal character of print, so that while sorte

French 1nter£er=nce is to be expected, such errors should

g . = .
\ noy predcmlnate,’ B e

~

i Definition of ferms .

1’ ol -
Cueing Systems . Y 4 a -

‘These are sources of knowledqe contained within the text or £
knowledga that the reader .can bring to the. reading task (K
_Goadman, 1965.. "Goodman" in {uture rl{etences.will be useq

P rete‘r to the works of Kenneth Gnodmax:'x. ."'Y. Goodrian" will
refer tlo the wcrks' cg Yetta Goodman) . . %

* " Early Frénch Immersion Program

The usual pattern is one in which anglophohe kindergarten
and Grade 1 children dre taught tntau{y in French. Inlcrade
2 or 3, one period of Enylish language grzs per day is
\ Ln_fjro‘duced, 1esg1nq', to approxxn}&tely 50 per cent .of
instruction in English by Grade 5 or 6.  Reading Is
fntroduced in ‘French, usually in Grade 1 .'(i:ummn's, 1983) .
s lysi . ) : i
T}lls is. an analytical procedure designed to'vdlscpver .what
cueing systems the reader is u.si.nq. The éxp‘eéted responses,

\ of a reader are co_mpsted‘ ‘to -'the actual .re‘spun(s,es as the




subjeét reads a story orally. Unexpected resporises’ are

called 'miscues’' and. thése miscues are analyzed to provide

clues to strategies a reader is using as the oral reading
.

takes place (éoodmsn, 1975) . , <

Grapho-phonic Cues . . n w o=
These consist of the information. contalined in the refation-
ships between letters and sounds (Smith, 1971).
Psycholinquistic Theory of Readin

This model states thal; reading begins with & lan\;lstic
sur face, representaticn encoded by’ the reuder and ends with
meaninq which "Ae reader - constructs. There is thus -an
“essential intéraction between language. and tho‘uqht in re‘adﬂ

ing (Goodman, 1975). . ﬁ

Semantic Cues

These consist of- information derived” frém the meaning of
T N .

language (Smith, 1971).. .

" Syntactic Cues . "

These consist of information: derived from t}ae rea ers

knowledqe of the interrelationships among elements of | 1an-
guage (Smi;h, 19?1).

7 ;
v Theoretical Framework
E S

Before the middle 1960s.there was no clearly afticu- ~

lated theory of the reading process, and research wa¥ besed

on common sense and assum;‘:‘ttons (Goodman, 1982a; Leu,
P

. .
and sequential perception of language units, us

[
|
|

-
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W letter or word (Weber, 1968; Shuy, 1975; Beebe, 1976;

Gutknecht and Keenan, 1978). Because of thls notlon of the

. .readknq "\prccess,' research involving oral reading error
analysis assumed that the -best readers were ){he'most exact
readers and so errors were equated with lack of comprehen-
‘ston. Further, because the linglistic }unction of each

_error was not considered, it was assumed thatyall errors

were  equally undeslra(blu (Weber, 1968; -Y. Goodman, 1972;
* 4 .

_Péarson, 1976; Froese, 1977; Goodman, 1962b; Leu, 1982).
The lack o( a theoretlcal tramawork meant that researchers
tended r.o\ use error cateqorles that '~ did ‘not reflect the
“ cogniu_va and_;lmgu'istlc abllltles\tha't are central to the
B rsadin;; process. (L‘;u‘, 1982) . ‘Errors weré seer &% b2 ..sign®
of Ampat!e‘ct learning ‘marking the unsuccessful readbre
. Weber, 1968, p.98). . .
Psycholinguistic Models of Reading

Tos-down mogdels . ° °

Goodman (1975) crlticizud/tradxtinnul concernt ulth

word tocoqnltlon An the teachxng of reading, polntinq aut

that the qrummﬂtlcal structure was entxrely overlooked. He |

2 ‘» QEfxned raasinq ns, * .a psychollnquisu?‘ process in that
1t starts with a linguistic surtgcg representauur} encoded\
by a writer and_) ends with meaning which ‘the t‘éader _con:_
structs. : &‘hqre is thus an essentidl interaction between
ehguigs and”thought in reading® ¢ (pp.19-20). He stated

that ‘to get ms‘anmq,, tHhe xjeader has to treat the language as




9 &
2 grgfimatical sequences and has to be aware of .grammatical
~t interdependencies. Therefore, he concluded that q}ammatlcaL_ -
oo information has to be processed also. "
In 1960, Goodman set-out to }xainln‘e from, a linguistic
- perspective what l;mppens when people read. I.n an attempt to
- . avold the negative connotations when unexpected responses ' .
were called errors, he renamed them 'miscues’ and considered
- them as by-products of- the reading process. ' His primary
source of data was cl;servatlcvn of oral reading and he found )
e thet miscue analys&s ‘was the- most use!u]. tool in the in-
) dep:h analysis of oml reading. HisDU? analysis “Compared
7 the actual response ot tha reader to the expected responsé.

1 < A key assumption is that what rsaders do s not randoh but-

is the result ot the rgadlnq process [Goodman, 1975) . He

. maxru:ained that miscues allow the researcher to infer what .

the, reader 15 thinking as the miscue occirs (Goodman,.
' 1982¢) . # i & . - : i
In his first study of reading using applied Ur&u‘is—
tics, the subjects were ;00 children in Grades 1, 2, d 3.
The children were- aéxad to read a list ot‘ uords, and than to
read a‘séory co;xtainlnq Jthe' words 'on the llst Gcodmun
established that the children read more~ :Of the words ‘;n a
story than they did in| the word 1ist, Fron this he con-

cluded that a thsory ot rcudan needed to be develcped which P

had lanquaqe as its lucus and not words He also tound that
L

reqressxons iopcurred very seldom in the reading of word




10
lists and ulm;st always in story readiné, He suggested "‘R’t
regression was being used as a correction strategy w;xen- cues
could not be reconciled with each other (Goodman, .1965) + Fial

This %tudy h;s been criticized on the qtcunds‘that‘ the
study's only measure of reading was oral fluency and compre-
~-hension wasv not measured (Blanchard; 1533]. Blanchard
rurtr;er crlélsuec} it bicause there was no control group or
other - groups. which received no training on -she “words in
isolation" taslk. This critique claimed t?;at the report of °
the methodology ‘was too scanty for Goodman to draw causal
'lmplh:auuns from tHe descrlptlva study, and claimed that is."
why the tlndinqs of l;he study have not been able to be
'repucated » R = §

Goodman °(1983) countered th‘ese criticigms by citing
cfzrga studies which did replicate his findings: ~ He d:nied
that he slatmes 4t was &x experimental paradigm and main-
tained that it was legitfmate-for him to compare the perfor-
mances of the subjects on the several tasks they were asked
to_complete, and to ‘suggest a _ linguistic explanation for
these rssuits. c;oodman explalnsd in"'thls article. that, he
used ‘'story retelunq to measure’ comprehension, but, because
this uas not the focus of this ﬁ\rtxcular article,: these
tiqure/s were not repnrtad. No trulnlr’\q or captrol groups

were used.because there was, he claimed, no training. He.

. d1§puted the claim of Blanchard'that reading the wqrds in

isolation could be, defined as tralning, and stated that he.

N




o ’ 1
was puzzled by Blanchard's claim that insufficlent method-

ological information was given, saying that the methodology

was quite simple and all research procedures and statistical

procedures were reported.
T .

‘Goodman (1983) never claimed or expected classic status

for this -study. It was ‘descriptive and Goodman's first
: P :

attempt to find out how children read a whc!‘e. story. This
was a pilot study and ‘sucéoq_ded in .giving so;ne valuable
Lntqrmac,cn on the reading pzml‘;essl of young childrer.
Goodman stated "that ‘in/ h';s early studies he tri’e_d to
£it" each miscue into tﬁl\( »on‘]e ot, several cateqorles but-
became aware . that thare wer‘a grummﬁtlcal L rela—tlmships

.involved and that miscues could belong to more than one

category. This 'realizdtion led to the development of an

“analytical taxonomy which. considered the relationships

between expected responses and obser"zed responses, 'each
miscue being ;ansidered on all pertinent varmbles such as
g{aphig‘ similarity, qrammatical‘accep;abluty, and ssmantic
acceptability. No attempt was fade to establish a, single
cause-ef fect relnti‘o';-xship ‘Thls tax;nomy was gsad with
chlldre.n and constanjly modified to deal with phenoﬁ'\ena

tound_ in the actual reading of children (Goodman, 1973).

‘The of Miscues 4s very detailed and a

modified version was developed by Y. Goodman and C. Burke,
which included what, they ;:onsidere'd to be its most important

questions, and is sUitable for use in the classroom. This
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version was called The Reading Miscue Inventory (B&ebe.

1976). -

From insights: gained from miscue %nalysis, GooFman
developed a model of reading. He belleved that t inform-
‘ation available to the réader comes from three sources.
These ‘are grapho-phonic, semantic,. and syntactic s‘eurces.
Readers select as much intormt’ion as 1is necessary for,them
to predict what. is written. They make predictions of the
'qrammnt.lcal structure, usinq the control over language
structura 1surned when oral lmguaqa wns learned. Readers
su?ply semantic concepts to get tHe msanan from tha struc-
ture. In turn’, readers’ sensas a! syntaxsand sel‘l\antics make

lt possible to precht the qraphlc input so they are hithy

selective, sampling -the print to confirm the prec}lctxon_

The reader's goal is meaning, and so as much or as little of.

each of these sources of information as is needed is used.
The reader Makes predictions of the grammatical structure
dra‘wlnq from knouledqa of oral language. The rea;ervéls?
sup;l—ns semntlc concepts | to get the neaning from the
str_ucturo, and his or her sense ot syntacuc structure ‘makes
it possible to predict the graphic display. The graphic
dlspluy_ls then sampled to confirm or dlbo‘onurm the prad.:l.c‘-
tion. As reading bacol:nas‘more efficient, graphic 'input is
\ised lgss and less. Meaning is t_hajnost cruclil taégor in

rsudlnq according to Goodman, and readers use their «know-

ladge of lanquaqe to make sense o( what .they.read. .They"’

« . . B
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test .theit predictions by conslderlnq‘whether or not there

is meaning. Goodman believed that the extent to:which a

plece of text has meaning to a reader depends on the concep-
tukl;buqur_;ighd of that raader ‘and therefore the amount of
meaning thag‘ﬂa or she can bring to the text (Goodman .,

1973).
: A\

Smith (1971) concurred with Goadma{l's ideas about read-

ing. He ‘belleved that resdir}q had to involve meaning. &
stated, "To ny ‘mind, réadirig is, something that makes'sense
to the reader, and always should” (p.6). Smish (1975)
maintained that predlilcuon' is routinely practised .x;y fluent
a;id beqinnlna readers because :ﬁer; are too many' pos=
sibilities in print amonq which to choose given the number
of Hords in the Blgllsh lnnquuqe. It readers ‘made no pre-
diction, so mﬁqh time would be needed to decide what ‘each
wogd vas that memory would be overloaded and sfticient reéd-
u;nq wou’ld not be possible. By the prior elliinut.lpn of
I.mukely alternatives the brain's rate of information p:ro-
cessing is lncrease'd, as short term memory processes chunks
of me_ianan instead of lsolqted letters or words. He be-

lieved. that phorf'ic information is easier to decode if the

" reader already has a good idea of what the word.is likely to

be. Smith stated that, "... it is through such prediction
that a mastery of useful phonic skills is acquired’ (p.33) .
Froese (1977) also made this point, stating that slow

reudlnq-resulr.s in poor compréhepslon. since oné"s short-

al - i
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term memory capacity is limited. The human memory is gener-

ally- considered to consist of three elements: the sensory

register, short-term memory, and long-tern memory . The

genscry reqlster stores about twenty-five 1tams for a frac-
(

. tion of.a second, after which the information is either lost

/

or passes into, short term memory (STH) STM can hold about
seven items for betueen six and fifteen seconds, a duration
which can be extended by rehearsal, after which the informa-
tion ,1s.elth;r passsg 1n;o lonq-term. memory (LTH) or is

lost! If additional items are passed into STM, izems al-

réady there will be lost. LTM takes about five seconds to

process eacl:x item of information from STM but each'item, in
the context: of the reading act, can be letters, words or
chunks of meaning. If chunks of meaning are processed, the
speed and comprehension of the reader are lncreased Poor
readers may not read quickly enough. If the reader has to
decode tha text word by word, then the be,gxn}unq Diithe
sentence has passed from STH and been lost before the end of
the sentence is re‘achsd, S0 no meaning can be extracted from

the text. -Reading has to be fast enough so that STM is not
: \

overloaded but not sc; fast  that LTM cannde process it

(Smith, 1971).

Smith (1971) stated that there are four sources of
informanon avallable to a reader. These sources (visual,
orthoqrupmc“ synt&cnc -and semnntic) overlap to some ex-

tent: He poip’ted out thut e the reader has lntnrmauon

a
v
@




getting tha general Manlnq

. i e B A8
from the last three sources then léss visual information 1§
needed than 1f the word occurred in 1solat1;n.‘ He claimed
that 4n the 1Aitial stages of reading it'is, .. .the ubx‘)uy
of children_to mske sense.of the printed word that will
.enable them to make us‘e» of. the .mechanics we have to’ Seter”
(1976, p.299) . [ . N

Smith (1971) maintained that people who read- wihout

ever making an error are not reading efficiently because

t\/s{'are prccesslnq more 1n£ormunon than is ﬁecassury.
Shuy'(l’975) also cnticlzed exact re:dlnq, belleving tﬁat

*the- skill to be developed should be one of leufnlnq to

, lgnore as much of the printed page as’ posslble thle still

~ . A
Smith and Goodman both coqshﬂsr*.rudlnq from a psycho-
llnqulstlc perspective and, in a Jjoint article expressed

thelir, beua! that: ® .

feading 1s not a process or comblnlnq individual

r!l.t.=x into words, and strings of words into

ientences from which meanans sprlnq autcmat.lcul-

ly. Rather the avidence is that tha deep-lavel
"process of identifying meanlnq either precedns or
makes unnecessary <the procasu of men:uqu in- 3
- dividial words .... Experiments have already
shquln_that even beginning readers look for and use .
orthlwrapmc, syﬁcucnc, and semntlc'udut;duncy

in written language... (1971, pp:179-80).
3 2
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This seems to be an extreme statement suggésting almost that

words are not necessary for readlnq

Other. researchers support the views that Goodman and

Smith hold on the .reading process. Garman (1977) believed
N

that comprehension precedes word identification. She sum-

marized Smith's.work and quoted other sources to support his

_theory. Koler's experiments were cited, in which blungual

subjects were asked to read sllently a passage in which the
lunquaqe chunqed from English to French. Comprehansxon
tests showed that subjfcts could"\ ‘erstand »the mixed pas-
anes gs well as they could understand unilingual ones:
When the subjects were ‘asked -to read alouc! a passage’ of

mixed language as quickly 'és they could, translatlon errors

were noted, the vast majority of which weére made on the

first word .of the second language after a sequence in the’
first-language. Garman claimed that this shows the s-ui:jtcts

were concerned more with.meaning than with the graphic

display. The subjects may have made errors in the actual
words buf the meaning remained unchenged. g

Garman, in the same articlé, also cited the work of
Cohen uh‘o studled search times for visual, sema’ntlc,\and
phonic categories. Garman reported that: Cohen 'gound no
significant change‘ m_ the search time ’w);_en semantic prdcess-

ing was added to acoustic or visual seu{:hes.. The sugges:

“tion - from these results-was that quring the reading pkocess

the subjects were able to comprehend meaning. ‘The article
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by Goodman (1965), discussed‘above’, is also quoted by Garman

as evidence to support her contention. She believed that -

because the subjects could-read more words in context than

in isolation it demonstrated that comprehension was neces-
sary for a high daqree of accuracy to ~‘occur in tHe
identification of words. None of these :hree studies were
reported in <detail by Garman but the information she did
supply upholds“ the notion that comprehension precedes word
identification. She urged teadhers to be less concerned
with words and l‘nore with readers who are seeking meaning.
Allen (1972) ‘discussed th’e use of phonic, semantic and
syntactic cues 1n‘relation %o the beginning ;:eaden " He .
maintai:\ed that such a reader has command of oral language
and can apply .this knpu’ladqs.' to written language. He sup-.
ported his contention with the results of studies, described
as spinoffs from Goodman's work at .Wayne State University,

which he said have defined and delineated the three cueing

" systems. All the studies®used The Goodman Taxonomy of-
Miscues as a methodology. Allen emphasized the importance

of correction strategies in -integrating the cueinq‘systems,
stating that the evidence from the Wayne ‘studies suggests
that readers tend to correct miscues-that lack syntactic and
semantic acceptability. ' ' ’

Dounlnq (1982) tejected the 'notion that readlnq can be:

1es:n=d as a. set of subskills and quoted the results of

,saveral studies whlch upheld this ylew, He claimed that one
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study done by Guthrie den}nnstrated that certain -subskuils
had been mastered by good readers but not poor on;s. Down-
ing also disgussed one_done by McNeil in ul:uch 150 c¢hjldren

were tested on their knowledge of fifteen reading subskills.

The results showed thit seven of these had been mastered by

the good readers and not the poor ones. Downing maintatned

that these studlies demonstrate that the reading process s
so complex it cannot be reduced to its component parts, and

that reading involves an integration of systems which cannot

operate independently. It is unfortunate that Downing qave‘

no de‘tulls of- the studles he used_ to support. his argument.

Neither did he describe the subskills that were tested or

"what methodology was used, and this has considerably weak-

ened his argument.

Interactive ‘;nodexs . '

Not all educators airee that the top-down psycholin-
guistie® ‘models of reading espoused by Goodman and smith afle
accurate in all reading acts. Their notion that readers
da;zelop hypotheses about upcoming words uélnq their sen-

sitivity to semantic and syntactic redundancy and €hen check

these hypotheses by sampling the qraphlc aspect of the

print, does not explain the results of studies which have

tested this idea, especiully with baqu}nlnq readers. The
method of reading instruction has .been. found to affect the

strategies the children use (Dank, 1977; Norton and Hubert,

. ) e .
1977; Cohen; 1974-5). The stage of development has also
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Been found to affect the strategies used by children as they
learn to read {Biemiiler, . 1970; Cohan,‘ 1974-5; Burke, 1976;
Billard; 1984).° The results of these studless refute the
idea that Goodman's model of reading was applicable to all
readers.  Cpiticism has also been leveled' at those who
espouse the bottom-up model of reading. This model portrays
reading as a linear processing of perceptual ~information
betore the final stage which is reaching meaning® ’

Several researchers have addressed the shnrtcomlnqs in
Goodman's model of reading and the bottom-up mogel ‘of wena-
ing.  Rumelnart -(1976), while not mentioning Goédman in
particular, stated that a theory ‘of the reading Brocags mu§€‘

“pe rich enough to ‘represent 'all sources 6f information
avatlable to the reader and their®interaction. He believed
that these sources of information were sensory, syntactic,
"semantic, and pragmatic.: Bottom-up'models of reading were
discussed by Rummelhart and found to ‘be inadequate becasuse
he claimed that they do not allow for interaction among the
various sources of information, thus limiting each level to
dependence on only the -one immediately below it. Studies
guch as that of Nash-Weber’ (1975), who demonstrated that

. .identical ambigubus graphic information is interpreted in

D diffgrent ways according to the context, were quoted to

uphold the view that reading.is not a linear process but

that higher level processes are used at different stages.

Rumelhart, introduced sthe idea of an interactive model of
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Lead.lnq l?whlch, fown ALl £he various sources- of ‘knowledge,
both sensory and non-sensory, come together at, one place, wnd’
the reading irocsss is the product of the simultaneous joint
av;’llcation of all the knowledqe'sources" (p.20). Rumelhart-
then, proceeded to develop a means of representing a set of .
parallel processes. Herdld not mention top-down \mod\els (:;l
reading “sich as that proposed by Goodman and Smith, which is_
a curious omissioh considering that model was about eight
years old when this article yas writter resumably Ehe
_criticisms levelled at the bottom-up model could alse applys
to_ the top-down model since neither has .the rlsx:.bx{tt‘y ot
the interactive model suggested by Rumelhart.
Danks (1978) rejected the botto‘m—up model io! reading

also butin’ addition he rejected the top-down model. ‘He

maintained that'both models were too inflexible to accom* -,

Modate reading different types of material. After reviewing
top-down’ and ’bonom-up models of reading and £inding them
inadequate to explain the results of various pleces of
résearch, he recommended "constructive models® which he.
describes as; ... parallel, interactive and flexible®
(p.189). In constructivg models, “accerding to. nan‘ksfgne
comprehension process involves phonic/graphic  iden-,

tification, lexical access,”semantic and syntactic integra-

tion, and textual “"E:imm all’ these factors -having

access. to the informatidoh~ contained ‘in the memory struc-

tures, The redder then responds on.the basis of the infok-
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mation that is avallable. Dgnks stated, there is no one
comprehension process but rather. "... there are many pro-
cusslnq components thst are udaptad strategically for par-
ticular comprehenslon situations" (p.190) . - g
Oldford-Matchim (1995) Blsﬂ crgtlcized buttum-up'lnd
(:op:down rodels of reading, claiming that nelither can ac-
count for research results which contradict both reading as
‘processing of perceptual intormation and reading as primari-
1y a process duminated by. cognitive factors, particularly
when the readan process of beqinning readers 15 being CDn‘
sidered. , She maintained. that ;im’ un:eraccive reading
models, which provide an sxplanatien of the readan process
based on the integratlv\utillzatxon of Khowledge grom both
pe;ceplual and cognitive sources, “are better,suuea to
provide .an explanation of the reading process of Ee};_u;mnq

o
> readers. = e

. An’ extenslon of reading as 'an interactive pfocess was
suggested by« s:a'nbwéan (1980) who proposed that a .cokipen-
satory element should be added to the model. He too re-
jected bottom up and top-down’ models as campleta éxplana-
“tions of the reading progcess, citing the results of severnl
stud!is-whlch he claimed could not be explained by sither
model”. ‘stanoviéh»dlscusse the xnteractilva model in light
S EhebELel by the BEtUrE of ) trerehices in reading fluency
and proposed that, in additibn to  readers .synthesizing

aders.{

information from several knowledge sources, if the

SO - \
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were, ... detlc‘{en}t.in a part‘\culalg process (they) would
rely more on other knowlgdge sources _Legardless of their

. level" (p.36). - i ’
PSychounquzscic theories of the reading process stress
-meaning as essential Without cmnprehsnsion ‘reading has
I 5 4not taken place. The primary sources uf information avail- -
20 able to the reader are grapho-phonic, syntactic, orthogr-
'aphic and semantlic, according to the literature. Those who
- percexve of the top-down model as accurate belleve that the
,most eflicient readars employ a minimum amount of phonlc.
I.ntormauon, uslng only enough l:n-ccmﬂrm predlcnons that
have bean made based on "the, reader s knouledqe of ‘the lan-

o 5 guage ‘and’ the ptsvious content o! the reading mater].al

N K - Interactive models of the readan process suggest that .the 7

i ’ strateqies usad will depend on  the sources of intotmationr'

R * the reader has svauable and’ are not always dominated elther
-~
A by nrccassinq qraphlc Lntormatlon or by cqqnstive processes,

-+ ~ which nl!cw predictions to be made béfore the resultinq

mo % 7 “hypothesis i} tested against.the graphic information -avail-

‘ . able. ._ The interacti c Yy model ,., readers

' will compénsata »tor’_ sources of information ‘that are not

available by felylni: on '_s._o\:lrces tha‘t ax‘elavausbl_e, regard:-

less of its level. A S . -
y ve: ; .a ve Proc

The use o! mxscue unalysis as an 1nvesthut1ve procedﬁ

ure presupposes ‘that a psychounqulstio mode!. of reudinq has
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been accepted, and in rec;nt years studles r‘mvs been done
which employ this method l;f evaluating the reading process.
As a 'person reads, 'ha por she uses cues from :h§ text to
extract meaping from the print. If the riader reads cor-
rectly, the researcher cannot tell what cues are being
employed but oral nxsoues are beueved to have the same
source as correct responses"";snd by studylnq the miscues tha
strateql_as the reader is using can be lntnrrad (Beqhq,

1976). Typically, when’ miscue analysis is used, readers are

asked to read a 'taxt whdch'is moderately difficult for .them’

and which they have never seen beto_re, ,As the reading takes ‘

- . &
place, the reséarcher marks the reader's oral miscues on a

‘s:;onnq’ shéet and the reédsr is agked to retell the story. -

The spb)sct"s reading and rétsl}!nq’are tuped’, The scoring’

can be done from the tape instead of d.unnq the reading,
thus alleviating some of the stress on the reader. The

retelling is scofed as a measure of the reader's comprehen-,

.Slon of what has been read.

2 $
The cateqones used to class Mes vary from study to

study. Some\use the . taxondmy devlsed by Goodman or the R

mlscue mventory adapted frgm t’mt taxonon\y by ¥. Goodman

and Burke (1972). Others have devi.sed their own syatama tn .

su:.t thelt partlcular study }ut are qansrany based on- tha

same principlos as those of in's Jmy_of Reading

ngcg%i_ Cziko (197!) devlsed’n cataqory tg include 1nr.lr-

tetance of one language by another ln chudren rauﬂlnq in

s




re than one langauge. Roderiguez-Brown and Yirchott
© ¢
(1983) adapted this taxonomy to accommodate Spanish inter-
N e .
terence when Spanish-speaking children read ip English &s

bilingual and mcnb;iﬁqual cthrsn's reading strategies were

studied. The Reading. Miscue Inventory (Y. Goodman and
Burke, 1972} adapted from Goddman's taxonomy is -commonly

,usedr‘in the cl’assroom,
Miscue analysis can k?e used to analyze -in great depth
the reudinq of one persdn, pinpointing the strengths and
weaknesses ot the strategles belnq used by that person I-t
can also bs used to ldsnuly 'strategies common to one par-
ticular group has in common allnwrnﬁ comparisons to be made
‘between and amonq grcups The, most common comparisons are
‘bétween good ahd poor readers or readers of durer-ant»_aqes,
but the reading 'o! children taught by different strategies
. has also been compaxj'ed, Very little t;g% ﬁéen done to inves-
ttq‘uvgo “the oral reading strateqie:s‘ of French ‘immersion
chil’dr‘en reading. in Engkish. - ® > P
Whha mis}:ue analysis is -an. improvement on merely
countlnfgrro;s in renain{z, ‘it is nc_)t a perfect system and
several- writers have criticisms to make. Leu (1982) be-
lieved t?‘ere are meth;:ﬂoloqicul weaknesses whlcﬁ nae‘d to be
ovarﬁome‘. He séntsd_\:hat in general Anaiiequu_te |_st.tentlop is.
given to the etfect of relative passug‘a difficulty on error
type, and that thereis difficulty ;ln dlstj.nqulshlnq which

o:_ several possible sources may l’)ave been used in the case
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of multiple source errors. He 8,150 suqqa,sted that the E:hain
of reasoning from oral reading 'e‘rrhz\a\nalysis t‘o the making
of instructional decisions is based on Inference ‘and assump-
tions. He stated that one portlon of reading behaviour (the
errors) is used to infer other reading behaviour (the nature
of'oral reading processing). This inference is then used to
infer the nature of the 'silent readl;'uj process, which is in
turn used to &atermine appropriate classroom instruction.

Grbfe (1980) criticized oral miscue.analysis -on the .

qréunds hat 1t equates oral and silent reading, s}xd quoted

. studies wl ich he claimed sugqest that oral and silent reud-

1ng do not involve the same processes He further suqqested
that it is not as objéctlva an assessment as its oriqlnators
claim it to be. According to Groff, in the retelﬂlinq sec-
tione.uhen the tedter,has to decide on such thin.qs as major.
incidents, key aspects of the stofy, and the basic sense of
the story, inconsistencies can occur among the a;sessments
of ‘observers when lystening tgQ the same ane.

‘Wixon v(1979), while recognizing that misc}la analysis
had made positive ‘contributions to resesrch in reading, also

had some criticism to make of this method of assessing the .

_reading process.' She belleved that there are many variables

“which affect the oral miscues of readers such as instruc-

tional method, the reader's skills .and background, %he
nature of the text; and the conditjons surrounding 1ts

presentation. She stated that the exnpt nature of the
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relationship between oral reading errors, as measured by
m‘lscua-“analynl, and the reading ‘process remains unclear.
Wixon recommended that addlnon&l‘ research b.e done to try to
account for the many sources of variance which éee;n to be
eparau‘nq in the p{'oductlon of miscues, and to compile
normative data to guide the interpretation of a particular
reader's mlucue’pn‘ttern. a

It should be noted that miscues only allow ‘lnferences
to be made . about the strategies, that the reader ls.'uslnq
and do not constitute proof.. While mlscue‘analysls is/mot a
perfect method of establishing reading strategies ‘ns the
uru"sf;;zeiiea'to ‘have pointed ou't, it [ijths best avail-
able at the present time and a considerable improvement on
m;r‘ely counting errors. )uscue«annlys‘ls has the :;lvantage
of assessing raudl;m'us an actual Stary. is read \under rela-:
stively natural condl;:lcns .ln schools today. Research into
_roadlnqruslnq miscue anallysls has promoted awareness of
reading as a lanqua?a process, and it is the entire ;:rocass

l:hu.t miscue analysis uétempts i’.o assess.

PNCICY S




Chapter Two
“Review of the Literatur®
Literature pertinent to the study 1s reviewed in two
sections. The first deals with research using miscue
analysis and the second wxén Enqllsh'réadlnq\\early French

immersion programs in Canada.

QRes arch Using Miscue A s
Miscue analysls can s‘arve dlflersp:: needs in reading
Tesearch and in the classroom. It can be used to identify
common strategies usad‘ by groups of readers. In an attempt
to improve the curriculum of the Kamehameha Early Education
Program, Au (1977) analyzed errors -made by second grade
children in the program.” By comparing thé types of ‘errors:
made by good and poor ;'gaders in this grade, the researcher
was able to suggest what type of instruction might improve
the achlevement of the poor readers
The Effect of Read ograms_on Types of } e
" Miscue -!nalysxs can also be used to compsra.the effects

of readlnq proqrams on the reading strateqles and comprehen-

slon of‘ children. Dank (1977) compared the miscues of two .

qroups of second grade chudren each taught by a d'ﬁteron:
method. - Each child's miscues were analyzed uslnq the Read-
ing Miscue Inventory devised by Y. Goodman and Burke (1972).
It was tn’u>nd that the chlldren's. miscues reflected the type
of .\n’st’rucuonul strategles they had received. The group

which was taught by an instructional approach which em-

phasized letter-sound correspondences produced Mhore 'no_n-»v
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words, had fewer omissions, and scored igher in graphic and
phonic similarity than ’the group taught by an integrated
reading-language approach. i contrast, those taught by the
integrated aypt;:ach had more contextually constra}eed errors
and understood more of what they read. Dank cor‘u:luded that
FoF héwe wedona) grade UHITdRen .oYEl resdlny adviatvens
‘showed a resemblince to the emphasis. of the reading in-
struction they had recelved

on thé basis of the mlscues of the small group that
were studied, Dank's conclusion seems to be. reasonable, but v
only %en. children from each program 'were studied and this_is
mu;:h, too small a sample to allow her findings to be general-
_lzed to a wider population. The sub?ects were selected
randomly and no attempt w‘as made to match subjects betueer‘l
the groups. The age range of the children is reported but
no other information is given such as their reading ability
or backqx:ound. Factors other than method of instruction
could jhave affected the results. ]

While vthe results of Dank's stl’.\dy cannot be general-
ized, o'ther ..resjllt.s support her findings. Norton and Hubett
{1977} compared. the oral readinq strategies 0£ 60 flx‘st
grade séudents being taught to read by‘an eclectic basal
approach to 60 similar students being taught to read by a
. phonics approach. Ths Reading H;sgy Inventory of Y Good(zz
man and Bixrke (1972) was used und the results were similar

to those of Dank (1977). It was found that chilqten taught
N p L [ .




versa, in the praograms which used an eclectlc approach
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by a ptednmxnantly phonics approach to reading. hucb higher
numbers ot miscues with high qruphlc proximlty, and with
high phonic proximity. More non-words were produced by this
qroup.r In contrast, the group taugh{ by an 'ar;lsctlc ap-
.proach had a hlghevr number of miscues which were semantical-
ly acceptable and a higher- number which were sylctically
acceptable. This group also had more self- currectlons
Norton and Hubert stated that instructional programs em-
phasizinq phonics produce mur.e‘stud_entg who hava ‘higher word

recognition scoreé “than comprehension scores, and. vice

A comparison of studies by Weber (.1970), Cohen (1974~
75), 'and Biemiller (1970), each using miscue. unuly;is_ to .
_diagnose the. strategies the children were using, also upheld
Dank's findings that the type of reading instruction the '
child reggl.ved affected the/mlscueS\prod_uced. _ These three
researchers stut:ued Grade 1 classes as they learned to read.

Weber anélyzed rea(an errors made by a Grade 1 class
as they iearned to read in order_te determine from  the
.corréct teatures of these erros'what strategles the child- .
ren were ‘uslnq -to identify words. The class was tauth
uslng a basal reader wlth the Hord as the basic unit then
the sentence, andyunauy, during .the second half of the
}aar, some letter-sound correspondences were lntroduced
Errors mada by the good readers Here ccmpured to ‘errors made

by p?er readers and errors made-eurly in the year were.

{
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compare& to those made late in the—year. Weber studied
tweiity-one children who had been qdded by the teacher into
four ability groupd. The top two groups comprised Weber's
group of good readers ard the other two groups were .con~
sldered tne group of poor readers. Errors ‘tt_e‘;alss.ifled
as units of words in terms of omission, substitution’ inser-
tién, and regression or scrambling. ~Her analysis: con-
centrated on errors insofar. as they: reflected fallure t_o.
recognize letter-sound correspondences or to use grammatical
or semantic context. . ° §

The results of the study show th;t sub’sutuuons ac-
counted for Eofer cent of the errors, insertions end omis-

sions—for 10 -per ‘cent each, and that - regressions or scram-

. Bles were rare. From thé beginning of ths year to the end,

the only néticeable shift #n distribution was an increase in

“omission errors and a decrease in substitution errors. ,

Using a graphic similarity index which she devised, the

extent to which'a substitution approximated. the primted word

was calculated. It was found that the better readers more
closely avprcxtmated the printed word than did the pDDr
readers. At the syntactic lavel it was found that 91. .per
cent ot thn errors were syntactically acceptable and there
was lkttla difference between the qlgod and poor readers. \In
bohh groups about 66 per cent of the errors were semanti-

cul ly acceptable.
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Weber 'concluded- that ‘the readers used what information
they had available to thel. She lcu;\d _:hat they seemed to
know thé structure of language and exp;cted what they read
to conform to it. }'mst semantic errors were appropriate,
" which Weber suggested demonstrated that they transferred
their ability to use spoken language to the reading ;usk(
There are some criticisms that can be levelled at
Weber's stuéy. The graphic similarity index was based on
the letters shared by the error and the .expectud response .
These were welghted before a ‘score was cu).-culut‘.ed. This

weighting seems to be intuitive on Weber's part and needed

to be justified. The recording of errors was not done under”

controlled conditions-and children read varying amounts of
material. As a result standard statistical tests could not
_be used.. She categorized children as good or poor readers
after they had beer‘ in Grade 1 for only one month and used
only the teacher's éstimation of theh: reading abilities
which was based on their pre-reading pertormance. It seems
inappropriate that children, especially the average child-
ren, could b\ divided so rigidly.. Results at the end of the
year shcu thut anly one child in the high uroup uas reading
balow grade !.evel\ While all in the low group were readlnq at
or below grade le gl. This suggests’ that the teacher's
treatment of the two ‘qtoups may have had some effect. It is
. also possible that 'the results were aftected by the instruc-

" tion each group received but this information is not report-

U
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ed. Weber sald only that each group progressed at its own
. > i
pace.. :

Blemiller also studied a group of Grade 1 children

being taught to read by a whole word approach, to try to

estaJush‘chm'wes chu:;lren made in their use of graphic and
cante.xtunl information as they laf:rn vta read. During the
schcol year observers were supposed to observe ea’ch reading
group once a week, but the observut.lons ranged !rv.;m 8’ to 42.

The total number of errors ranged from 1z to 114. Devia-

tions. from thl text 'were classified as non-response errors, '

N substitutions, insertions, or omissions. Use of contextual

information was Anterre’d if an eiror made sense semantically
and grammatically ln_tarms of the preceding i:art of ths
sentence. Use of graphic information was infexsed i1f the
tirst letter of the substititlon was the same as the ex-
pected respdnse. R

Blemulsr_ .predicted that t.ha chlld‘ren would pass
through three stages. The first he called pre-non response
(pre-NR) and was characterized by a reliance on pr;domxnant-
ly contextual information. The second’stage he called non
response (NR). In th‘is stage, ax'emnur suggested that the
chud snncentrutes on decodlnq and tsmpora:uy abando: the
use of contaxt..ual (nlotma\.’ﬁn It is followed by the post-
non respnnse (post. NR) staqs'and at; this time the child uses
both Contextual and graphic information. He concluded that
all chiidren learning to read sslnq contaxt’ua! material

< ) .o J
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follow a similar pattern of these three phases. Biemiller
theorized that to begin with children use the knowledge they \
have of language and therefore rely on contextual cues.
When they begin to use graphic cues, NRs are common until
they earn to integrate graphic and contextual cues.

Biemiller found that thete was an inerease from 19 to_

=

39 per cent in graphic substltutlbnv from pre-NR to NR
stages, suggesting that the child's concantratlon ‘on graphic .
cues and non responses are unk;ad In the post- NR stnqe
graphic. errors dropped to 15 per cent. At this staqa the
biggest shift waé towards errors that use’d both graphic and
rcontextual Lntox‘atlon ‘and ngn résponse errors decreased.
Biemiller theorized that the: first stage is characterized by
the use of contextually constrained errors ?ecause the child
can use words that have been learned aura.hy ru.ther / than
qraphic skllls not yet mastered. As it becames apparent to
the ch,l!.d that a spoken word is represented by one sat et
symbols, he child attedds clusely to each word. Eve_ntually
the chnd:'s efficiency }n ‘using graphic c\ies xncraséea to
the point gheru there 1is attent‘lon to spar; for contextual

information, and both can be incorporated in reading.’ The

-
children in this study were. trom different -backgrounds nnd »

_ were of, different abiuties but all appeared to be progress-
,an throuqh the same f&aqas, although at’ dltg‘elrent rutas

« This sf.udy can be'criticized on several q_rounds The'
number of observation vurx;ed‘ from 8 to’42 and-thHe numb

b S ¥ W .

e
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errors varied, from 12 to 1l14. The number of errors per
observation was not reported so the rendar doeslnot know 1f
a lew numbsr of errors was related’to a low number of obs:r-
yatiéns or, If a child was only observed eight times during
the year, how ‘these obseérvations were distributed over the
year. He did not explnln the method of raadan 1nstruénon
use'chln these classrooms of even report 1if they Here simil-
ar . The ghndar wub‘\ retarred to an unpublished manuscript
for thi.s 1n!ormanun Biamiuer s ’te‘:ms were not well
defined. The idea o'! non, rasponsa nrrers was dealt with in
Dne sentsnce, "the chud stops reudlnq.,belora a word lt is
usumad he does* noz xnow' (p.81). This stacement neads to

be’ elaborated upon. From the tigyzes qlven ﬂlemuler s 1dea .
ot the three stages beginning readers pass through seems o
be valid but‘this study meeds to be npucuted before” any

detinite conclusions can be drawn. - )

3 . In contrust' to the ‘above two studies Cohen (1974~ 5) set

put to £ind trends An error type, use of qrabhlc Antorma-

tion, and “gréammatical information Hhen beginning r,endlnq‘
instruction emphaslzéd the 1ettsr-sound assecxanons and
their blends. The clusus chosen for the study were taught

by 'sequantlall teaching of all letter sounds thhuka whole

\class instruction format. The children werg taught to

© associgte the letters with their sounds and then blend them

th fhe coptext of a- phonetically consistent ycab’uhry.
Each .child was tested i e tirst % second week of.each
- e )J-k e




. 5 . - o . 35

g 3 — :
month and the top quartu’qvuas considered the group of good = - ¥
readers while the bottom quartile compgyged the group of,

% .4 / . .
«poor readers. She used a modified version of Biemiller's
category system to asess the childrer's reading The modif- .
Leation was"necessary because of "sound out’ and "nonsense”
errors whxch seemed to be typical of chudren being tnuqht
by a ‘phénic spp:oach At nrs-t NRs predominated; then the
1 ~good rsadars made mostly fmnsense errors’ before wcrd sub-
Y stitutions became tha most common error. CoKen related this
pattern to the type of reédlnq lnsfruct&on the chudren were

" receiving. . 4, > 5 " . .

® Cu‘hen stated th’at good and poor readag,scm_er school i
able to use 'semantic and synfactlc information, but good

, readers learn to integrate the use ot qraphic intormatlon
also. She beueved that ‘the shut from no response to
nonsersg and word * substltuuon errors is a demonstration of
the child's growing et!onts to deal phonetically with wrjt- "

N 2
ten language. Good readers made the highest percenta_qa -] 44

nonsense errors in the first few months; which then decifned .

- toa vex:y low level. Poor re\adars madé an increasing number

i . of honsénse errors and then geached a plateau. m

’ . ! This ‘study was, well constructeds and analyzed. One . i -

. 1 .
N\ criticism ‘that can be made is the failure to unk the teach- /
(, {r:q of ‘the readlnq strntaqles to the readinq per!ormanca o "

. the subjects. ,

Any cﬁange in rendan strncaqy usod by ths
¥, (;nx’ldten could possibly hav,e neen a'result of new informa-

.
i
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tion that the reading “instruction had made avallable to

them. Had E:phJen reported _r.he presence or absem{e of such a
link, more inlorm;tlon wbul.d have been produced..

From the three studies qudtéd above n. appears that the
taachinq strutegies used by the teacher attecc the type or
- errors the chﬂdren will make as they Xearn to rlead. Cohen
g :sports alm“i no omission or_ 1nsertion errors{ but in

o . ! Weber's study they accoupted for '20’ per cent of errors.
v These rssults uphald those 3{ Dank (1877) snd _Norton and
" Hubert (1977). L e

Ch 1dren taughc by a ccde emphasis .approach make mnre B
- "qruphicuuy constralned miscues initially, while chmdren
Y%, | taught by a whole ‘language approach make m;:re contextually
construlned errors “One question that should be raised is
the type of material the children were asked to read. Were
tha. children tauqm: by a code e:nphasls approach asked to’
read cnly text preducad for such programs, or whojue;-e they
Aven muternl where context cues were avajlable to them?

Similarly, were- the children, who were ‘taught by a whole
)

language Aggiouch given a text in which thgre were tew

£ contextual cues?"v > ¢

% The Effect of Development of Reading’ Skil n_Miscues .

. Burke (1976) used miscué umﬂysts to try to determine
. the reading strategies used by cr‘udrén as they develop
' ) their reading sklus. In this study slx\chudren age 7, 8,

. .
and 9 were selected at r?ndom trom twelve primary schools
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’ and all were asked to read the same story. Mifiscues _were
then scored accorging to their graphic, syntactic, Mand
semantic acceptability. According to Burke the results
,2 showed that semantic and syntactic miscues lncre‘asedvsub-
a;tantially with age, demonstrating that in the reading of

connected material syntax and meaning play an increasingly

. important role. The graphic | y showed a hap
trend across the age groups, with a s\_:austlca’u . Sig-
nificant decrease in 'qraphlc miscues at age B: tollowed by a
statistically significant increase at‘ age 9?\/,“0 e:gp‘xanation
for this trend is oflered B

This study provlded usetul intofmation_ on the changing
strategles of readers as they develop their reading s)ulls.

- -One variable was not controlled and that was the d‘uﬂculty
of the text. Cnu‘dren‘ot 7,8 and 9 all reéd the ssme'text,

i The possibility t‘hat the different sx:rateqles used at dif-

’ ferent ages might be caused by text d;tnculty‘ ‘and not staq:

| 7 ‘ot rep’dan development is not considered by Burke. While

both this study and Blemiller's study described above deal

i with the .developmeni‘.“ot children's -reading skills they

cannot be direcltly compared.becauz; each deals with dit-
ferent time spans. p | .

In. addition t6 comparing the miscues of readers taught
by different methods, the miscue]s of children of different
ages can be considered. Beebe (1976) used Y, Goodman- and

- . ,‘surke'Sv?ﬂLm_m_sﬂs_m_e.nm (1972) in her study of two
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good readers from Grade 4 and two good readers from Grade 2.

‘The study attempted to find the most mrevalent category. of

. - .
miscues in each group, and the extent to which the type of

miscue affected each reader's comprehension. Three major
E .

findings resulted from this study. The percentage of mis-

cues was higher for the Grade 2 équects than the Grade 4

subjects . Beebé stated that this suggests miscues are a

natural pért Qt learning to read. She believed that begin-

5 @ Y
ning readers are not as efficlent as mature readers at

eliminatinq alternative guesses ‘and conSequently check-

quesses more, often, regressing to correct more often a
than mst\ure readers. A higher percentage of the miscues

made by the Grade 4 children were"qrépﬁo-phanetlcally sim-

-ilar to the expectad response than were the mlscues of the

Grade 2 children, which sugqests, according to Beebe, that
the widely held belief that beginning readers rely heavily
on qraphic cues is not upheld. She also stated that the
Grade 4 children v’ere moderately effective in their use of
reading strategies while the Grade 2 children, who wer;
almost a year apart: in age, varied ccnsiderably in .their

ability to use such strategles effectively. Beebe sug-

“.oning and tnxnxinq abilities also progress.

gésted that this is because as maturation prdgr/sses, reas-

¥ Thls study was well constructed ‘and evaluated but thara

ars -two critlclsms that can be made. The mujor crsticxsm of
it would be the size of the Eumpla, whllu euch child's
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miscues were studied in depth, it is hard to accept that a
sample of two_children from each grade could fulfill one
stated purpose of the stu;ly which was, "to determine whether
Grade 2 and Grade\4 pupils interact with reading materials
in different ways" (p.51). Because of the’smnll sample, the
Hn‘dang on the comprehension of the subjects could not be
qeneraltzed to a grade level, and each child's performance
was considered in Lsolanon. This contributes to tha'“elﬁ
of knowledqe but by .I.:selt is of limlud value. The second
criticism is that the d“uculty of the passages each pair
of chndren read was not dLscussedA A plece of text which
is relatively more difficult than another coul.r.l well produce
dl‘!terent miscues even from the same child. While it is a
»—dlttlcu;t variable to control, -it should have been mentioned
in ‘the art fcle. '
Miscues Made by Good and Poor Réaders
Billard (1984) studied good and poor readers to assess

similarities and differences in the reaqu. strategles of

each. Flve _poor and five qood readers from Grade 4 were
studted uslnq the Bgasl_g_ﬂ;ﬂy_q_x_n_mu (Y. Goodman and

Burke, 1972). It was found that poor readers produced more
Gfuphlc miscue's 'tnnn did the qocd"repders but both groups
used graphic cues exten!lvely:.‘ It was also found that good
readers used-more syntactic and ;omuntlc cl‘.\es than did the
poor readers. The qood_’re&‘nderl made !no're cqrncuonu and.

produced fewer n‘u.cuas which resulted in meaning change_than -
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did the béor readers. This study was well designed but tl:le
relative difficulty of the reading material was not taken
into account in the discussion. Whilé it is a very dif-
ficult v‘s:lable to control it is possible it has an effect
on the results. .

Weber “(1970), in the study discussed aboyve, compared
the miscues of good and poor Grade 1 readers taught by the
same approach. She found that both groups used semantic
information to the same extent and syntactic information to
the same extent. A difference was found in thelr use of
graphic cues. The graphic miscues of the good readers more
closely ‘approximated the printed word than .did the &rapnic
miscues of the poor readers. ‘ 2

Brody (1973) also used The Reading Miscue Inventory of
Y. Gpodnan_and Burke (1972] to determine whether qualitative
du!Krences exist in the reading of good and poor readers at
Grade 4 level. Three good readers and three poor teaders,
all of whom were reading at a Grade 4 level, were tested.
Brody found that the poor readers made more miscuss and
showed less etficient use of graphic and phonte cues than
did the good readers. During the f£irst third of the'text
the poor.readers used semantic and syntactic cues as effi-
clently as the good readers but in the rest of the text this

use declined murkedly.




u £ Sel

Some research has focussed on one of the aspects of
- X miscue analysis. In a study comparing third grade, sixth
grade, and college students Schwantes, Boesl, and Ritz
(1980) attempted to asse's; differences in |rates of word
identification when diffeting amounts of convextual informa-
tion were made avallable to the subjects. It was fo\lhd that ~
, the youngest readers' rates of word ncoqmuovﬂ-e at-
fected to a much greater degree than the other” subjects.
The authors - suggested that this indicated that by third
- gTade readers rely more heavily on contextual information .
than do agults. Schwantes, Boesl. and Ritz also suggested/ | __
that adult readers have a greater facility with -automatic .
l"ﬂl’d recoqnxtxon than «d0 children and this may have had a
/V eftoct on the results. -

West and . ch (1978) a similar study

using fourth grade children, sixth grade children, and
adults. The results of this study are similar to those of
Schuentes, Boesl, and Ritz.  According to the authors,
sentence context did affect the reading performance of all
the subjects, but the more fluent readers used repid word
. . recognition more than did the less £luent readers.
The two studies just described, while producing usetul
data, ‘did not assess reading in a relatively normal situa-

tion. .The test material was a serles of unrelated, very

~ -
While' the subjects did have soms context

short sentence:
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to use, it is a different situation from reading contihuous,
coherent’ text where more syntactic and semantic cues are
available from the reading material. '

The efeect of bemantics context on children's word
recognition was investigated by Schvaneveldt, Ackerman, and
Semlear (1977). The subjects were 24 second grade and 24
fourth grade children who were asked to decide it a word
flashed on a screem was a word or a non-word under -two
conditions. In‘the first the words were presented in unas-
sociated paifs and in the second in associated pairs. It
wae FSuRd EHAY WHen the ehtiaYs knowledge i assured:.by
using simple pairs which even the youngest child can be
expected to know, the effect of semantic conpext on word
recognition for younger readers 1s at least as great as it
1s for older and better :ea(ders.

Thompson (#981) aiso considered the semantic aspect ot

" the reading of young fiiaren but in contrast to the study
described above, he used continuous text with differing
amounts of semantic information. Twenty-four children age
6.5 years read each of two Eéssaqas. One was text from a
basal reader and the other was also from a basal reader but
the text was altered to be syntactically but not sempnt.\bal-
ly correct. The chudren were warned that the text yntht
seem silly to them.. Reading time and errors of oral re’scunq
were used as measures of performance. The reading of nérmal

text wasg faster &nd had fewer errors than the text with low
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semantic qonstz"alnts. which suyggested, according to Th;:mp-'
son, that these ‘subjgcts wers using semantic cues .as they
read continuous text. o

Thompson did not evaluate the errors which the children
made but merelywdounted them. The resuxt_s'uou:d have been
improved if the types of errors that were made had been
evaluated. Not all errors are .equally important.in the

child's reading. This study, upholds the results’ of that

. done by sanvanévamt,'aaxnmun. and  Semlear already dis-

_cussed. Both show' that younq children use semantic informa-

tion as they read. .
Clay (1969) lnvesugited the :ull-coi’recuon behnvlour'
0( 100 five- ye!l’ old beginning readers assessed Heekly over

the: school year, and found that the children were sble to

respond ta dissonance or -consdhance in the syntactic and

semantic aspects of “language. _Thd qooa readers made many

.errors ‘'but these,k were surrounded by large quantities of

correct responges. Clay ghuted,tha‘t the long stretches of
context with a full measure of syntactic, semantic, nd
story sequence, cues provided a detalled background to the
error when rt ocourred. These cmmun then -became progres-
‘sively better at self-correction’

Recht (1976) also addressed ‘the q{msnon’ ot selt-
correctlon strategies but in this study the subjects Hare

torty-seven children in Grades two, three, ‘four. and six.

Each subject read a 250 word pas Wn‘: then was Fvin a-
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;:102; test on 1it. sThe study analyzed the successfully
cor‘rected miscues made by the child and compared them to the
child's comprehension, grade level, ability, and. total

number of mistakes. It was found that all readers corrected

some of thelr mistakes but the number varied. Recht claimed

that correction was a skill which became more efficient as
the reader's Ahluty,‘comprehenslo'n, and grade level in-
creasec}. 'P_rotl.c.\ent readers made fewer miscues and cor-
rected more of then‘n than did less proficient readers; this
supports the findings of Clay’discussed above. The miscues
most likely to be corrected, accordin§ to Recht, were those
that interfered with comprehension, suggesting that the
proticlent readers are Foncerned mainly with meaning.

Beebe (1980) testéd 46 Grade 4 boys using a modifica-

o tion of the Reading Miscue Inventory (Y. Goodman and Burke,

1872) in an attempt to determine how different t-ypas of

miscues ‘affected their reading comprehension. The  three

“types of. miscues studied were corrections, syntactically-

semantically acgeptable miscues, and syntactically-
semantically unacceptable miscues. Beebe found that in
general, as the, hﬂi“ of substitutions increased, the

ccmprehension and lling scores decreased. ' Bx':t as the

xrum.bor of ncceptaue or corrected mlscues mcraased so did

tha cemprahennnn and rstelllnq scores. Basba claimed’ lt

.
was obvious that only unucceptable mlscues were detracting

3 n-om understanding “and succasstul retelling. This study
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demonstrated that correction is‘a necessary strategy for
comprehension. .

From consideration of the above studles sor;m .con-
clusions can be drawn. » .

1. There is a general consensus that all readers make

. miscues which can be categorivzed as grapho-phonic, syntac-
tic, or semantic. Not all readers make the same propotéi_sn/s
of the various types of miscue but it should be possible to
identify similarities within groups of readers.

2. The type of reading instruction used is 'likely to
affect the miscues pade by beginning readers. Those taught
by a code emphasis approach tend, to make ‘more nonsense
errors, more gtapho-phcnic: miscues, t‘ewer syntactic  and
semantic miscues, and gaip less meaning than children taught
by a whole language approach. :

3. The age and stage of reading development of the‘

" reader will attecf..the type; of miscues made. There is no
consensus on what Ehe_se miscues are.: Some claim the. young
read;t,relles more on grapho-phonic L;Itormat).on and others
claim that the young reader relies more on contextual infor-
mu‘txon than the older reader. Obviously more studies are’
needed to determine which variables are responsible for the.
discrepancies in findings. ;

4. Gboﬁ and poor readérs make different miscues, But
again there is -dispute about exactly what tiwsa Ellt{erance.u
are. No“t enough 1ntoi||}atlon is avallable on readers ot
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different ages and levels of reading ability t§ reach a.

conclusion.

English Reading in Early French Wgmersion Programs

One of the most radical changes. in education in Canada

in the last twenty years has been the introduction of immer-

sion programs to the public school' system (Stern, 1978

cu'n‘munsA 1983) . Barly total immersion, with. which this™

study 1s concerned, involves all instruction in the first
two, three or four years of school being ih a second lan-
guage. The distinguishing feature of such programs is “the
opportunity given to the children to, learn“the French Lan=

guage thréugh its use rather than by explicit imstructlo

English language arts are usually introduced in Grade 2 or 3,

leading to about 50 per cen\; of instruction in English 'by

Grade 6. Reading is introduced in French in Grade 1 (Cum-

mins: 1983). \

The first early total French immersion program in a

public school-System in Canada was begun in St. Lambert,

Quebec in ‘September, 1965 gnd the aim of this program was to
promote functional bilingualism in English speaking children

(Lambert &nd Tucker, 1972). - Because of tHe concerns of

‘parents and educators with regard to the possible negative

effect oOn ~the 1linguistic, intellectual, and attitudinal
= ‘

development of the children, this program was evaluated.from

the beginning by Pro!assur W E.  Lampert, head of the Lan;

guage Reseatch Grclup at ‘Mc G111 Unlverslty and other ‘members
N
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of that group (D'Anglejan and Tucker, 1971). The English

reading evaluation was taken from ¥{pe

ment Tests (1959) and attemﬁtad to establish the achlievement
levels of the .children in word kng edge, word discrimina-
tion, and readan‘ skills. T‘hg tests were also administered
to an equl;ralem': greup of pupigs who were in a regular
English program (Lambert and Tucker, 1972).. The results
Were summarized by D'Anglejan and Tycker (1971) who state '
that the testing revealed no retardation in English language

skills after.Gréde 4: N

swain and Lapkin' (1982) synihesized the research that
had been done by\chLJaumquax Education Pro);c: which had
b_ser; concerned with French immersion programs in’ he
carlton, otc,auﬁ and Toronto.Boards of Education. In their

overview they stated that the most common tests used to

measure ' English reading achlevement were the Metropolitan

thut a. clear patt:tn can be dlscsrned in the results o( the
Studies. From kindergarten to Grade 3, French immersion
students. lag behind their English peers in Bome aspects of
English language skills, but by' thé ‘end of Grade 5 the
immersion s;.udents score as Uall as, or betc‘ar than, R\;no- !
lingual students on all aspects ot English 1anquaqa arts as
measured by 'standardized tests, with only a few 'Asoé_g_ted

exceptions., ® . : .
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.
: . An ovs;vlew of the resgarch that l:l;s been done on the’
" French'immersion programs of the" Protestant School Board of™
. Greater l;oncfen‘l was presented - by Genesee (1978-9), He
concluded that in achievement tests on English language urts
r. the results show French immergsion students Scored lower than
o their Enqusl:l counterparts in kindergarten, Grade 1, and
Grade- 2 herally, by the end of Grade 3 the French immer-
N, sion chudrsn had achieved parity wl.th the children 1n the

.regular English ulasses in au English language slu!.!.s
3

y except spelling. By Grade 5 parity had been reached - J
Genesee, Holobow, Cleghorn, and &lllnq (1985) reported
e “on the ngpnc: nt education in French on the English language
develupment of anqlophene children. Four groups of Grade 4
children were studied. _One- was a\qr\up of twentyvanqlophonle
r\_!h!.!.drén in a regular Fre;:ch school, the. second was a group
L ‘of thirty childran who entered French 1mm=rsion in Grade 4
’ and acted as the control group, the third groyp was of
t;:enty-thraa early French immersion childrer;, and the to\u\tr‘\'
was of twenty- six francophone chudren. The first three
qrcups were tested, usinq sub- tests ot thu ngadlan Achiaye-
& ment Tests (1981), to measure their schxavgment in raadlnq
and spelling. By- the end of Grade * 4 there wsre no siq-
nl!.\cSnt differences In the three,groups except far, spell.-
‘.\nq, in .which the ‘two early. Frerich immersion groups scored

-below the lute lmmarsloh .group. N .
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‘The consensys of aplnion. from the studies described
above 1is that children 1in early total French immersion
programs tend to lag behind their monolingual English
coun;.erpuna«-'m reading abilitles .un'tll instruction 1in
English language arts begins, after which the French immer-
sion students rupl‘dly catch up .tc‘ ‘and frequently surpass
the levels of their paer‘s, . Swaln and Lapkin (1984) surveyed
the .research don(wu and pointed out .tnat, while
rresults tto‘m one study can only be generalized to cthnr’
students 1njthat ‘school board, for early total immersion:‘the

pattern of results has been so consistent in programs across ,

_Lanada that the limited generalizablility of each study is

outweighed by the cons’lsten;:y ot the results. ,
The ability of French immersion pupils to read in-
English before lri;truction begins, and the rapidity with
which thegy learn to read in m'qush, raises _xn:eregtlné
questions. Some researchers suggest . that Vona possible
explanation is ‘that parents, concefned about the lag in
English reading, teach their children to read in .English at_
home (Cummins, 1977; Barik and Swain, 1976; Chmilar, Ken-)
‘dall, and Obadia, 1984). Others suggest that the ease 'wxlth
which mas{t children in early French immersion prgq'rams read
ln‘ English is because they are tran‘aternnq skills trom
French to "English (Lumﬁerc “and 'ru:i:en'," 1972} Tucker,'u,u:

McDougall and/Bruck, 1976; Genesee, 1?79: Cﬁml;lins. 1983).
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Kendall, Lajeunesse, Chmilar, Shapson, and Shapson
(1987) investigated the transfer .Ol skills from French to
English as part ot.la larger study of the English reading
skills of kindergarten, Grade 1, and Grade 2 children. They
fournrd that the reading 1nrstructLon in the F‘rsnch immersion
clussrooms cox{cantrated on translating vrint to sound be-s
cause the children's French language skllls are not thought
to be good enoy to en_able them to use context cues.: The

graphophonic skills are transferred. to English reading and

the children can incorporate their knowledge of the Enq!:ish ‘

language with them.
"The testing discussed so far in relation to lon-

gitudinal stl,dies measured acn_igv'ement in reading, and/dld

not try to detail what stratagxes.ths children were using as

they read or how these strategies might change as instruc-

tion in Enq‘l&shvreadinq proceeded. ' . These studies have

measured - the product‘and have not considered the process by

.which it has been achieved. .

>As part of the longitudinal study by the Bilingual

Education Project of the Ontario !nstltute for Studies in

Education to examine innovative billnaual education proqrams X

Ln Ontuuo. cloze tests were used to measure- the chudren s
language proficiency. The’errors made by 91 Grade 5 French
o mex_‘slon children were compared to those made by 108 Grade
5 o gdun' in; the 'requ!.u( c).ass’room . The quauty of errors

N
made was judqeﬂ by consldennq the touowinq questions:

.
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1. Was the number of errors the same for both \qroups7
. ;. Were the errors were of similar types (e.g. using an
incorrect item, f’qlllnq to respond, using an inappropriate

part of speech,. etc.)? : .

3. Did boEh q‘roups have the’ same relative difficulty P

with the various parts of speech?

o v
No significant “differences viere found between the groups

, elther in the quality or the quantity of the errors (Lapkin

and Swain, 1977).

In 1984, Chmilar, Kendall,’and Obadia studied 58 French
immersion and 5€ English .monounqual Gra_da' 1 students to
examine t_)_m strategies they h’sed to read in English. The

reading and .decoding was based on McCormick and H’ason'-l‘

Lanquage and Word Reading Test (1981) and Raucher's Language
and Word' T (1982). ~An oral reading and com-

pte'hension.test was mcl;xded and an examination of tho.
French immersion children's teudinq err:;rs was done to try
to establish what reading strategles they used. It was,
'tound that the French immersion chl:ldrbn did not read Eg-
lish as well as the English Jroup. Twenty-four per cent
used similar strategies to_ those used by, the énqlxsn c\hud-
ren when reading ‘Ain context, twenty-tué per.cent used »anly
French deco&lng,strat;q'ies, qivl’ng i‘:nqlxsh words” a French
p‘ronuncliutlon, thxrvty—elqhvt per cent. used pre-reading strat-
egles, and sixteen per cent had no redding :kllls‘_ln English

“or French. 7
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In their investigation of English reading skills of 46
French immersion and’ 47 children 'in the regular English
program as they passed through Kindergarten, Grade 1, and
Grade 2, Eendall‘ Lajeunesse, Chmilar, Shapson and Shapson
(1987) used McCracken's Standard Reading Igvento:x (1966) to
assess oral, reading and comprehension. By Grade 2 only nine

French immersion children.were unable to_read at the pre-

primer or primer level and only two of thgse used French

,decoding skills to try to read in English. The other seven

used, initial letters to produce an English word and the

majority of their ;.rrors were substnunon‘s. None of the

‘children who read at a Grade 1 level used French decoding

skills. “"They seemed to be able to use English grapho- .

phonic skills well enough so that, 1in combination with

context, they read meaningful English text" (p.22).
In the continuing 1nvast1qatmn into the English read-

ing of French immersxen n:hndren, attention is turning from

measuring only their achievement to examinimg the strategies

they use also. Testing reading ability using standardized

tests such as the Metropolitan Achievement Tests or Canadian

]35_15_9_(_3_&;&_55)_]_1_ has shown that the French lmmarslon

chudren frequently scora higher on these tests than do *

‘children in the regular English stream. As has been dis-

cussed above, researchers have spsculated that learn'lnq in

French reading is belnq :ranslarred to Enqllsh ‘reading, but‘

exuctly what is being trunslerred cannot- be deduced from
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tests designéd to test achlievement only. A few studies have
compared the reading strategles of children in the regular
English program to thos‘e of French immersion children read-
ing in English, in attempts to find out what stn’teqles are
being employed as the children learn to read.:But tew
studies have used miscue analyslis as a methodology.

Dank and McEachern (1979) used miscue analysis to
investigate the reading strategies of ten Grade 3 French
' immersion pupils and a similar  number in a traditional
program. The investigators hypothesized that there would: be
*no quautative difference between the two groups and that
the French immersion.group-may be more effectively utilizing
. phonic, semantic, and syntactic gues during oral reading.
Ten French .immatsl.on _Grade 3 subjects and ten subjects from
a traditional English language class were “chosen randomly.
There was a similarity in the soclo-economic status of the
parents and all the subjects were considered by their teach-
ers to be nornully lntalllqént
Each subject was asked to read aloud the same pxece of’
text and then retell the story in his or her own words. 'l‘he
Reading Miscue xnvmcorx (. Gooqun_ and Burke, 1972) wél
usad to assess the miscues. The, ruuus showed that the
Franch immeérsion group used graphic and sound cues slightly
more gccurately as smasured by the comparison of the degree
of s‘h;ﬂlarlty. between the observed and expected responses,

tHan did their English counterparts. They also used seman-
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tic and syntactic cues more’ effectively than the English
group. The French. immersion children use‘d correctlon strat-
egles more an.en:txvaly_thnn did the others. They generated
more semantically acceptable miscues, corrected their mis-
cues more often, and altered the meaning less, thus demonst-
rating that their reading comprehension was qualitatively
better than the English group.

The French immergion children Were more fluent at
recounting the theme than the English qroup; The authors
concluded that, based on these results, the French‘{mmersxon
group was quite proficient at 1ntsr-relut1n§ grapho-
phonemic, syntnctu:', and semantic cues; thus they were able
to extract meaning from print, wkich the authors consider to
be the primary purpose in reading. '

This study was well .constructed and executed but there
are some flawsg. An important variable that was not' con-
sidered in this-study was any differences im the type of.
reading instruction each group had received, and if teaching
strategi¥s were the same in English and in French for the'
French immersion group. As was demonstrated in the studies
of Weber (1970), Cohen (1974-5], Blemiller (1970), Norton

and Hubert' (1977)., and Dank {1977) described above, the type,

of reading instruction does.Sgem to affect the miscues the

child produces. There is some indication that French read-

ing strategies are transferred by French immersion students

to English reading (Kendal, La , Chmilar, A

S
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and Shapson, 198{).’ but this was not considered in the
study. Neither is ltyreported when, or if, reading instruc-
tion in English had been introduced to the French immersion
children when the 'study took place. The stage of Grade 3
these children had reached 1is not lreportafi, and this is
important 1if reading instruction in English for the French
immersion group began in Grade 3, as it does in many French
immersion classes. '

While the Enéush reading achievement of, early French
immersion children is well documented and demonstrates ‘that
they are not retarded ‘for lonq‘xn‘,ythelr reading skills,
uttlerhas been done to try to establish why this is the

“-case and why they catch up so quickly te children who have
had many more hours of reading instructidn in English. It
has been established that children enrolled ‘1n_ the French
immersion programs in Canada read at least as well as.their
peers in the regu‘lar English programs. The product is
important but the proc:ss is at/ least equally important if
the reading of these children is to be fully understood.
What needs to be invean_a:ea now is how anglophone child-
ren, initially taught to read in French, tackle the reading
ltask in English.

Although interest has been shown in the reading of
early French immersion children as yet there has been no
published work which examines how™their reading strategies

change once formal instruction in English reading begins.
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Comparisons have been made to the reading of children in the
regular Eflq].lsh programs. As yet, nd research-has been cione
to investigate changes in the reading strateqies_ of children
in early French immersion programs as they are formally
taught to read in English. _ ° %
Thla present study seeks to 'establish the following:
1. As the reading instruction ‘these children receive
changes in emphasis, changes occur in 1t;h= types of miscue.
¥ 2. These children become more ‘efficient readers as

formal lngj;uction in English @ing proceeds. Changes in

miscue paﬁ’terns at@xpec ed to reflect this increased

efficiency.

3. The children will not rely entirely on graphic and
phonic cueX but will use yhatever strategies ‘they have
available, including semankic cues, syntactic cues, and
éelt-cort‘actlm.l strategies. Thus they will conform to the

interactive-compensatery model of reading. .

NG 4. Betapse the children learn to read in French before

they do in English, there will be some transfer of French
phonemes, but it is anticipated that their number will
.

decrease as reading lﬁ ‘English becomes more proficient. .




Chapter Three

Methodology

Introduction
Because this study was concerned with the strategies
the children were using, and not only with achievement, the
reading strategies of a small number of children were stud-
ted in depth using the Reading Mistwe Inventory (RMI) con-
structed by Y. doodman and Burke (1972). The study was
ne_cessarily a descriptive one, as thg small number of sub-
jects precfudéd’ the use of inferential statisélcal analyses.

; Subject

* “The subjects for thig st{xd’y were eleven Grade 3 French
-immersion children attending school in St. John's, New-
foundland, Becauss ‘LHis was &n exploratory study, as homo-
“*geneous a group of average children as possible was studied
on the grounds that they are the most typical on! Grade 3
early French immersion children. The sgbjects were chosen
.on the  basis of their scores Dnjthe Gatus—McGinIt)eA test of
English reading wiuch was administered at ‘the end of Grade
2, and on the reco‘mmendatlon of their ‘Grade 2 teacher that
these children were reading a;.' grade level. Thé class
teacher reserved the'rlght to exclude some childreh from the
study on the basid that they would be unlikely to caope'rac.el
I_\t'the end of Grad; 2 the reading level of tw eleven sub-
jects chosen for the study ranged from 1.9 to 3.2 with seven

children between 2.4 and 2.8. Two children subsequently haq
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to be dropped from the study beiause ‘the text they were
asked to read vas at therr frustration level. :

% context

The children in the study were enrolled -in the early
French immersion program of the Avalon Consolidated School
Board. Reading instruction in French began in‘Grade 1. In
Grades 1 and 2 the Le Sablier reading scheme was used, which
included the Tic Tak Toc‘and Moustigue series of books.
These books weres supplemented by the D'Un Mot A L'Autre
reading books and levels one and two of the SRA reading lab
ip French. The Iic Tac Toc books ‘in the Le Sablier series
are based on a phonic' approach to reading. Each sound is
colour-coded and corresponds to a line dfawing representing
a word containing that sound. Books in the Houstigue series
have & controlled vocabulary and,.while each phrase is

- the words

related-to the large colored picture on the page
can almost all be using the contained in
the Tic Tac Toc series. Books in the O'Un Mot A L'Autre

series lend themselves' more to the u:‘oi contextual _cues
" but ‘again most words can be dealt with phonetically. The
Grade 2 'n-enéh teacher stated that she incorporated phonic
_end contextual reading instruction stressing context when-
over posaible (M. .Gresns, personal communiénion,,r:cp 1
1986). * In Grade ‘3 English language arts these children B
one teacher from Sept. 7. 1986 to Jan. 11, 1987, a sub-
“stitute teacher trom Jan. 12, 1987 to Mar 17, then the

-~

.
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'
origjnal teacher again. The children had 45 minutes -of
English language arts instruction per day The first

teacher believed that the children were weaker in writisd’

than reading and so concentrated on reading througf writing.

“the reading scheme used was Qreat Street and Wondertime with
the accompanying workbooks but not the skill books.  Sup-

pllementary materials were the SRA reading luheratary, Uh‘lch
was used every fourth day of the six-iay cycle, and library
materials .vhlch suited the current theme. This teacher
reqards‘ phonics as gne small part of reading and not the
major emphRasis, but felt that some children needed extra
help with phonics. Two of these children were ?an:.‘ o& this
study. For these children the téacher’ px;qpared individual

workbooks to sult the problems each was having. She stated

_that her first. concern is with meaning and that she. is

concerried éha\xc the children read at an appropriate pace, in
appropriate phfases, pay attention to punctuation, and read
with expression. | When children are unable to read a -
she suggests’'that thefr sound the first few letters, then re-
read the sentence (S. Harvey, personal communication, Harch
31, 1987). . * »

The second. teacter holds a simglar view of reading in-

sfruction. She used a thematic approach and spent most of

"the language arts instructfon time on reading activities.

She emphasised context.and dealt with such items as root

words and endings as they came up. New woP were always

3




60
introduced in context.first. All stories read by the entire
class were read silently first and then discussed (M. Far-
sons, personal communication, March 23, 1987). 1

The Testing Procedure™

All subjects were tested individually using the RMI (Y.
Goodman and Burke, 1972). Each subject was tested in .the
£irst week of October, 1986 and again in the last week of
March, 1987. On efch occasion the researcher asked the
student to read an unfamiliar and relatively difficult story
while being audio-taped. The fifst story was selected with
the assistance of the class teachert and the Grade 3 English
language arts teacher. The story conformed to these guide-
lines: ‘\ "
1. It had a discernible plot and theme.'

2.' The story was unfamiliar to the children but con-
tained no new concepts and situations. ) '

3. The .story was difficult enough to generate at least
25 miscues but not so difficult that the child could not
continue unassisted. -

The story selected for the. irst testing was The Round-
house _Cat (Gould and Tedgue, 1972) which was at the Grade 3
reading level. The story selected for the second reading
was The Reccoons That Rocked a Cradle (no author, 1967)
which was at the Grade 4 reading level. ( "

Before the child was asked to uud»'uch\ time, the

researcher ‘explained that the child ‘would bT‘ ~supplying
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information about how he o‘r she reads and that there was no
question of passing, failing, or being graded. Ths child
was told that he or she would be nsked‘ to read a story and
when he or she was finished to tell what the story was
about. The subject was also ‘told that the researcher could
not help in Any way if the chllc‘i had a problem with a word.
It was suggested that if this happened the child guess, try

to work it out, use any other way that might be useful, and,

explained that the session would be audio-tape

1f completely stuck; skip the word ultr‘:qether.{ﬂr was also

After the child had finished reading and had retold as
mych of the Story as possible, the researcher then asked

questions, but supplied no ﬁbre Information than the child

had already provided. The“rgtelling is a mehsure of com-’

' prehension and is scored under the headings all cnuracce‘r an-
alysis, events, plot, and theme with a possible total of 100
points. ' ' s

From the audio-tape the tester recorded the first
twenty-five miscues made by the. child and scored the rstell-
ing according to the method. suggested by Y. Goodman and

Burke (1972). As a measure of the ai:cu;.ney of the codu;q

and scoring, a second researcher coded and scored ten per

cent of the miscues chosen at random and Jthesa were in

. agreement with the f£irst reseacher“s_!ln&mqs 88.4 per cent
of the time. In order to verify instances of French lan-

guage interference a bilingual person listened to all the
‘ ’
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miscues designated by the researcher as French interference
with English reading, and the two were in agreement 95 per
cent of the tl::na‘. In addition two of the nine tupes‘vere
chosen at’ random and the bilingual tester found no more
miscues suggesting French interference with English reading
than the original resgnrcner had coded.

The Instrument
. The data collected was analyzed using.the RMI of Y.
Goodman and Burke (1972). The following are the nxne_ RMI
questions:
1. Is a dialect yarlutlen involved in .the mAincue? .
2. Is a shift in intonation involved in the miscue?
3. What is the graphic similarity of the miscue to the
expected response? * ~ -
4 4. How similar is ‘the sound of the miscue to the ex-

pected response? - §

5. Is the grammatical function of the miscué the same
as the grammatical l;mi:tlon of thé emctad response?

6. Is the miscue corrected? : .

7. Does the miscue occur in a structure which is gram-
‘\n\nucnlly acceptable? P

8. Does’ the miscue eucux; ina s‘tructura which is seman-
tically acceptable? » i

9. Does the miscue.result in a change of meaning?

(pp.49-50). _
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Question 1 Eil‘;\lect. , '

Dialect miscues can be variations of sound, vocabulary
or, grammar.' Onge the miscue has been rked as having
dialect involved, all other miscues are scored with thl; in
mind. When éansidennq the grammatical and semantic accept~

" ability of ithe miscue it should be within the context of the

v-‘ structure of the reader's dialect. As Gngdman and Burke
(1972) express it, "the lssue, as it relates to reading, is

" the gaining of information ahd meanlnq - not the use of an,

approved dialect” (p.50).

estions I tion.

Intonaticn miscues are curuct clues to the reader's .
‘processinq of the Languaqe unlts and involye chanaes in ‘;‘
pltch stress, or pause !rum those that tna text lmpllas,.
The only tune that mtonauon should be codea‘as a miscue is
when ‘it causes changes in “the gramﬁmu:al structure or
meaning of the text. If the orlglnLl intonation miscue
causes confusion in the surrounding text:items, causing them
to change their qranunuuc_al function, the cl}unqes are coded
as part of one complex miscue. !

Readers can anticipate an item or analyze an unknmgn

word either by recoqmzinq the print as similar to 'a known
word or, assigning sounds to letters and letter comhxnauonm‘
, In the RHI these are marked separately. - Graphic, nnd sound
similarity are only coded when a nnqla{ viord or non-word 1is ; N
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substituted for a single text item. The expected response
and .the actual’ response are divided into three parts. The
miscs ia scered aw having & high degree Of similarity if
two of the three parts of the miscue are slmlfgr. 1t one of
the three parts is similar then it is scored a\s\ having some
deqn‘é of similarity but if none of the thr\ge parts is
similar, then it is scored as having r}n degree \X! similar-
ity e . \
.

The variety of ’qrnmmatlcul functions that can fit in
any given posttion in a sentence are “limited. Readers use
their knowledge ‘o“t the qrnml’a,t.l.u'l], r:astricnons of their
language to anticipate text. - This category 1s marked on)‘y

if the miscue involves the substitution of a single word or

non-vord. The actual-and &xpe are to"
determine if th; grammatical tui\ct’l&n.cf the two are the
same. Ocﬁasionnlli the miscue will be too short or dis-
rupted to deternine the tunction.

Question 6: Correction. . 1

When readers correct a miscue, the amounts of text, that
is reread ¢an’ suggest the size of language units that are
baxné‘ pr;coss;d and the cues which cause the reader to
correct. :In addition, ;lhen cerr_ectxonl nre'ax.amlnsd»vxn

conjunction with grammatical and semantic ucceptabillty;‘n‘nd

with meaning change, the reader's ability to correct and the
: % 5 Py \

~y 5 .
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reader's judgement as to which miscues should be corrected

65

are indicated.

Questions 7 and Grammatical and Semantic Rccep:
tability. s ’

The meaning of a sentence is limited by the vrummutlcﬁl

structures of the 1anguaqe, but a sentence can be grnr‘nmutlc-
© ally acceptable’ without having.an uccepta;lo méamnq. When
, considering grammatical acceptability, the focus should be
on the reader's ahility to cope with the structure ot the
text sente}lces. Miscues can occur in grammatically aclcsp-
table slentenceswiuch differ trom the Fext meaning. ' The
semantlc acceptabllity of the reading focusses on the’extent
to-which the ’readar is prc‘tduqlnv understandable structur
\{Jiscues can occur within semantically &ceptable ‘sentences
thct; differ from the text meaning. Buike ’ and * Goodman
11972), Stress that, “Becausé semantic structurs is depen-

dent on qramn‘tatléal structure, semantic acceptability should

never be marked higher ... than grammatical acceptability" '

fp.60]. %

Question '9: Meaning Change.

This question lls the most xmpor:l‘snt one of all, accord-

ing to Y. Goodman and Burke, because it measures how much of
the ‘message of the text is altered by the reader's miscues.
The "degree to which the aithor's intended meaning is changed

by the miscue is gauged as no change, minimal change, or an




d

66
extensive change. WHen assessing the meaning change only
t":he miscue belng code‘d should be read.

Ana ys/lg of the retelling

The retelling was scored under the following foLr head-
ings: Character analysis, Events, Plot, 'ihenn_e.
The researchgr developed an outline of the story the child-
ren were to read using these caéeqprles‘. The child's re-

felling of the story and the outline were compared by as-

signing the child's information to the appropriate category. -

Character ‘analysis is divided into recall of the char-

‘acter,s and develupinsnt of the characters. Such inforhation

as the attitudes and teeiings of ‘the chara‘ctel&s\, their be-
huvleux:, and their relatior‘xshxp with other character; were
considered. ~ This category is assthad a maxl'mum.ot 30
points. In the category of "events" the actual héppenim‘;s
as they otcurred were considered. There ‘1s Q maximum of 30
points assigned to this category. "Plot" deals with the
plan upon which the sequence of events was organized and was

assigned a maximum of 20 points. The category. of - "theme".

deals with the generalization, truism, vieﬁpcxnt, or ‘per-

spec/t}.ve of the story and is assigned a possible 20 points.
From the analysis of the first twenty-five miscues and the
assessment ot the retelunq a detailed protua was z;ompned
of the reudlnqs of each sub]ect. ’

. The RMI of Y. Goodman and .Burke was used in this study
but becaus; the children have b;en taught reading initially
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in Fr‘ench one more category of miscue H‘!S added. It was ex-
pected that some miscues would involve the interterence of
French language learnlnq_ with reading in English, and a
category was devised .to accommodate such miscues. The tenth
question to be @nswered was: "Does the reader use French

”’pronunclanon or syntax for English text?" This question is

adapted from the coding system used by Roderiguez-Brown and

Yirchott (198‘3' to compare the miscues of Spanish-speaking
Americans. and native English speaking Americans reading
orally in English. Syntax which did not correspond to
English but ‘d?.d cq:}espond to the grammatical structure of
French was considered a- miscue ‘involving French &yntax.
Each miscue was divided into its syllables and if any or all
o‘! ’them were pronounced u_sing French phonic rules, some or
all of the miscue was said to have been affected by the
Ehil;ﬂ 's” French languge ‘learning.
The. results were assessed using the guidelines for
_coding miscués as described in the RHI.
Linitations
1. Only ten children were studled but their reading was
considered in depth. The results of the study will have
high internal validity but will not be able to be general-

ized to a wider population. §
2. The results were based on only one reading on each
of two occasions and so may not have 'been representative of

the child's reading ability.
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3. Every effort was made to put the children at ease
before they were asked to read, but the children may have
folt shy or insecure with afunkngfn researcher and may not
have read or retold the story as well as they were capable
of doing. . '

4. The children may have felt inhibited by the tape-
recording faking place as they read.

5. This study was dascnpuvs and so ro interential
statistical procedures could be used in the study.

6. Because the subjects were not all reading at pre-
cisely the same level, some may have found the text more
difficult than others, and this may have agfected the read-

5 v it
ing strategies each used.
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Analysis of Findings :
This cnaﬁ‘ér will discuss the findings of the study
under the headings of (a) graphic similarity of the miscue
:CI the text HOl‘d‘. (b) sound similarity of the miscue to the
text word, (c) grammatical function of -the mlSC;IQ compared »
to that of the text word, (d) perchtage of corrected mis-
cues, (e) grammatical acceptability of the miscue com;ared
.to that of the text word, (f) semantic acceptabllity of the
miscue compared to that of the text word, (g) meaning
change, (h] extent to which grammatical relationships were . K
used, (1) extent to which'comprehension was lost, (j) mis-
cues showing French interference, (k) number of non-words
used, and (1) refelling ‘sdores. Differences and similaz-
ities in each of thesq- catsqt;rles b}etu’;en the first and -
second testings will be !‘SpD‘tCed and analyzed. ’
Graphic Similarity
The graphic similarity of the miscue to the text word
was determined. ~Each miscue was judged to have a high
degree of similarity if two-thirds of the miscue was the
same as the text word. ' If one-third of th; miscue was the
same as the text word somé degree of similarity was sald to
exist, and if no parts of the words were similar, no simil-
. arity was sald to exist. These criteria were established by
Y. Goodman and Burke (1972, p.53) . ) .
In all instances the percentage of miscues with high

graphic similarity was greater than the percentage of mis-
-
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cues with no graphic similarity (see Table 1). The mean,
percentage score for miscues showing high graphic similar-
ity at Time 1 was 77.44 with n’-ranqa from 50 per cent to 96
per ‘cent. In the second testing the mean was 70.44 per cent
with a range from 6l per cent to 84 per cent {see Table 2) .’
These results suggest that all subjects used graph.lc cues to

a large extent while reading on both occasions.

Insert Tables 1 and 2 about here

In six ‘cases the p;arcentaqe of miscues showing .high
graphic similarity decreased between Time 1 and Time 2 and
;n three cases it lncre_aseci. In one case it i‘ncre’ased by 2 °
per cent, ;n another by 1 per cent, and in the third by 14
per cent with'a mean of 5.67 per cent. In the six cases
which showed decreases the range was grom 1 per cent to 22
per Vcent with a mean of 13.33 per cent. The majority of the
children used qréphlc cues less at the second tesn'ng and og
those who used more, two of the three increased by a vs\ry
small degree. This conclusion that the children relied less
on &ruphlc cues at the second testing is upheld when cues
shoﬁlnq no graphic similarity are examined. At Time 1 the
mean percentage ° score . of miscues showing no graphic

similarity was 7.11 with a range from 0 per cent to 16 per
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Table 1

ercentages of Miscues With High, Some, an: 0 _Gr ic

milari To e t Wort
Time 1 Time 2

SR N
Student High Some- None b High Some None

A 83 13 4 61 11 = 28

B 80 13 7 82 0 18

~ e 68 16 16 67 -1 22
D 75 10 15 62 15 23

E 96 4 [ 81 13 0

r 50 45 5 €4 9 27

G 79 17 4 . 6 25 6

H 83 9 9 B_‘I 0 16

1 83 13 4 65 15 20




BN J
(d .
Table 2
v. el R ngg' mnd Mean of Graphic Similarity Scores
: ToE s . .
. Graphic Sifilarity Range Mean
|, )
i High .
¥ I : % Time 1, *. 50 - .96. 77.44,
- * v Time 2 61 - 84 70.44
o Some aQ
Time 1~ 4-45 = 15.56
. Time 2 “ o0 - 25 11.67 .
None #
) \ * Time I 0 - 16 7.
:. . Time 2 o027 17.78
" N
’
. ¢
e * .
: oo 3 {
L P W . s
v \ ’ .
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cent, and at Time 2 the percentage had increased to 17.78
with®a range from 0 per cent to 27 per cent (see’Table 2).
In all cases the percentage of miscues with no graphic
simllarlty increased between the first and second testings,
suggesting that while the children still relied hsav{ly on
qraphlc similarity, it was to a lesser extent at Time, 2.
Sound Similarity p>
The so‘ﬁnd‘sxmilarlty.ot the mlscu‘e to the text word vas_
determined By judging the extent to which the sound ot the
miscue resembled that of the text word. !( the sound of

two- thirds of the word was the same as the text word chun

' the miscue was considered to have high sound sxmuarxty \f

the sound of one-third of the word was similar the miscue

was ‘sald to have some sound similarity. It the miscue and

the text word were completely different they were judged to’

have no.sound similarity (Y. Goodman and Burke, 1972, p.53).
The figures in this cateqory shou simllatltles to.those
in the prévious category. In all instances }:hs’pe{genﬁqes
of miscues with high sound:slmllarlty to the' text word were
greater than 'thos.é with no similarity, suggesting that the
c;ﬂld‘ren used sound cues to a great extent (see Table 3).

.

% ‘lnsart Table 3 about here

; - /
At Time 1 the mean percentage score, tor miscues showing
5 . d .

high sound similarity was .70.89 with a réange from 59 'pex"
. X g

. ) .




Table 3

Some d

©_Sound

74

g

Time 2

stdaent High some None High Somé. None
.
A 83 13 4 0 33 17
B 60 33 ¥ 82 9 9
c 724 11 18 61 17 22
D 75 .10 15 . ez s 31
“E 75 25. o 56 44 0
F 59 36 5 64 o - 36
G 7 21 8 - 65 24 11
~ H- 70 22 s . 63 .26 1
1 25 4 6 20 20




cent to 83 per cent.

was 62.56 with a range from 50 per cent)to 82 per cent (see

Table 4).

the first and second testings are compared.

Table 4

At Time 2 the mean percentage score

There 1s little difterence xn:’zhe'se tigures when

i -
Sound Similarity Range Mean
High
Time 1 59 - 83 70.89
Time 2 50 - 82 62.5
Some
. Time 1 10 - 36 21.78 )
» " .
. Time 2 0 - 44 20.11
o .
None
Time 1 0 - 16 7.56 .
0 - 36 17.44

oTime 2

In seven cases the percentage of miscues with high ln}md

similarity decreased betwen Time 1 and Time 2 and An two

cases it increased (see Table 3).

This pattern suggests a

- slight tendency to rely less on| soynd cues at Time 2.
= X :




» . . a8 s i
There is.a slightly greater difference in the miscues
_Which show no sound similarities when' Time 1 and Time 2 are
compared. . The mesn percentage score for Time 1 was 7.56
3 with a range from O per cent' to 16 per cent.and for Time 2,
the mean was 17.44 per cent with a range from O per cent to
" 36 per cent (see Table 4). The change, although small,
shobis a trend towards relying less: on’ sound’cues at the

v second testing Compnred to the ‘fifst. While the children
his

relled to a great extent on sound cues as they read on_both
occasions, there 1is an indication they were using then
slightly less on the. second occasion:

~ 2 ic on

According to. Y. Goodman and .Burke (1972, p.55), words in

_context can usually be assigned a grammatical function as

readers make intuitive use of the grammatical restrictions

of their language. ' The function of the miscue and the text

.. ', word are judged to be the same or different. .If “the miscue

- :
1s so short or disrupted that it li'l.mpesslhle to determine

the function;@lt is nssiqned to. the category of “unable to

determlne :

Hh_en' the ,qramm‘utiéal‘ function of each miscue was compared '
to the text word little difference was found between Time 1

. and Time 2 {see. Table'5). -In Timd 'l the .mgan percentage
’ / score - for miscues with the same _qran_unutj.cui function as the

‘text word was, 71.78 wien, a range from 50 per cent to 93 per




cent. " In Time 2 the mean was 72.22 per cent wigh a range

from 47 per cent.to 100 per cent (see Table 6).

Table 5 4 R ) £
i Percentages og‘ﬂﬁcugs With the. Same or Different
Grammatfcal Euncc‘ion's To éng [_qg;‘ﬂgzg_
d ) ° Time 1 Time 2 -
Student Same Diff. UTD* Same Diff. UTD¥
‘A 65 30 4 < 72 28 0
B .93 7 0- 73 27 [
¢ 74 26 0 ‘/ 78 22 .0
‘D 75 20 5 77 23 0
‘_\' E “—s0 50 , 0 75 25 [
F 64 36 0 100 o o
' G 67 k 13 7 a7 6
H 83 9 -9 63 37 o
. ~75 21 4 65 35 0
* .Un(sbla to determine * \
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Tapble 6 . E o
Range and Mean of Grammatical Function Scores in o =
Grammatfcal: Function- . Range Mean

same
Time 1 “s0 - 93 71478
d T time 2 47 -100° 72,2 #
pree. SRS
Time 1 7 - 50 440,
Time 2 ‘o - a7 2711 .

The mea/(percentaqe of miscues which differed in gram-
matical function, from that of the text word at Ti’m)e 1 was

24. 44 uith a range from 7 per cent to'5Q per cent. At Tu;m.

2 the mean parcentnqe was 27 ll with a ranqe from 0 per cent

to 47 p!r cent 4 L
In all lnstences excspt two, the subjects repl’aced con-
siderably more .text uotds”wlth miscues having the ”
!uncuon than miscues "having a dnferant functxon (see Table
5).. .The mean difference of the si:gteen lnétances in which
this was the case was 52 per cent with a range from 26 per
cent” to 100 par cant. ‘The gwu exceptions had the saine score .

in ‘each tesnnq. These results suggest that’ the chndrer_f
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were able to use .their knowledge of the grammatical restric-
tions of their language before reuum& instruction in Eng-
1ish began and they continfed to do so as 4nstruction pro-

ceeded. . =

Corrections
The reader may or n\ny”noe/ gorrect anx‘. miscues mad'a.
Miscues .m:a recordsd’ &s bein 1 either corrected, or \'Am;or-_
rected. There is also a cat/aqory to; uttoﬁ'ptlnq unsuccess-
_fully to. correct amiscue or abandoning a correct tor’m." (Y.

Goodman and Burke, 1952, p.58). Corrections were cons.lderaci

in conjux{ctiun with qrummaiicel accsptabulty, semantic

acceptabluty, and meaning chanqe later
Consldernhly more mlscuss were correc:ad in Time 2 when
compared to Time 1, an students corrected more miscues in

the second testing than they did in the first testing (see

Table 7). The méan percentage score for Time 1 was 15.56°

thle for Time 2 it was 36.89 (saé Table 8]. This ll a

tnuly ka:qe d“!erance and seems to retlact che .\ncreullnq

uuateness of the subje\cts of their mlscuns More informa-

.tion on the quuu_tont the chudren's readlnq will be avail-

able when other factors are assessed in conjunction with :he_

corrections. .

Insert Tables 7 and 8 about here .




Table 7

Percentage of Corrected and Uncorrected Miscues

B Student “Time 1 Time 2
L d .
: Corrected Uncorrected Corrected Uncorrected
a 16 72 32 60
B, 12 88 20 80
L 24 72 40 60
B D 36 56 60 3z
E 8 88 44 56
: F 7 12 84 10 60
. G 12 88 32 64
' p H 12 88 16 80
[ ¢ 8 92 48 44
| %o o
. i
L -
aal ] o V
. -




Table 8 . “
Range Mean of Corrected and Uncorrected Mis
' percentages ) R ,
Range Heur!.
Corrected e g E
Time 1 8 - 36 15.56 X
.Time 2 16 60 36.89 .
Uncorrected
Time 1 56 - 92( 80.89
Time 2 32 - 80 59.56
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i Grammatical Acceptability

* Y. Goodman an:'! Burke (1972, p.60) maintain that grammar
provides a framework for the sentence and that th; grammati-
¢al structure can remain intact when the mean}ﬂqnls destroy-
ed. - Even nonsense words can be considered to be grammati-
cally corréect. If the miscue occurs in a sentence judged. to
be grammatically acceptable, the rniiscue is said to be total-
ly .accaptablm If the miscue occurs in' a Sententce which is
quumnrmticuuy acceptable up _to_ the point where the miscue is
made, 1E is said to be partially acc%table. If the miscue
makes the sentence grammatically ‘incorrect, the miscue is
judged to be qran;maticaliy unacceptable.

All subjects in both testings had a greater percentage
of totsily grammatically acceptable miscues than qrammat‘l-
cally unatceptable miscues (see Table 9). Between .’l‘lma 1
and Time 2 there was a change in the mean percentage of
totany»accept‘able miscues from 56:00 to 64.44 with the
ranges remainlng the_same in bbth cases (see Table 10). The
increase in means, although small, can be interpreted as a
trend towards the children attempting to make their reading
conform to the grammatical rules of English. This con-
clusion 1is reflected in tt;e fairly large decrease in gram-
maclcuii’y unacceptable m:scues’, The mean percentage *score
dropped from' 26.67 to 13.78 ur;d the rnnqe'narruueq. from 0

per cent to 40 per cent.at Time 1, to 4 per cent to 24 per

" cent at Time 2 (see Table 10): In all cases except ofie, the
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percentage of grammatically unacceptable miscues dropped
between Time 1 and Time 2 (see gable 9). These figures seem
to suqqes‘t that the children were more able to make thelr
reading conform to the qral;\mat_ical structure of English at

Time 2 than Time 1.°

Insert Tables 9 and 10 about here

Semantic Acceptability
The question ‘ot semantic acceptablility focusses on the
extent to which the reade; is producing understandable
structures (Y. Goodman and Bu‘rke, 1972) . If the whole
sentence 1s ,meaningful, the miscue 1is considered to be
totally semantically acceptable. If the sentence l_s mean-
ingful up';:o the miscue, the miscue is considered to be

partially semantically acceptable. If the sentence is not

meaningful the miscue 1is considered to be semantically

una‘cceptahrle (Y. Goodman and Burke, 1972, p.59).

In all cases except one, the percentage of éer_nsntlcnlly
Lacceptable lhiscué§ increased between Time 1 and Time 2. The
exception showed no change between the two testings (see
Table 11). The -average difference of all nine cases between
the percentage of semantically acceptable miscues at Time &
and Time 2 was 25.78 whi::-h is a large.increase, The average.
percentage score increased from 20.00 to 45.78 and the
range changed from 4 per 'cunt_'tg}SS per cent, to 32 per cent

' =3
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Table 9 )
Percentages of Miscues Which Are Totally Grammatically o
. ; le, Partially Gra) ically A le, or . :
ically le o

Time 1 Time 2

Student  T.Accpt. P.Accpt. Unacc. T.Accpt. P.Accpt. Unacg. = \

A W= 32 68 8 EE TR
B 80 20 0 76 20 4
c 56 16 28 72 8 0
: -~
D 60 16 24 6 20 16
E . 48 12 40 64 32 4
F 56 16 28 80 s 12 .
G 52 16 32 56 36 8
" " . 48 16 36 48 28, 24
~ 1 56 24 20 52 36 12
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¢ oy Table 10 . 2
g Range and Mean of The Grammatical Acceptability of Scores {n
& . Percentages 7 X ' & :
~ ; ! .
S . Grammatical Acceptab{lity Range _  Mean
i L &
N % )
— 3
Totally Acceptable R ‘
"Time 1 48 - 80 56.00 .
. Time 2 48 - 80" 64.44 d
Partially Acceptable { “'
‘ Time 1 12-- 24 17.33
- _Time 2 8 - 36 21,78
i ;
Unacceptable E . w2
5 \
Time 1 0 - 40 26.67
Time 2 4- 24 13.78
. s 8
\
. .
Nz
-’ ‘ -t
| B - &
Vo :
. .




to 68 per cent- [see-Tabls 12). These eigures indicate that

the. chlldren attended more té meanlnq relauonshlps at Time

. 5 B 12 than at Time 1. o

/ Insert Tables 11 and 12 about here

The percern:‘abe of’ s/umantlcal‘ly unhccaptable- miscues

of the taxt at Time 2 than Time In all cases the’ pur-
"R cgntaqc ot seman-¥l€ally -unacceptable miscues dec'rsu_se{
= betwen Time 1 and Time 2 (see Table 11).. The nveruq‘e"pe:-

R centag‘e decrease was 30.78. This 1s ‘a large decrease ahd

. again indicates that mcre attention is belnq paid to meani.nq

by the reﬂder .' ' ) ™%

Meaning Change
) ‘ The extent to which the meaningi of the sentence is af-

‘fected by the mls‘cue .can be-classed l’ln one, of thtee cat;dor-

les. These e (a) causlnq no change in meanlnq, (b) caus-

ing ;nlnlmal change -in meaning, or (c) causinq extensive
é . change sn mknan (Y. Goodman and Burke, 1972, p 61F.

JAt. Time 1, in all cases except“ one, there was a larqe
duurence between mlscues which caused no ‘meaning chanqe
N and miscues. whlch caused extensivs chanqe 1n meanlnq (sea
=N Table 13). The mean percentnqe score at Time 1 for no

ch\anqa in meaning-was 26.67 with a range fmpm B’per g:a_r_:t to
- a4 per cent and vlor exten;iv‘a change in meanmq.' The mean

echces ~the trend for tha child to attand more to thq meanlnq\




Bercentages of Miscues Which Are Totally Semantically

R Stable, Partially’'Semantically Acceptsble. or - £
A' .~ Semantieally Unacceptabls’ . . X
e - = . s B g .
m~ Time 1- Y Time .
I . Student T.Azcpt P.Accpt. »unac'q. T.Accpt. P.Accpt. Unace.”
; o o B az s L s :
" - - e O
gt R B 5 L (6 S 28 56 /2 N2
> g w020 rlh0 s 1gi. 32 ;
. f
: D - 24 . 20 56 48 3z 20 g
v E 4 iz B 32 36 32
= Fo 20 16 644 Jes - 12 20
. & = 12, —320-. 32 32 44 24
: H ‘4 . 20 76 . 40 ‘28 ' 32
' 1 ‘16 32 52 40 40 20 "
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- i S Range Mean : 4 “

~
Totally Acceptable - )
. Tme 1 . .4 - 56 © 20,00 i
L s B . o .
g . r mme 2 32 - 68 . 45.78
Partially Acceptable - o S N
g Time L. | - 12 - 32 .. 18.67 e
M . ? Time 2 9.~ 44 “arr b .
% Unaccptable 4 : & -0
. . h i 4
. Time 1 28 - 84 57.33:° *© ’ S
3 =~ Time 2 o Y22 27 26.56 —-
. N G ) s
N N . S ‘ e
- . s i
o - :
2 v ]




_per cent (see Table 14). B

b o i

V7. TInsert Tables 13 and 14 about here o

% . Y A

At Time 2 tha difference - had nev:rowad although exten-

s.LQa meaning changes | stlll were qre’a‘!er than no’ meanlnq
changes in tnred oc the nine cases (see Table 13) _The mean. . _ ¢
percentage scora tor miscues show!nq ne meanlng chanqa at

Time ‘2 was 42.22 wt.th a range from 24 per- ceft to 52 per S ,

’ cant, whue the meen percentag‘e score for mi cueS\ shovﬂnq

‘ extenslve meaninq change was 32,33 with a range zrom'»ls pet

“n_ éu cases the numbér’

cent to 48 per cent (see Table 14).

-of miscues which caused extensive change in meanlnq d_
craused between the tirst and second tesnngs The number
. of. miscues showinq no chunqe in’ meaninq increased 1nlsavan .

of the nine cass;,f in one case it remained the same, nd in ’

‘the remaining- case it increased only ‘slightly. Th_e'se‘.ug— . .

ures jndicate .that'the— children. were’ more éuccesstu’l .at -

finding n\aantnq from the text in the second testan than intes

urst 8™ . . et % Ral
k 'g;_qmm'g_g cal Relationship: L
Tha mtar rel.ationshxps of .the cdrrwnon ef mlscuas, Tl

the qtammatlcal acceptubiuty of mtscues ‘énd the semanclc

'acceptabnity of mlscues prcduce pattetns ‘which® give 1nstht

" into:the concarn of \the reader that . the readlng sounds like




Moy R P 90 o, ;
o s “Table 13 - . N
! . . Perc gtége of Miscues Resulting in'No, Minimal, or Extengive &
v *" Change in Meaning - ) i - -
y — T
7 %, Time 1 Time 2 -
. -~ Student - ° Nome ' Min. EXt. ~ None  Min.:
et LR K 88 - 36 20,
B T48 0 20 . 32 C o4 36
. c - 32 ‘20 ' 48 44 16
e & s e FTE.
: D 24 .- 24. . 52 ' 48 - .20
¢ e 16 4 80 -36 7 16 148
F 20 & g 76 v 52 32 16
¥ %o g 60 = TEE ¥ 60
~m 20 16 64" 48 16 36
. o

12 20 T es~t 412 10







language. Each miscue was examined for correction, semantic

acceptability, ‘and qrnmmatlcal Acceptabulty and ass.\qned to
.categories showlnq strenqth partial strenqth waakness. or
overcortection in ‘uslngt qrammatxcal nnd meaning cueing . 5
sy;tems {sccnrdinq to the system of Y G'oodm.an a;\deu;ke

/ . (1572, pp.71-5. o . Ce

¢ In au cases the pem-cantaqe o! relationships of miscuas

shnwlnq strength fncreaseéd between 'Times 1 and 2 (see "rum} My

. }5).‘ -’l‘he mean percentaq‘e score n€ Time 1 wag 28 v{i‘th a

-~ cent to ‘68~ per cent which shows q modemtely larqe .lncroese

i T - (see ’Lab!.e 16) At Time 1 only three studunts ‘Had ‘a. qraatar
percentaqe or mlscue relationsmps whYch showed qrammaﬂcal. : _v:‘

strength thal those ‘which showed tlcal . At Sl
2 < . " 7] ;

Tlﬁe 2 t‘he. percentage ‘of nscoreé showifng strength in the use. ! P
of: grammatibal relationships was qreater. th;n.tﬁose sho’wian

weakness in all cases. 3 ’ ’

Insert Tables 15 and 16 about here ) iy A
P o 5 w4 L. i
o X N .

In all cases ‘buf, two, the number 'o: ntscue._relation-

o ) shlps shom.nq weakness decunad batween the two testings. &F g ‘

!n one ot tha excaptions Chere was no chanqe (see Table 15). ' v

" The mean . parcantaqa scores showod a drop "!rom 35.56 at Time

1 to 19.10 at Time 2. The runqe ut Time 1 was e per cent te"




Strength, Partial Strengt

Weakness, or Overcorrectjon in Grammatical Relationships

Student

-Str. P.Str. Weak. Over.

iEY

L)
o .o

40.°

-
IS

.,
-
o

-
ES

Q- o m U a wo»
N -
- ~

-
LW
o

52

56

68

68

44
68
36
48
52
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Relationships

r Overcorrect

T | . Range ! Mean
5 . » .
3 & =W . “\ i
Strength . b
i Time 1 * 28.00
o “Time 56.67
oy 8, P. Stréngth v
. ' . fime 1 32.44
o T rime 2 1m.1r
Weakness \,
¥ Time 1 35.56 "
K . Time 2 19.10
. Overco_rrection &
Time'1 0.- 12 .00
; ‘ 4 - 48 15.

Time 2




48 per cent and at Time +%rom 4 per.cent to 44 per cent
(See Table 16). Thess results _suggest that the childrah
'\ were more concerned that their readlng sQuld. 11ke 1anquaqs
< in the saccnd testing. The p;«n_-entaqe of miscue relation-
+ships which damonstnted ove:correctlon increased. betyeen

Time % and Time 2. This reflects the increase in-the tutal

‘number of corrections shown in Table 7.
e Comprehension ., - it “

. L -
Ths'relutionship of uerrectlon, ‘sémantic acéeptabluty,

and’ maanan change indicate the extent of any {oss of com-

: prehansl.mj\- by the xjsader The quideunes set down~ py Y.

‘Goodmun and Burke (1972 ppr 75-6) were wused tn determine"‘
which combxnuti.ons of correcticn, semaptic acceptability, .
and meaning: chanqs resulted in no los's of comprehension,
\purnal loss of comprehension, or lgss of compreher;om :

In all cases except‘: une‘vthe bercentag; ‘of miscue pat-
\tarns showlnq no 1oss of comp:ehension was greater at ‘Mme 2
l:han at Time 1 (see Table 17). The mean percentage- gore in

» thls catuuory at ﬂ.me 1 was 35. 1 and at Time 2, 63.1, show—
1nq a 1arqe 1ncteasa in mlscue patterns’ 1nd1cating no loss.
P

oz comg\rehension The range nt Time 1. was from 20 ‘to 64 per

~c‘ent, at Time 2 ‘the range was from 48 to 80 per Cent

¥ inq a shift touarUs increased comprehenslon (See ‘Table 18).

| P ) Insert . Tables 1¥:and 18 about-here
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T . Time1 Time 2
g .. - Student No Loss P.Loss Loss No Loss P.Léss -« Loss
R A .24 60 © . 20 o .20¢ N
’ - B 64 - se a2 Uiz .
. c K 76 16 e T A
D g6 &8 0 az.
E 24 4 72 60 e a2t .
s & F. C 28 ——/6/ 72 ¢ 60 ’ 8 . 32 '
] 28 /‘12 60 T 8 ° 44 & =
H 2'3, ‘ 8 64 48 24 - 28 B
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. Table{18 . . .
Range and Mean of-MisScue Patterns Showing .No Loss, Partial *
Loss or Loss of: Comprehension .
. . '
® Comprehension Range Mean
. Wio Lod ¥ ° .
By ¥ o LgSS
Y Time 17 20 - 64 35.10 ~ .+ e,
i ' ‘ime 2 - 487280 < 63.10
« P. Loss’ -~ | . . oo
oL U fime 0-20. . 1067 . T UL
s, Time 2. - .8 - 32 17:78 ,.; c
Loss o P
s 5
Time 1 24 - 76, 7 54.2% '
) Time 2 4 - 44 19711
. . . P
i . , .
, R i 5
’
. \ . s .
* “ . .




. of the nine cases miscua patterns_ shuwlnq loss of comprahen- -

o xn"qammg méaning 4t Time 2 than at Time ae o .

) ’ ~x . 9g

.
In all .cases the percentage of mxscue patterns. mdicat-

an loss ot comprehension decreased between ’Nme ok ami ,time r‘*

7 {isee: Table 7. The mean percentsge score tor Time 1 wad

54.22 and tor Time it decreased mar{dly to 19 - he
range for Tlme 1 was 'trom. 24 to 76 per cenc and for _TvlmveAZ'
the range was :‘rom 4 to 44 per cent (See Table 18). .In six_
\sien were greater than thos shcwinq no loss o! comprehan-

sion at Time 1. . At Time 2'm scue patterns shdw.lnq loss ol

. ;e
comprehens!.on were qr=at'ﬁr than thoss showlnq no loss ut %

comprehsnsion in all cases (see Table 17). Thsse tmm’es

indicate. that tha childrEn were considerably more’ successful .
[

Frenc] nterfere

‘Because the sub]ects had been 1:1“:1311),4t tauqnt to read

in Frvencsa, che issue bf whether they transterr.ea struteqles

léarned £hen to thelr'readinq in’ Engus}m was addressed. . If
‘a miscue did not cdn:orm fo ‘the English La;lquaqe but ‘.dld.
conform to the French language urapha phoneblcally, semai\tl-‘
cauy, 33 syntactlcauy it was considered a miscue rssultlnq

from French interference. s No‘ instunces of Ftench semantics

N

or syntax affecting miscues wére noted. All.-the miscués

anclvad snund ‘similarity to th; French language’, o

Th was. a dslcrﬁe,ase e ‘the total ‘number , lot French
‘total was 35 with a ragge trom ‘one to.eight. -At Time 2 the

g 5 s

interference -erro:s:trom Time 1 to Time 2. ,At’ Time ;If'the '
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total was.five with a range from zero to two (see Table 19).

e The children &ppear to be using the strategies théy have . 3
avéx1abxe':o them. At Time 1 they were using French graphic
o and selind “cues Tord thdn they did at Time 2. ot
: Table 18 i - =
B . Ny of Miscues Shouing Fre e T -
- g . " e
O » Y - hS y t
. Student Time 1 Time 2 , B
. 3o ) s f 2%
" * z - T
. R T 4 Lo 0 N
3 Y B R v "o
: 3 Wy e ety
T N 5, ‘e ' . - ¥ % -
hw = JDE 2 a0 [ -
5 & e . 8w T s
F 3 1 3 # Hper
G - ¢ 6 -0 3
- H . 8 * : ] ™
) T 2 _— B .
7 v
: v =
K i) . on - : ; % N %
R " Vords which did not belong to the English language vere
: _glassed as ‘non-words: Because the children. were readlnq

Edf.ush text _French words ‘)ould have been considered non-

words but ln tact no S\lq‘l wnrds were pruduced.




The tofal number of nof\—wards at Time 1 v;us 53 with a
':_"ange extending from zero to eleven. At V'Nme 2, the total
was seven with the range from zero to two (see Table 20) -
- s There was a definite decrease in ths use of non- Hotds l:om
.- Time 1 toXrime 2. In all cases but one moré non-words vere, |
praduced at Time 1 than at ‘Time 2, The exception showed *

- . only an increase “from Zero: nonaords to one between the uuo

tlmes (see Teble 2Q) . For tha other eight cases the averuqe

rease was 5. 88 uith a range frqm one to nine.

W & ——
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Retelling Scores

¥. Goodman and Burke (1972)

v L
tha retelling section' of the testing .|.s xlth the readev s

\
ubiuty to lntbrreluta 1ntezpret and draw conclusxona from

the ;content. The :atelunq score gives anothex" ineusura ‘o
the reader's ability to ‘gain mﬁ}\inq from the textAv‘

"'Six of the nine students showed “an increase in ’their
retelling scores and one of the excegiions showed a dec:ease

of only-two-ger cent (see 'Tabl'el & The *mean percentage

retelling’ score showed ‘an increasé from 51.22 at Time 1 to

56.94 at Time 2. - Thls smnu increase does not reflect the

large  increases Ln.'he comprehensmn scores which ' have

already been discussed.
ing scores_ betﬁaen the two testings were small ‘they were in

the expected direction.

- P x
Insert Table 2}0 about here . .

Although the du:erences in retell-""

state that the concern in




Table 21 .
Retelling Score’
_student . Time 1 . Time 2
- 43.5 28
61.5 )
66 64 |
. \ e
. 46.5 50.5
1) 23.5
a9 55.5
57 T e3s
) 57 63.5
, 515 545
Sy
{ 8
¢
'
. ~
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Chapter Five
Discussion of Findings, Conclusl.on and Recommendations for
Future .Research 3

Discu siol ndings

JIn this saction the results of the two testlnqs will be
dlscussed and related to the results ot’ ather relevant '
N :essarchv The most distinct pattern which emerqu uas the

high ratio of mi.scuas which had high graphic ‘and  Sound

slmilatlty tc the text vnrd * At the time of the n'rst_" o

testing, which after the qhildr'en had only had-three weeks
s

14 tcrmul instruction in-English reading,. Yhe hig‘h qraph-ic
and Sound slmllarity scores were not matched by the reten-—
tion of comprehenslon scores: on miscued words which vere
“but’ at the nme of the, sacond tsstinq, which was atter
slx months of rendinq instruction,, these sccres had In-'

creased but the graphic and sound niscue scores remalned

) ‘hlqh. ’ A second major’ unding was tne chudren s use of
° French grapho-phonic . strateqies to read in Enqush These,

., decreased from a total of 34 (19.56%) at.the first test'an.‘
. sk ! ./ N

“to 3. fL!.‘!&).at the secSnd testing. _Perhaps’ the most im- .
presﬁlve result was the Abu‘lty} of ‘the children” to read in
" English at the Grade 3 level wlth ltttle formal Lnsttuction

An schovl whsle in the fourth week of. Grade 3.

The: children were-able: t‘a zud;_h; Grude 3 text at the -
first testing be!ora they hnd much readlng 1n\truction in

English in school. There were sevarul factors whi h’ made;

Ay




testing high -percentages of miscues. showing

L4 104 ¢ c.

this possible. The childien 'were being asked to read in

their native language with which they were familiar. They

“were already fluent in oral language and were being asked to

l:ead the urltt‘en version. They had bcan,sufrounded by
written and spoken English on a daily basis and so knav:l how
it showd sound. _ - % ’ . =

Tl_ns children had'received two years o(. instruction’ in
reading a‘nd usre‘ not complete beginners although the in-
struction had been in French. Many' of the q:;pho-phthc

elements of French and, Eng).i‘sh .are ﬁimllérw,uhxch made

transference ot them from French to English relatively easy,

The - chu:lx-en had ‘alraady mastered .the metaunquisnc cun--

cepts necessary for ‘reading Ln mqli}n They were familiar

with such concepts as "word" and "sentence".’ They were llsc;

aware, that reading 'An.!-)\quﬁh proceeds from left to right
and from the top to the bottom of the péqe. It 1is li}aly.

" that "the children in the study entered Grade 3 with a good

knowledge of the metalinguistic conceptﬁ nagessnry btlore

readan in English can ba accompl.lnhad and were able to

. apply this knowledge when asked to read in Englis betore
ﬁany formal lns_crucéion in English reading had begun.
Discussion of Miscue Analysis Findings -
Graphic and sound similarity. Y

were Axamined a d;‘gnnct'pattzrn emerged. At/ the l‘ir-g
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= 5 3
slmuatitv and high percentages ot miscues showing high

snund | similarity were noted in all cases. 5 These " cor-
respenLed to low percentages o! miscues showing no qraphu;
similarity and low percentages of mxscuesﬁh}wmq no %ound
simllax‘ity The chudren were relying very heavuy on the
graphic and phomic uqucts of _the text.” They sclll reued
heavily 'on.these cues at the secané testing but‘vthe per=
centaées were 1ower’ for miscues showing. high qragh}.c sim-

o Los .
:llnrlty‘und for mLscqa_s showing high " sound similarity.

There was also a. definite inctanse in hlscﬁes showing. no

‘slmllaritm te the text uord in qraphlc or sound categories

‘at’ that Hme ‘The children were mdvlnq away” trom an-almost o

Jtotal x'euunca an the qraph!.c and sound aspacts o: the tﬂtt

- Some speculatlcns can ba made to explaln thXS rellance

on 'qraphic and sound cues avt both testlnqs4 _These children'>

had had.very little formal instruction in English reading at
ther time of 'the urst testlnq and so the strategles that
were, nvullnble ‘to them were umlted‘ Reading instruction in
French had o! npcessity focussed on phonics, as the chi ldren
could not. be expacted to have suf“clent mastery of r.he

French 1unquaqa to use(semantic and syntactuc cues to any

g:eat ‘uxtent. Hes-Ptgt and Edwards (1981) quotsd the -

results of a study of Gruds 7.French students: by. Cziko uhxch

thay cluimed demon@trated that .only the best French students

'cculd use French syntux as cues when rudinq orauy and even
they could not. use ‘French samanncs as readlng ‘cues.. .The
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ances that tne chxldran in the study wére 1

~~"of using I-‘rench syntactic and semantic cues to anv great
extent in Grnda 1.whén\reading instruction began are remote.

The teacher reportadyusan context when possible’ but oppor-
tunities were much more limited thun‘had th.s chilgren bufn
learning to read in English, in which case they coiuld have

applied their extensive knowledge of o‘ral'Enqu_sm K

. !t;search hu_s «shown that tha rcadinq' strategies the
‘chudrén have bse‘n exposed to wl].l deturm.lne to ' a qruat

extent the types u! miscue they uul make. Children’ Muqht

_,/by a code emphasim appruach tend to make more miscues wh.\ch

are qraphlcnlly similar to the text word \And teuar thut are

contaxtuany constrained (Cohan .197A 5; Dank, 1977). This

is one possible axpunatlon for their uuance on grapho-

phonl@ cuu at the first testlnq\ The opinion of Mes- Pnt__

and Edwards (1981) lends support to this view. They suggest -
that because Frénch and English have many sounds in common,
B the ur:lldren find n relatively easy to transfer thelr
knowladge of French qrapho-phonicu to Bnqulh The rhlldren
in the present ltudy were not accustdmed to relylnq on,
semantic and syntactic cues when' reading, and_appeursd to -
transfer v.ha.t Eeadinq 'strht.eqi‘u :he’y ceut‘d‘trom French
. reading to Enq!.i:h reading. ‘Kandall l;ajsunu;e, Chmxlar.
.Sl:mpson and Shapson (1967) made: a. similar oblervauan in
their study ‘cv‘!}lnderaurten, Grade 1, and Grnda 2 cnudrcn,

noting that thtduqlh reading instruction in French they leatn
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i.v to transfer ptmt to sound perhaps motesc because they d@‘\...

not huva well developed French language skills on which to

rely. X &
" i The strategy which the ?‘11dten sesmed to transfer most
’ English raadan was the use ot

easily from French reading ti
. . grapho-phonic cdes. They used them extensively durqu both
-~ ‘testings'bututo a greater degree at the first.
: 3 R TN
- Comprehension . .
Related to the hlqh number- ot graphic and sound miscues

thch were Very similar to ghu text word at the (,\r.st test-’
ing, were 1ow scofes.on retentlon of comprehension of mis- .
L .cusd uords, suéqeétinq that .the childre;z‘s reliance ‘on the
grapho-; phonl.c uspect of readlr}q was at tH\e cost of com-—"

) prahension. " 1f, the children had. been concer}‘e‘d with meaning

<———-—the—percentages of miscues -showing correction, sémantic

. -acceptability, end’ ho chenge of meanirig would have been
- higher than the low scores actually recorded
— . - More corrections would have been expacted espacxauy m !
‘ cases Hhere the meaning [ was dlstorted Recht (1976) noted
- . in her study of 47 uhi-ldren. from Grades 2, 3, 4, and 6, tl';at‘
x correction’ was a reading skill whlch bhecame more efficient

_ and hithy devsloped &s the reader's. ability, comprehension,

and grade/, 1eval 1ncuased Thls upholds ths findlnq in the
predent study that the percentages o: mlscuas whxch were
corracted lncrsnsed .considerably. between the two Vestlnqs

The'..children's increased 'comprehension scores rellectad
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their increasing tendency to correct their miscues between
the two testings. Cogsid'crat,lon of instances of curre.étlon
by itself 1s useful but when it 1is .ru‘luted to possible
changes in meaning, and semantic and u'mtacuc acceptability
more information on the children's reading strategies can ;:a. '
gleaned. v

- 4

The percentages of miscues which were totally seman-
tically acceptable, and wﬂlch did not distort: meaning were
greater in \lmcst uu cases at b‘he second testing and tha
exceptions showad only small moves in tha other dh‘ectlon,
The pnrceniuqu ot miscu 5 howing loss of comprehension
decreased dramat(cnuy in all éas‘es except one,'damo‘nstrgt-
ing -thAt the children were us.\ng context cues to a much
greater extent 'than at the nrsc testing. # At the second
testlnq the chudren were using strat_aqlaﬁ which emphualzad
graphic a‘nd‘ ;ound similarity but they were also indor‘potat-

ind .to a great extent syntactic and semantic cues. This

change in the pattern demonstrated the chlldrgn's qronteé

‘use 34 conéext and a search for’ meaning as they read.

Tha patterns’ of miscues lndicannq ntnnqch pnrunl
strenqth, or weaknass ln the use nr qrammntlcnl ralgtxen-
shxps indicate the reader's concern that the ‘réadingy sound
like language. These patterns ulso allow in\alu,clmt use ‘ot

correction strategles to become upparent The increase in

“the parcentaqe ot’ n}lcuel g »ln 1




'relaticlbnships and the decrease in the percentage of miscues
showing we’a)‘:nsss in qr:&mmut;ca‘l relationships reflects the
1mprove}nent in ehf quality of the éﬁlldren‘s reaqu_in
English over the six months between the testings. - B
The results of the first testing indicate that the
chl-ldr.sn had 1little strength in the use of q.rammnucal
reluti’(‘)nships: This seems to be related to their qene.rai."
reliance or; the qrapho-phoni.c aspects of th’e text and cheif
lnrqely ignoring other ‘sources of information contained in
lt.‘ There As .some ccrrespondence betweqn the low scores in

mlscue ‘patterns ‘showing - stsength’ 1n qrammatical ‘relatiom-

smps and . the low sgores in: miscues snouyng' loss of com- ° ‘ A

pruhunslon _The. trsnds are the same in both cases. The

chlldren were not using semsntic “ana ‘syntactic cues sitec-
clvely . ' % :

‘At the second’testlng there was a}{ increase in pagterns -
ot mlscues shoMng strength in the use of qrammaticﬂl rela-
tionships corraspcndlng to tha 1ncrease. in mlscues showlnd
no loss ot comprehenslon There was alsq a. drop in the pur-
centaqe of nuscue patterns showing weakness In the use of
wrammatical rplutlunshlps slmllar to the drop in patt;rns
showlnq 1oss of comptehgnsicn. T‘hxs is mo_re evidence point- ,‘
ing to the chlldr:.en's greater tac{ﬁty with semantic and
Fyntuctic cu‘es at the end of Grade 3 when ‘coinpared‘ to 'thelx;. ’ &

use of these strategles'as théy entered, this grade.




Retelling scores. ) =
The ratellln\; scores retlect to.some degree ;the chang-
ing reading strategies of the children. While the differen-
cés ‘are not ag‘sraatlus H‘eru anticipated, given the large
differences be@ the two testings in t\he scores for com-
ptehension and the use ot qtammancal relationships, they
were m the expected ditectlcn “at thd first testing the:
averuqe score &au S81.22 per cent and at the second sng
These figures can be ax*plaine,d partly by the scores tfor
* recall of the plot uh!.?h’uer.a_ high at the llrs‘t tesu.nq,x
perhaps because the outline of ,the story was very simdle and'
nolchud scored“less than ten out of a possible twgn,ty;'-
Five of the children scored twenty out of twenty and these
scores ralsed the' total average: -In the sedond Btory the
plot was more complex and this seems to be ‘rutlected in the
1ow'a.r)‘scates of the children. v
The first story which the children read was at a Grade
3 level. To control the variable oi text difficulty the
second st{:ry which- the children read was at a Grudg 4 level
and consequently may have contained ideas wgu.ch the children
found more conﬁlex. While be‘.\ng able to cope with the Grade
4 text at a word and sentence level they Eeul‘ll t.c have had

more difficulty with it at the story ‘1evel.

_srmugh_mn:m.enu. f & 3 3

At no time did Fl“anch ldterrerzenco. miscues predominate -

'and the children made no miscues lnvolﬂnq French lnmqtlcl
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or syntax which demonstrates that they were aware they were
reading . in English. French interference was umlted tc
‘graphic miscues. There were no real French words produced

and ‘only tive words which were pronounced as 1f the whole

. . ~
‘word was a French one. One of these five had one syllable

‘and two had the same pronunciation in French and in English

‘but with a different stress on the syllables. Of the two

remi‘nlnq words, one had two syllaﬁ\les and‘ the other three.
There'was a dramatic drop in the number of niscues
whlch”show'e’d' spme element of f’iench decodlnq: strategies
between the first and sgcond testinqs. G!.vle'n the .Dx‘,enocu;:a-
tion of the children with graphic snd'soun'd cues; the].r
relnuve indifference to meaning _at the first testing, and
the p‘uucny of" readlnq strat;qies available to, tl"nem,‘ it is’
not. surprlslng thut there was evxdence of transrar of French
decoding strateqles to English text at the H.rst testing.
The probability that some English qraphemes were. unknowrni to
the children has.also to ‘be.considered.  Given that the
children were from the middle ‘range of the class, had had
almost nd: instruction™in reading in' English, were in tne
first four weeks of Grade 3 and were being askdd to read a
Grade 3 text, it'is perhaps surprising that there were not‘

more French interference” errors. Mes-Prat and Edwa:ds'

(lsél)\sugqest ‘that ther® must be transfer of reading skills,

from Frenqh to English otherwise children in Fre‘nch immer-

A
L3
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sion programs wcu\d be at the beqinnan lavel in English
N >

reading and this 15 not so. .

. The miscues made durmg the second testing show mote |
concern with meaning.. TMs fact in conjunction with the
chud/en s greater exparAEHCQ with’ wrn‘.ten English. at that

timel, would:- suggest that there shuuld be fewer miscues

“

showing French interference and this Has the case;. the
3 - .

number was inSignificant. Although the text used 'at the

‘/s/e/cond‘ testing could be considered as difficult for the

children as that used at the urst testing since 1t was at

the, Grade 4 1eve1 ths number of miscues showing " French

'Anter‘farence almast dxsappearad.at the second te&inq,

demonstrannq again _that the quality of - the i:mll\dren's
t%adlng had 1mprnved. - When, the '1ﬂcreassd use of context
cues in conjunction wvith Bhe: gl percancaqe of highly
similar graphic and sound cues after the second cestinq is
b

considexried, it bacomes apparent that the quuuty of “the

childraﬁ)s reading in English had improved over, ths six "

mon'ths ) the two testings.
Pactors Affecting the Changing~Patterns of Miscue A
ead in th tive lanquage.

It is possible that ‘the change in thel‘t readipg strat-

‘egles was related to the fact that they had.had more ex- '

perience with English reading between tHe two testings. The

increased epport;mity to deal with English text may have

allowed the children to évelop more varied strategies as
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' %
_they realized thut the ones they were using were inadequate.
"The ract tmat the children 1ive in an English milieu has' to
be taken into account. They are in contact with oral and
written English 4n almost every aspect of their datly 1ives
and it would not be unreascnable to suggest that, once. they.
became aware -that semantics and syntax were sources. of
. information that could bé transferred from oral to written
- . English, they could incorporate.the two fairly easily with
grephic, and phonic cues. . Chall (_19&7i quoted the. observa-
nons »of the pr.\ncspa.l. of a Frgnch mm,:smn schcol who
‘scutqd ‘that ‘when '‘the’children were lsarnlnq to read in
Enqush n’ Grade 2, a’word prdnounced with a French ‘intona-
non was usually corrected by the child from the general
. sense of what was .being read. "Kendall, Lajeunesse, Chmilar,
’ Shapson.and Shapson ‘(1987) noted that the children in their
study were able to transfer much of theilr decoding knowledqe
’ trom French to Emglish and incorporate their competence’ with
oral English with these grapho-phonic skills. Their com-
- * . petence u:th‘or'al English played a large part in the strat-
g - egies the chudren in the presant study were able -to use to

‘read in English.  * . . .'

2 The effect of reading instruction.

'The specific ‘teaching strategies to which they were ex-
Pposed almost certainly would enhance apy nabural tendency -of

‘the children to incorporate contextual cues with grapho-

\

phonic cues. The children demonstrated that .they were able

5
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-
to use grapho-phonic strdtegies when they entered Grade 3.

The two English language arts teachers they had during the

year concentrated to a great extent on having the children

use semantic and s}ntucti_c cues, ulvl!lq instruction 4in the
use of phonic strategies only if necessafy. ) The children's
changing. pattern of miscues reflected e reading
instruction. The English' language arts teachers stressed
syntax.and sbantics as the children read in English. It
has been shown that the strategies children are taught
determine’ the kind of mlscue.s they "will make (Blalr;n.l-ar‘,

1970 Weber, '1970; Cohen; 1974-5; Dank, 1977). As the

, reading instruction that the children Yin "‘the.present study
i E

receiyed changed from one stressing phonicd to ‘one stressing

-context,- the cues that they- used chénqeu from predominantly

grapho-phonic cues to a combination of these and syntactic

and semantic information also. While the actuhl differences -

in the percentages between the two testings were not very
large there was a distinct trend.

Stages of reading development. oy

In addition to the _tbachlnq stra\uqlan the children.had’

been -exposed to, their changing use of reading strategies
may be a result of the stage of reading deyelopment tsm‘y had

reached. B_lsmlllar’ (1970) proposed'that the chi ldr at the

first stage. of reading rely pr tly on 1

informaticn: " None of the children in the present study

demonstrated this characteristic, but Blemiller was discuss-
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ing beqh;ninq readers in Grade 1.. It is arguable that the
children in the present study had already passed through
that stage. = : S ’

The second stage in the developmént of reading skills
which children pass_through, according 'to Biemiller., is one
in which they concentrate on graphic aspects of " the te_xyat
the expense of meaning before being able to incorporate the
two. Biemiller found this pattern in Grade 1 children who
were learning to raau but it was accompamed by a large
number of non- responses which is not the case :n. the pre-

sent study. It is debatable whether (:rl‘v not the Gruds 3

children in ‘this study. who are also .beginning to read in

English, can be axpscted to pass throuqh the same stages in

.the same way as the Grade 1 children which Biemiller stud-

ted. The large percentagés of highly similar graphic and

snund miscues in conjunctian Hith the high® percentage of,

miscues showing loss ot cumprehensiun at - the first testing,

do correspond to the second stage of reading development he

proposed. Btamtller s subjacts were taught by  a-meaning
approach which may account for the non—x’espcn'ses< 5 In the
nresent study the children had been taﬁth mainly by a code -
emphns:s approach uD to Grade 2, so they were accustomed to‘
reuding every.uard .\n a sentencs und \xslnq phonlc struteqies

to decipher the wnrd. “The large number ot non-words which

the children in ‘the present study prnduced at the first

. testing up}lol#‘thls view. The production of non-words
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suggests ‘that the children were preoccupied with graphic
= cues and were-not concorned primarily with msanmq
_._The third ot Blemiller's stages in the scqulsition ot
reading is one in which both graphic and context cues are
- " incorporated. Tne'm:r}"mfm_wepm appear to be -
‘reaching that stage dtter seven wénths of reading instruc-
tion in English. :
N Cohen_ (1974-5) also investigated the ém‘nqlnq reading
stratggies of beginning readers using a similar methodology g
. to that of Biemiller discussed above. Her subjects had been.
‘tauqht by a code emphasis spproach, In:the first stage she

propossd, ‘the ,reading vas 1 ‘by non ri ™ the

"\_ children in :m presént study did not show ‘this but again it 1
~

an ba nrqued\ that since these’ chil)ren were in Grade 3 it
1s probabla they. had already passed this stage. g™
- The second stage was characterized by a large number of .
. non-words.  In the present study 2356 per cent of the
‘miscues were non-words at the first testing which suggests
that they were then at Cohen's second stage— 5
-, The third of Cohen's three stages was one in which- the
nunber or non-words dropped ,and the -ubnu:unonu were

predominantly/English subsututions. At tha second taltlnq

y t! P c:‘ P by the children in the -

Ppresent study dropped to L per cant They seemed to bet

v passing thl‘uuqh the second and Chlrd stages which Cohan

propoied p .
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e Ei‘emiillar ar}d Cohcn'ééudled children being tugqht by
different approaches and, reached simiiar but not' identical
c‘oncl\islons about the chHaracteristics of the stages' of’
reading the childten in their studies passed through. ) Ir{l
the Jpresent study the children'received instruction in both-
these approaches and the stages bh_ey passed through seemed
to conform to those which Cohen ptoﬁoged better than those
which Biemiller proposed although many children ‘in thé study
sesmd—to be reschng his thud stage, in uhlch both qraphlc
and contaxtuul 1nlormau.on are incorporated. Y ' =
Develoghmental stage. < v, B

Maturity may have"pluyed)u role in this chunqé‘, It has

been suqqksted by Clay. (1969) that the Piaqctian notlon ot.
the ceﬁtratlon o! young children plays'a role in’ the reading-
strateqlas they use. p Piaget claimed that. young children
were unable to take into account more than one aspect of a
sltuatlan at. the same. time. . Efftctent read}{\q rcc‘[ui’re&
xncwledqa from vunous sources to be incorporated and &
child at the pre- oparaucnal stage would not be able to do
thlsdeécrdlnq to Pisgeb The children in the study were
as cwse to uvsraqe in their- readinq ablility as possible.
It seems unnkely thac average chlldran ot seven years' 0!‘
uqa wn\.\ld ha unable to use more than. one cue at a tims . It
is. possible that ‘the six mon:.hs of n\acuratlon which occurred
between thd two»toscl gs played some role in the .increaked '

juality of their reading. . . : s




.

“ Conclusion

The increase jn the use of context cues by the children
at the second testing could be explained by the roud.}ng
strategies i:he.y were taught during the six months of lr;-
struction th;y.\rscexved in English. vt=:tnc1en: réaders
incorporate ﬁraphxc and contextual information. The sub-
jects in the study were able to use graphic cues as they
entered Grade 3. After they had been encouragedy to use
‘context .cues and ;lven the .opportunity to use them, ‘they
were able to 1n‘cc;p3rqte_the two.. The relative contribu-
tions of exposure to English text in a gohool situation, the
e!t;c\; of the typa uf readln’q inétrucélon, the' mututiéy of
the children, and the staqe of teudinq‘ de’velopment “they had '

reached cannot be determined An this scudy but it is prnb- .

.\ able that'.each played some role in thu chanqinq strateqlas

that the children were employing.

Mo, of Re: i

NFhe ‘results of the present study tl:annotrbevexplu'lned by
the bottom-up model in which reading is se;n as ‘a step-by-
step pro;ressi;:n from letter or word identification to the
f£inal éta.ge in which meaning is reached. .The‘ cnudra‘n'made
a gignificant number 'of miscues in the Tucoria testing which
wex§ graphically 9r§u phonicalll different ‘trom the text word
but which did not distort méu’n{n , and_this result tannat 55
explained in tarms of the b tom-up model of reading.

Nun:hstv do the resul.ts centorm ta the top-down. model in
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whicéh it is c‘\la\lmed that meaning, precedes uoré or letter
identification. At the first testing many miscues were made
Hl:lidh closely resembled th; &x‘ word graphically and phoni-
cally butgad no meaning, which con§radicts the top-dol;n
model . .

. The way in which the chlldreﬂ adjustéd their strategies
accordingyto those that were avauabla» to them would uphold
the interactive model élv reading. To take the deve‘lopmant ¢
of reading mocl‘els one step’ tur.thar, the’y' results of éhe
present- study ) squest = that f:he interact1ve-compensate'ry

vmcdel o! tendinq is accurate When asked’ to read at the
ﬂtst testlnq the childran depended morg on grapho- phonic
.than any other, read.\na struteqles They used the phonic !
strateqies that they had ‘learned when teadi,ng in French—
Many of the phonemes in Fx‘ench and English are the same and
the chudren Here able to transfer fhem from one langusqe to
the other tulrly easuy When- thls vas not‘-‘possxble, Vthe'
chudren revex‘ted to the use ' o: French phonemes ulehouqh
they must have baen\ aware that the sounds they were produc- -
1nqv were not English p‘:undé They used the strategies they
had available .to them ragardless o! the level of ‘the strat-'

. egles: ; b - R ” :

At tha second tesun'q; the children had l_)aquh to incor- .

—pox:n‘ts semantic and é&n’tncilc cu'a; with grapho-phonic cues,

. ° -
but still the majority of miscues were graphically rc\én-

' strained,: which suggests that the children resorted to
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’ 3
graphic cues if they could not use semantic and syntacuc

information. This :trutoqy on the part of the children
upholds the interactive-compensatory model umcn Stanovlch
(1980) proposed.

ions for Future Rasearc.h

This study was an exploratory one. ‘No research has
used miscue anul-ysis to"-ﬁxamlne changes which take plnc'e
over t.ﬁvmv in the reading strategies used by _E“rench immersion
cnud‘reﬁ as théy are introduced to reading in English. The

first need is for the’ study to be replicated with Grade "3

,children ih -other Grdde 3 French Ammersion classes to see if'

. the tesults are tonfirmed? L.

.-
The " ptssdnt study ‘was concerned ulth avsruqa children

g since there was no otner duta of®this” type availabTe. It
’ ) would be very helptul to determine if qood readers and podr
readers at the ‘samergrade level use similar atrutaqias\'whira
learning to zed;l in English.

wei‘e‘ beginning to 1!!0 semanélwwa. and syntactic cﬁa-
successful.ly in their readinq at the ‘end of Grade 3, 1t
would be lntgrestinq to ‘'see how tnair ruadlng in Enqnuh
develops from this stage. A similar study of chudun at
the.beqmninq. and the en;l of Grndv 4 would supply useful

J N o
l.ntormaunn. L - L.

Hore dnlormuon on the. etfect of the teuchlnq mathod

on t;ns rendlnq -trnuqxan thut chu,dren ula would ba galnm

While ths results of this study show that the children

o ;
.

~




')it their strategies used while reading in French were stud-

lied. This study found that the type of reading instruction
they had in French §5ondd ¢ infilience tis Atrategies tHEY
qsed in E.‘n‘q/llshu it would @e 1ntsr‘estinq and -useful to ltind
out 1f the reverse is also true.,

Fl;ture researchers in this area may t;lso consider some
etrjthu weaknesses that were .!ouhd in the Reading Miscue
Inventpry of Y. Goodman and Burke (1972). ‘The way in which
qrnx;h"ch .and sound similarity is scored is unc’laarw If' two-
n;irds @f a word ‘ara’slmll‘ar- to “the text_. word, tl';e miscue
has high u;anmc simllaritv‘ 1t nne'—thlrd is simi:lar it has
soma_simuurlty‘ If no part is%the same there 1s no slmu—
arity. Problems at;se when words csnnqt be sPllt' into three
parts. ' Do “Lt" and "of" have .high similarity ‘or-somej simil-
arity given tha criteria of Y. Goodman and Burke? The
method of scoring the retelling of ,the story is not satis-

factory. Many of the decisions are subjective ones. Should

the recall of ench'og the chiracters be scored equally or _

sholld th§ main -characters be awarded a qreater‘ proportion
of . thq'posslble score than .the more minnr nnes? Developing
an uutune for the scorinq of .the number of avants recalled,

is also subjective as the researcher has to decide which ar

- 5 Y .
the main events.” There is a provision made for scoring.

uvents‘ thch do not .&ppear on the score shest. Scoring the
theme is also dufcult How does one decide what pfopor—

tlon ot the allotted percentaqe shculd be given to a child |
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‘who Cannot state the theme exactly but seems to have some

notion of 1t? These types of Subjective decislons need to
be minimized in order to allow studies done by different

researchers, in different pla

at different times to be’
compared.

One problem which is difficult'to resolve when conduct-

l‘ng' a longitudinal study 15 the effect of text difficulty on _
the _reading - strategies the children are using. In the.
pre} t study a Grade 3 and a-Grade 4 text were used but a

more stringent measure of text difficulty needs to be devised.
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