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ABSTRACT 

In this research study I explore: (a) beliefs Korean ESL readers have about 

reading in L1 and L2 prior to the Retrospective Miscue Analysis (RMA) sessions, (b) 

how their beliefs about reading affect the way they read in L1 and L2 and their 

evaluation of themselves as readers in L1 and L2 reading, and (c) change of their beliefs 

about reading and about themselves as readers that result from the use of RMA.   

I selected Korean ESL readers who expressed they have different beliefs about 

reading in L1 and L2 to examine their different reading beliefs in L1 and L2 and how 

they changed their reading beliefs in L1 and L2 through RMA. With the participants, I 

also examined the relationship between readers‘ belief and their reading strategy use. I 

chose adult Korean ESL readers who were in an advanced reading level in Korean and 

above an intermediate level in English to help them expand their L1 reading experience 

to their L2 reading.  

Prior to the RMA sessions, Korean adult ESL readers had skill-based views of 

reading and viewed reading as an accurate rendition of a text. After participating in the 

RMA sessions over time, they gained more confidence in themselves as L2 readers and 

were able to verbalize their effective and ineffective strategies. These results validated 
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the efficiency of using RMA for English learners as a tool to increase their awareness to 

apply strategic skills and strategies to improve reading comprehension ability in English.  
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CHAPTER 1 

INTRODUCTION 

Beliefs about Reading by ESL Korean Readers 

In the research on second language (L2) reading, researchers have tried to find 

what factors lead to success or failure in reading. Reading research focused on cognitive 

reading strategies to find helpful ways to teach less-proficient readers. However, they 

began to turn their focus to individual learner factors because there are always 

unexpected features which cannot be explained by cognitive reading strategies alone. For 

example, the knowledge of effective reading strategies does not always bring the 

successful result of using efficient reading strategies and some readers show a preference 

for a less efficient reading strategy even after they have learned about various efficient 

reading strategies.  

Such successful and unsuccessful results may be closely related to readers‘ beliefs 

about reading. Reading research has suggested that readers‘ conceptions of reading relate 

to their use of strategies and that ESL readers often have negative conceptions about 

reading in L2. Chin (1996) found that low-intermediate adult Korean ESL readers often 

believed that L2 reading requires different reading strategies from L1 reading and that 
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grammatical and vocabulary knowledge are the most important factors in L2 reading, 

unlike L1 reading. Similarly, Yang (1992) studied L2 readers‘ beliefs with seven Chinese 

ESL graduate students and the inter-relationship between L2 readers‘ and strategy use. 

He found that learners‘ beliefs likely affected their learning strategy use. When the 

participants were in an EFL situation, they seldom realized the value and importance of 

reading comprehension in reading in L2 as their main purpose for L2 reading was to 

improve their L2 oral language proficiency and to enlarge their vocabulary. Learners‘ 

beliefs may vary, depending on their learning purposes, needs and situation. In addition, 

they may also influence learners‘ self-evaluation.  

Auerbach and Paxton (1997) studied L2 reading conceptions with college ESL 

students. They found that many undergraduate ESL learners tended to feel they should 

know all the words in a text to understand it and relied heavily on the dictionary, so that 

they were unable to transfer productive L1 reading strategies. They spent long hours 

laboring over sentence-by-sentence translation and attributed their difficulties to a lack of 

English proficiency. As ESL readers often think reading in L2 is accurate word-for-word 

decoding, they often rely on processing strategies that impede comprehension (Devine 

1988). Similarly, Block (1992) asserted that ESL learners‘ beliefs about reading in L2 
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affect their use of reading strategies and are expressed in the use of negative strategies, 

such as focusing on word-level processing (Block 1992).  

As ―negative‖ reading beliefs lead to skill-based reading strategies, such as word-

level processing or heavy reliance on dictionary use, readers‘ beliefs about reading in L1 

and L2 should be examined first. It may be essential to encourage adult ESL readers to 

think about their reading beliefs in L1 and L2 and about the influence of their beliefs on 

the way they read L1 and L2 text. To wean themselves away from their obsession with 

words, ESL/EFL readers should be encouraged to exploit their innate powers of 

inference and prediction from linguistic evidence of their reading in L1 to their L2 

reading (Cooper 1984). The problem is how to hear readers exploit their reading process 

and reading beliefs and to understand how these aspects influence their reading 

proficiency in L2.  

In the last two decades, Retrospective Miscue Analysis (RMA) has been proved 

as an effective means to help both native and non-native English readers understand the 

reading process as a process of making sense and to revalue themselves as readers by 

realizing the productive strategies they already use (Goodman and Marek 1996). As 

RMA has always included the opportunities to help readers think about their reading 
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process through their miscues and their beliefs about reading, I want to show that it will 

be a proper instructional tool for non-native English readers who may have different 

reading beliefs in L1 and L2 and who have different reading behaviors in L1 and L2. In 

this research study, I explore: (a) beliefs the Korean ESL readers have about reading in 

L1 and L2 prior to the RMA sessions; (b) how their beliefs about reading affect the way 

they read in L1 and L2 and their evaluation of themselves as readers in L1 and L2 

reading; and (c) change of their beliefs about reading and about themselves as readers 

that result from the use of RMA with ESL readers.  

My Own Experience of RMA and Research Questions 

I myself was one of the readers who had different beliefs about reading in L1 and 

L2. I dealt with the L2 text in different ways from L1 texts because I believed the 

accurate rendition of a text was the most important thing in reading in L2. Fortunately, I 

had a chance to rethink my reading beliefs in L2 and to gain a big shift in my beliefs 

through my experiences with RMA. I affirm that the shift in my beliefs about reading is 

one of the factors that made me a more confident and efficient reader in L2. I start my 

discussion based on my own story of the RMA experience. 

My native language is Korean. I learned to read in Korean once I entered 
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elementary school. While studying in elementary school, I was exposed to a lot of 

Korean texts and had many experiences with Korean reading, so I knew well how to deal 

with Korean texts according to my purpose for reading, either for academic purposes or 

reading for my own pleasure. I became more and more confident in Korean reading and 

did not have any problem in handling unfamiliar words in a text. I could tell which words 

had to be looked up or could be ignored as an unimportant word in meaning construction. 

On the other hand, like other Korean EFL learners, I started studying English as a 

foreign language from the first year of middle school when I was almost proficient in 

reading in Korean. My attitudes about reading in English were formed differently as 

English was a foreign language and a required course at school. Especially at the 

beginning level, foreign language learners in EFL situations have to rely on teachers 

because it is very difficult to learn a foreign language alone. I also had to rely only on 

English teachers‘ instruction at school to learn English, a new language. Teachers‘ 

influences cannot be ignored in English learning. When teachers told me I could learn a 

foreign language easily by memorizing a whole text with new vocabularies and 

expressions, I accepted their advice without hesitation and thought it would be the best 

way to learn a new foreign language.  
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My English reading teachers were teachers who focused on developing 

vocabulary instead of on building cognitive and metacognitive resources. My English 

teachers always made me pay attention to every word and sentence because they tried to 

teach all the new words in the text, giving the meaning of words and explaining all the 

syntactic features of the words. I was especially influenced by my undergraduate advisor 

in the English department in Korea. He always asserted that accurate understanding was 

necessary for the proper criticism of English and American novels and poetry.  

In addition to teachers‘ influences at the graduate school, I also was influenced by 

mentors who primarily believed in the assertion of New Criticism. The theory of New 

Criticism states that the text is an autotelic artifact, something complete within itself, 

written for its own sake, unified in its form and not dependent on its relation to the 

author's life or intent, history, or anything else. In other words, every text is autonomous. 

History, biography, sociology, psychology, author's intention and reader's private 

experience are all irrelevant. Any attempt to look at the author's relationship to a work is 

called "the intentional fallacy" (Wimsatt & Beardsley 1954). The intentional fallacy is 

the mistake of attempting to understand the author's intentions when interpreting a 

literary work. In addition, Wimsatt proposed that an attempt to look at the reader's 

http://en.wikipedia.org/wiki/W.K._Wimsatt
http://en.wikipedia.org/wiki/Monroe_Beardsley
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individual response is called the affective fallacy which needs to be avoided.  

With this approach, I believed that the meaning of a word should be contained 

solely within the text itself. So I attempted to understand the text itself thoroughly and 

accurately since the New Criticism aimed at finding one "correct" reading and one 

"correct" interpretation (Eliot 1950). Thus, under teachers‘ and mentors‘ influences, I 

formed my beliefs in the accurate rendition of L2 reading. My beliefs about reading in 

L2 were reflected in my actual reading behavior.  

The problem was not the fact that I put emphasis on the accurate understanding of 

a text, but the result of my beliefs. The trouble began whenever I encountered several 

unknown words. As I stuck to the belief that I should comprehend every word in the text 

that I read, I often wanted to check the accurate meaning by referring to the dictionary, 

even when I succeeded in guessing the meaning of unknown words from the root of the 

words or from the context. Because I stopped reading to look up words in the dictionary, 

I lost the stream of meaning construction and had to reread the paragraphs to 

comprehend the content. This process often frustrated me, as it took too much time to 

read in L2, especially the first semester, when I came to graduate school in the United 

States.  My reading assignments were too much a burden for me because of my beliefs 
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about English (L2) reading. The frustration led me to lose confidence in my reading 

ability in English.  

After learning about and experiencing miscue analysis and RMA in my graduate 

courses, however, my beliefs about reading slowly and steadily changed. RMA made me 

view the reading process from a different perspective. It gave me opportunities to rethink 

my beliefs about accurate reading as I realized that I often made omission miscues in my 

reading in L1. I realized that all proficient native English readers made miscues and that 

their miscues were not the result of the lack of readers‘ attention to surface features of a 

text, but the outcome of the complicated reading process and the need for readers to 

make sense.  

Moreover, RMA made me revalue myself as a reader because I found that every 

reader could be a good or poor reader, depending on the topics or the genre of a text. By 

looking at my corrected miscues that showed my predictions, I realized my strength in 

reading in L2 because my miscues showed I used a lot of positive reading strategies that 

I was not aware of.  

Because of my valuable experience with RMA, I have wished to find out whether 

RMA is also helpful to other ESL/EFL readers who have negative beliefs about L2 



` 

 

19 

reading and different attitudes of L2 reading from L1 reading. In order to investigate the 

potential of RMA, I developed this study with these research questions:  

1. What do adult proficient Korean ESL readers believe about reading in L1 and 

L2?  

2. How do their beliefs about reading affect the way they read in L1 and L2 and 

their evaluation of themselves as readers in L1 and L2 reading?  

3. How do their beliefs about reading and about themselves as readers change 

during the process of RMA?  

Significance of Study 

This study is significant in two respects, the first being benefits for the ESL 

students and for reading researchers and reading teachers. In this study, Korean ESL 

students obtain the benefits when they analyze their own reading process and revalue 

their own reading and themselves through RMA. To help readers have a chance to think 

about their view of the reading process, this study chooses RMA as a research tool, 

because RMA is an effective way ―to involve the readers in doing miscue analysis‖ (Y. 

Goodman 1996). Miscue analysis is a ―powerful procedure for understanding the reading 

process and the strategies of individual readers‖ (Wilde 2000 p.1).  
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This study benefits Korean ESL readers, because when ESL/EFL readers 

understand and become aware of their reading process through RMA, they use more 

effective and efficient reading strategies. Through participating in the RMA sessions, I 

expect that all the participants will revalue their ineffective reading strategy use, such as 

word-for-word translation and reliance exclusively on dictionary use, influenced by their 

beliefs that reading is an accurate rendition of a text. In addition, they will come to 

understand that they use the universal strategies, such as sampling, predicting, 

confirming and disconfirming (K. Goodman 1970b; Hodes 1981), and that they are 

active readers who use their knowledge of language, such as the graphophonic, 

grammatical and semantic features of language (K. Goodman 1967). As they realize how 

they make their own meaning construction, they become more confident in their reading 

abilities.  

Secondly, this study benefits teachers and researchers who are engaged in 

teaching English as a foreign language in Korea. Miscue analysis research is not widely 

utilized in the classroom in Korea. The process of RMA in this study shows how teachers 

can help students become consciously aware of the reading strategies they use, the 

intuitive knowledge they have about the language cueing systems and the degree to 
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which their strategies and language knowledge help them in constructing meaning 

through Retrospective Miscue Analysis.  

The results from this study may help EFL/ESL reading teachers better understand 

the reading process of ESL students. The study provides them with deep and extended 

knowledge about the reading process and the practical strategy use by ESL students.  

Retrospective Miscue Analysis has been used primarily with readers in trouble 

and with proficient readers as a tool for revaluing and reexamining the reading process 

(Costello 1992, 1996; Marek 1987; Weatherill 1996; Worsnop 1996; Theurer 1999). I 

only found two miscue research studies of reading in L2 with Korean ESL/EFL students. 

One of them was an RMA research done by Lee (2000) with four Korean ESL middle 

and high school students in 8
th

, 9
th

 and 10
th

 grade. The other was Miscue Analysis done 

by Song (1987) with Korean undergraduate students. I found no published research on 

the use of RMA with proficient Korean ESL adult readers who have different beliefs 

about reading in L1 and L2. Therefore, this research finding will be very important in 

understanding the relationship between first and second language reading and in second 

language learning in general. Also, it will make an important contribution to the 

extension of RMA work in the field. 
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In this chapter, I presented the problem of the study, its significance and the 

research questions. In the next chapter, I summarize a review of the literature relevant to 

Retrospective Miscue Analysis and research related to readers‘ strategy use and beliefs, 

especially related to L1 and L2 readers.  
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CHAPTER 2 

LITERATURE REVIEW 

This chapter is an overview of literature relevant to this study. In this study, I use 

RMA as a research tool to explore what adult Korean ESL readers believe about reading 

in L1 and L2; how their beliefs about reading affect the way they employ reading 

strategies in L1 and L2; and how their beliefs in reading and about themselves as a reader 

change as a result of RMA. Therefore, I provide an examination of literature related to 

the reading process as a psycholinguistic guessing game and reading strategy studies.  

I review research and theories that explain the difference of the reading process in 

L1 and L2, especially focusing on reading in English and in Korean. I also discuss the 

influence of syntactic difference in L1 and L2 on reading in L1 and L2. As this research 

compares reading in English and in Korean and includes Korean reading texts to analyze 

the participants‘ L1 miscues, I present a brief introduction of the unique Korean writing 

system.  

I also discuss research related to prior knowledge known as schema theories, as 

well as current theories and perspectives on learner beliefs. Then, this is followed by 
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literature relevant to miscue analysis and retrospective miscue analysis with the focus on 

ESL populations. 

Reading Process as a Psycholinguistic Guessing Game 

In 1967, K Goodman refuted the common notion that reading is a precise process 

as he proved that reading is not ―exact, detailed, sequential perception and identification 

of letters, words, spelling patterns and large language units‖ (1967; 1982). In the place of 

this misconception, Goodman proposed a notion that reading is a ―psycholinguistic 

guessing game.‖ 

Goodman‘s notion was established with the studies of miscues. At first, he tried 

to identify cause-effect relationships of miscues. However, he abandoned his attempt to 

establish a single cause-effect relationship of miscues as he found that miscues with 

graphic similarity also involved grammatical or/and semantic relationships.  

For example, when a student read ―lady‖ for ―lad,‖ those miscues not only looked 

alike, but also were nouns with related meanings. For another example, when a reader 

read ―in his face‖ for ―in the face‖ and did not correct his substitution miscue, ―his‖ and 

―the‖ have no graphic relationship, but have the same grammatical function as a noun 

marker. It is possible to conclude that a reader pays little or no attention to graphic 
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information as he anticipates a noun marker and he does not notice and correct his 

substitution miscue. Although the substitution changes the meaning, it may have little 

meaning change to the reader. Finally, Goodman concluded that readers always use the 

various kinds of language information, such as graphophonic, syntactic and semantic 

information, which he described as the language cueing systems. 

According to Goodman, the three cuing systems are used interdependently and 

simultaneously and act interactively with reading strategies, such as sampling, predicting, 

inferring, confirming/disconfirming, correcting and terminating. Readers sample and 

select the most useful cues from the text. Sampling allows readers to determine the 

underlying grammar and meaning and anticipate or predict what will follow. This 

prediction strategy is necessary for efficient and effective reading and often results in 

uncorrected substitution miscues, not resulting in significant meaning change. Then, 

readers check on the validity of prediction by processing graphic, grammatical and 

semantic information. If prediction does not work out and is disconfirmed, it will be 

reprocessed and most often appropriately self corrected.  

Readers integrate the language cuing systems in a meaning-making endeavor, 

which also involves an ongoing cycle of sampling, predicting, testing, and  confirming 
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(K. Goodman 1975). While reading, readers must actively bring the knowledge of 

language and their past experiences to decode the written language. All responses to the 

text are not accidental, but caused by the reading process as a psycholinguistic guessing 

game (K. Goodman 1982). 

Reading Strategy Research 

In this study, to help ESL Korean students improve their reading ability in L2, I 

examine what reading strategies the participants use and how their reading strategies are 

related to their beliefs about reading in L1 and L2. I review reading strategy research to 

see what reading strategies successful and unsuccessful readers use.  

Since the late 1960s, reading research has focused on reading strategies and has 

advocated the relationship between reading strategies and comprehension. Reading 

strategies are of interest not only for what they reveal about the ways readers manage 

interactions with written text, but also for how the use of strategies is related to effective 

reading comprehension.  

Reading researchers have sought to identify the differences in the strategies used 

by native or non-native language readers (Devine 1981; Carrell 1985; Block 1986; 

Carrell 1988) and by successful or less-successful readers (Hosenfeld 1977; Gambrell & 
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Heathington 1981; Block 1986; Garner 1987; Sarig 1987). In addition, much research 

has been performed to explore the differences in the meta-awareness of reading strategies 

by successful or unsuccessful readers, especially in their ability to adjust the reading 

strategies to the type of text and to their purpose for reading.  

Successful readers use reading strategies more flexibly and effectively than less-

successful readers. Philips (1975) found that intermediate-level college French students 

engage in such effective strategies as categorizing words grammatically, recognizing 

cognates, and recognizing root words. Hosenfeld and her colleagues (1981) observed that 

successful foreign language readers adopt the strategies, such as: (a) keeping meaning in 

mind during reading, (b) skipping unimportant words, (c) guessing unknown words 

contextually, (d) identifying grammatical category of words, (e) reading titles to make 

inferences, (f) reading for meaning, rather than recognizing individual separate words, 

(g) using glossary at last resort, and (h) continuing reading if unsuccessful.  

By contrast, unsuccessful readers are more stuck to the words in a text. Hosenfeld 

(1977) suggested that unsuccessful French readers lose the meaning of sentences as soon 

as they decode, read in short phrases, seldom skip words as unimportant and view words 

as equal. Her research finding is similar to Devine‘s (1988a) finding. Devine‘s study 
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revealed that unsuccessful readers are more word-oriented, compared to successful 

readers who are meaning-oriented. She also suggested that meaning-oriented readers 

overcome the effects of limited language proficiency.  

Reading researchers use different terms to indicate the different characteristics of 

successful and unsuccessful readers. Block (1986) categorized successful and 

unsuccessful readers as ―integrators‖ and ―nonintegrators,‖ respectively. Successful 

readers, who Block called ―integrators,‖ are often aware of text structure and monitor 

their understanding consistently and effectively. When they do not understand, they 

frequently read on, looking for clues. The retelling of these readers tends to include the 

theme of the texts and to focus more on the main ideas than on details. On the other hand, 

unsuccessful readers, who Block addressed as ―non-integrators,‖ rely on their personal 

experiences more than the ―integrators.‖ Their retellings focus on details and included 

few main ideas, even though they are able to report the thesis statements of the passages.  

Carrell (1989) distinguished successful and unsuccessful readers by using 

―global‖ and ―localized‖ strategy users. Global and localized reading strategies 

correspond to meaning-oriented and word-oriented processes. She showed that ESL 

successful readers with greater L2 proficiency favor a global process, whereas ESL 
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unsuccessful readers with less L2 familiarity use a more localized process. She implied 

that reading locally is negatively correlated with reading performance for all readers in 

L1 and L2. 

Reading research with L2 readers has supportive evidence that proficient L2 

readers also adopt an interactive strategy like proficient L1 readers. Block (1986) 

asserted that ESL readers do not appear to employ strategies or patterns of strategies 

different from those of English native speakers. Strategy use seems to be a stable 

phenomenon which is not tied to specific language features. L2 readers seem to bring to 

their reading their knowledge of the reading process in L1 and make use of varied 

approaches to tasks and apply them to specific language features in the text.  

Cziko (1980) studied the relation between language competence and the strategic 

use of graphic and contextual information in reading through miscue analysis research. 

He found that L1 and L2 readers with advanced competence appear to use an interactive 

strategy of relying on both graphic and contextual information in reading, while readers 

with less competence appear less sensitive to contextual information and consequently 

use a more bottom-up strategy of relying primarily on graphic information.  

In summary, successful readers use reading strategies more effectively and 
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flexibly than unsuccessful readers because they focus more on the main ideas than on 

details and tolerate ambiguity by skipping unimportant words. More importantly, 

unsuccessful readers are less sensitive to contextual information and consequently use a 

more bottom-up strategy of relying primarily on graphic information.  

Concerns about the Teaching of L2 Reading Strategies 

Reading strategy researchers have advocated the necessity of teaching students a 

variety of effective reading strategies in order to improve poor readers‘ reading 

comprehension. Van Parreren (1981) and Schouten-Van Parreren (1981) asserted that 

reading instruction should involve the teaching of reading strategies, including skipping 

unimportant words and tolerating uncertainty because they found that less careful 

reading, i.e., not insisting on word-for-word decoding, leads to more efficient and better 

reading comprehension.  

Although many studies on reading have shown that the word is not the most 

important unit in reading, the teaching of reading in the foreign language classroom is 

often word-oriented (Schulz 1983). The result of that reading instruction is to make 

word-by-word decoding and translation the only strategy with which ESL/EFL learners 

approach an L2 text and they often lose contextual overview and feel immediate 
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frustration as soon as they encounter unknown words.  

Song (1999) discussed the negative effect of traditional reading instruction in 

EFL classrooms, which only focuses on intensive reading, vocabulary building, grammar 

exercise and translation, although students‘ reading proficiency is not improved with the 

instruction of linguistic skills. Although the readers participating in the study have good 

L2 knowledge of grammar and vocabulary, they fail to comprehend L2 texts 

satisfactorily or to utilize effective reading strategies.  

Yamashita (2003) showed similar research findings that the less-skilled EFL 

readers generally had a good declarative knowledge of grammar. However, the unskilled 

L2 readers often failed questions about reading comprehension because they were less 

able to use text-level information and put heavier emphasis on local grammatical 

information.   

Although reading strategy research has provided empirical evidence that 

linguistic knowledge itself is not sufficient to prepare L2 learners to be more strategic 

and independent readers or to make L2 readers adapt themselves to various reading 

situations and not only traditional ESL/EFL reading classes, it also shows that many 

ESL/EFL learners still focus on intensive reading and word-for-word decoding. Alderson 
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(1984) observed that ESL participants feel they have to know all the words in a text and  

believe a large amount of vocabulary knowledge will lead to proficient reading.  

As there may be positive relationships between readers‘ beliefs and the positive 

and negative reading strategy use, in this study, I explore the influence of EFL reading 

instruction as well as that of EFL learners‘ beliefs on their reading strategy use.  

Individual Reader Factors in Using Reading Strategies 

The relationships between strategies and comprehension are more complex than 

suggested by many researchers of reading strategies. Reading strategy instruction does 

not always lead to successful reading comprehension. Moreover, several researchers 

conceded that patterns of reading strategy use do not apply with equal consistency for 

every good or poor reader and that there are no precise and determined distinctions 

between good and poor readers (Hosenfeld 1981; Block 1986; Anderson 1991). In order 

to understand the reading process, all other variables should be considered in teaching 

reading.  In this section, I review researches on these variables.  

While some researchers showed that good readers are more aware of how they 

control their reading and are more able to verbalize this awareness (Forrest-Pressley & 

Waller 1984; Cambrell & Heathington 1981; Hare 1981; Smith 1967; Winograd & 
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Johnston 1982), other researchers admitted that even good readers do not always report 

or recognize their comprehension monitoring (Baker 1979; Baker & Anderson 1982; 

Winograd & Johnston 1982). 

Anderson (1991) showed that there are no simple correlations between particular 

strategies and successful or unsuccessful reading comprehension. In this research, 15 out 

of the 28 Spanish-speaking participants show different reading ability and different use 

of reading strategies on two different reading tasks, i.e., test-taking and textbook reading. 

Moreover, groups of readers scoring high and readers scoring low appear to use the same 

kinds of strategies while reading and answering the comprehension questions on each 

task.  

Similarly, research by Block (1986) showed that there are considerable individual 

variations. Out of her nine research participants, two students showed mixed 

characteristics of both good and bad readers. One of the two students, Victor, a native 

speaker of Spanish, failed to recognize text structure or identify main ideas because he 

focused more on details. However, he succeeded in dealing with clues in the texts. 

Interestingly, he was able to integrate the information in the first text while he failed in 

the second text. Although two passages were selected from the same course textbook, the 
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passages dealt with different topics.  One was about ―talking to babies‖ and the other, 

―noise pollution.‖ 

The two researches by Anderson (1991) and Block (1986) suggested that each 

different task requires different strategies or abilities. Success in a reading 

comprehension test is attributed to the reader‘s level of language proficiency while 

success in reading textbook-related materials is attributed to individual learner factors 

other than level of language proficiency, such as level of interest, motivation, learning 

style and background knowledge. These variables are factors that should be considered in 

teaching reading, as well as in understanding the reading process.  

In addition, one more learner factor that needs to be taken into account in reading 

instruction is learners‘ preference in using reading strategies. Hosenfeld (1984) tried to 

identify the different characteristics of poor and good readers‘ reading strategies while 

she encountered an unexpected characteristic for a case study subject, Cindy. She shows 

a lot of characteristics of less-successful readers and is diagnosed as an ―unsuccessful‖ 

L2 reader. Even after the instruction of reading strategies of good readers, she does not 

learn some strategies, such as skipping unessential words and identifying the 

grammatical function of words. She uses only one of the strategies of successful readers, 
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i.e., recognizing some cognates. However, she is considered a ―good student‖ by her 

teacher and has maintained an A in the L2 courses.  

The problem I consider in this research is how she is different in using strategies 

in test-taking tasks and other reading tasks. Moreover, I wonder why she shows a 

preference for reading strategies that she has learned. In order to consider why readers 

have preference for some reading strategies and to solve the question why a reader 

succeeds in dealing with a text effectively in one topic and failing in another, research of 

reading strategies should assess individual learner factors, such as learners‘ interest, 

motivation, learning style, background and beliefs about language learning.   

Recently, researchers have begun to pay attention to other factors than cognitive 

reading strategies alone (Zimmerman 1990; Yang 2004). There is always considerable 

individual variation that contributes to readers‘ comprehension, but there is no proof why 

some readers straddle the good and poor reader distinction. It may be necessary to find 

some relationship between ESL readers‘ reading strategies and their belief about the 

nature of reading and about themselves as readers, which is what I plan to research. 
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Schema Theory 

From a schema theory perspective, a text by itself does not carry meaning, but 

rather guides readers in retrieving meaning based on their own prior knowledge, which is 

called the readers‘ background knowledge or schema. The readers should be able to 

connect the text to their own knowledge in order to understand the text that does not 

provide complete information due to a gap left by the writer. Readers‘ attempts to fill in 

the gaps often result in distortions and failure to comprehend the text.  

Steffensen, Joag-Dev and Anderson (1979) observed interesting elaborations and 

distortions which provided compelling evidence for the role of schemata in reading. In 

their experiment, Americans and natives of India read two letters—one about an 

American wedding, the other about an analogous Indian ceremony. Since American and 

Indian weddings are very different, the two groups are expected to have very different 

schemata for marriage rituals and customs, differences that might affect learning and 

recall.  

Both groups made more culturally appropriate elaborations of their native 

passage, and more culturally inappropriate distortions of the non-native passage. For 

instance, the American participants replaced ―gifts to the in-laws‖ to read ―the exchange 
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of gifts.‖ The Indians, however, did not see reciprocity in giving the gifts, but rather they 

viewed gifts as a part of the dowry to be presented to the groom‘s family. One Indian 

reader commented about the American bride wearing an old and out of date dress. The 

reader was completely unaware of the tradition for a bride to wear an heirloom wedding 

dress, since in the Indian culture, wearing a fashionable sari is considered a status symbol 

and therefore, is certain expectancy by Indian society.  

Further research showed the apparent influence of a culturally-appropriate 

schema on reading comprehension. Johnson (1982) investigated the effect of prior 

cultural experience on ESL reading comprehension and indicated that prior cultural 

experience facilitated readers‘ comprehension of the familiar information in the text. He 

demonstrated that the recall of students on a test about the American holiday, Halloween, 

was higher after they participated in that particular holiday than before their participation.  

Alderson and Urquhart (1988) advocated the effect of specialized background 

knowledge on reading comprehension of EFL students. They showed that students from 

different academic backgrounds performed better on tests based on texts taken from their 

own subject discipline than students from other disciplines. Particular groups of students 

appeared to be advantaged by being tested on a text in a familiar content area.  
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Several researchers attempted to investigate the effects of proper schema 

instruction in ESL/EFL reading classes. Floyd and Carrell (1987) examined the question 

of whether ESL students‘ reading could be improved by exposure to relevant content 

schemata prior to reading. Pre- and post-tests were conducted with experimental and 

control groups of intermediate-level ESL subjects to evaluate their reading 

comprehension of the text. Half of each group was exposed to syntactically more 

complex versions of reading passages than the other half. The experimental group was 

provided with appropriate cultural background information between pre-and post-tests. 

The findings of this study revealed that appropriate background knowledge can 

successfully be taught in the ESL classroom, and can enhance reading comprehension.   

In exploring the role of schema availability in ESL reading comprehension, 

Carrell (1988) provided a distinction between formal schema and content schema: formal 

schema refers to the readers‘ background knowledge about rhetorical organization (e.g., 

differences in the structure of fables, short stories, articles, and newspaper), whereas 

content schema refers to the readers‘ background knowledge about the content area of a 

text (e.g., information about physics, Greek mythology, or Black American culture).  

To demonstrate the effects of formal schema on ESL reading, Carrell (1984) 
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investigated the effects of the rhetorical organization of different types of expository text 

upon the recall of intermediate ESL readers. The subjects were from different language 

backgrounds (Spanish, Arabic, Chinese, Japanese, Malaysian, Turkish and Korean) and 

the selected reading materials were four versions of a single passage. Each version 

consisted of the same content, but the overall discourse structures were varied: (a) 

collection of descriptions, (b) causation, (c) problem/solution, and (d) comparison. The 

results disclosed that subjects were more able to recall explicit ideas from the more 

strictly-structured comparison, causation and problem/solution texts than from the more 

loosely-structured collection of descriptions. In addition, this study showed that when 

ESL readers hold a formal schema related to the discourse type of the text and when they 

activate that formal schema in recalling, they retrieve more information. Carrell reported 

that familiar content and familiar rhetorical form resulted in good reading comprehension, 

whereas unfamiliar content and unfamiliar rhetorical form resulted in poor reading 

comprehension. Form was a crucial factor in regard to specific features of 

comprehension, although content schema proved to have more effect on reading 

comprehension than formal schema.  

Another research on the effect of formal schema on EFL Korean readers by 



` 

 

40 

Eggington (1987) pointed out the existence of two rhetorical styles in contemporary 

Korean academia: the traditional rhetorical (non-linear) style used by Korean national 

scholars and the more U.S.-influenced (linear) rhetoric used by U.S.-educated Korean 

scholars. He suggested that U.S.-educated Korean scholars bring their experience in L2 

writing back to their L1 writing, resulting in the use of different rhetoric from that of the 

Korean national scholars. He raised the possibility of written communication problems 

between these two groups of scholars. In addition to the comparison between these two 

rhetorical forms, he studied the effect of rhetorical forms on readers‘ memory. He 

compared the delayed memory between two groups: newly arrived Korean students from 

the U.S. and college students in Korea. The results showed that although there was no 

significant difference in the recalls between the two groups under the immediate recall 

condition, there was a difference in the delayed recall. In the delayed recall, Korean 

college students were better able to recall information presented in the traditional non-

linear rhetorical framework, whereas newly arrived students from the U.S. were better 

able to recall information presented in the linear rhetorical pattern frequently used by 

U.S.-educated scholars.  

In summary, the studies on schema illustrated the importance of cultural 
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background knowledge on reading comprehension, especially for EFL readers. ESL 

readers comprehend less of and provide more distortions of the culturally unfamiliar text. 

When readers do not possess the prior cultural knowledge necessary to understand the 

text successively, they should be helped to develop appropriate cultural content 

knowledge to increase reading comprehension. 

Learners‘ Belief about Language Learning 

Researchers of learners‘ beliefs suggested that learners‘ preconceived beliefs 

about language learning would likely affect the way they use their learning strategies and 

learn a second language (Horwitz 1987; Wenden 1987; Horwitz 1988; Vann and 

Abraham 1990; Yang 1992). They showed a correlation between learners‘ beliefs about 

language learning and their choice of learning strategies. 

Horwitz (1987) defined language learner beliefs as preconceived ideas or notions 

about aspects of second language acquisition. White (1999) suggested that beliefs can be 

defined as ―mental constructions of experience‖ that are held to be true and that guide 

behavior.  

Wenden‘s case studies (1987) illustrated how learners‘ beliefs affected the 

priorities the learners set, their choice of strategies and their criteria for evaluating their 
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learning. In regular college classes, learners who believed the usefulness of the oral 

function of the language, emphasized the need to learn to speak, selected practice 

strategies and evaluated positively situations which provided opportunities for oral 

communication.  

Similarly, Benson (1990) found that the approach to note-taking was influenced 

by learners‘ conception of learning, so they tried to write down what they felt the teacher 

wanted. Gillette (1994) concluded that learners‘ views about the value of second 

language study shaped their goals and determined their approach to the degree of effort 

made and the kinds of learning activities selected. Schommer (1994) assumed that 

learner beliefs about the nature of knowledge and learning may influence how they 

approach learning. They have effects on comprehension. White (1999) assumed that the 

belief systems that learners hold help them define what is expected of them and act in 

accordance with those beliefs. Horwitz (1985) asserted that learners‘ expectation formed 

by their beliefs may conflict with teachers‘ teaching methods guided by teachers‘ beliefs. 

Just like learners, language teachers enter the classroom with preconceived ideas about 

how language is learned and how it should be taught. To increase students‘ learning and 

satisfaction in the foreign language class, systematic assessment of student beliefs should 
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be made. If teachers know the students‘ belief, it can guide the instructor toward the most 

effective presentation of the course.   

Learners‘ beliefs are often influenced by their previous experiences as language 

learners or shaped by their own cultural backgrounds. Horwitz (1985) asserted EFL 

reading teachers or researchers need to think about EFL readers‘ reading process with the 

consideration of what influences students‘ reading behavior. Wenden (1986) specifies 

that beliefs are opinions based on personal experience or on the opinions of respected 

others.  

Second language learners often hold different beliefs or notions about language 

learning (Horwitz 1987). Hodes suggested that some EFL/ESL learners can be called 

―trained decoders‖ as their concern is partly from their educational experience at school 

(1981). Horwitz (1999) proved that the Asian and Turkish heritage learners believed 

strongly that learning vocabulary is the key to foreign language learning. Their belief 

about language learning has to do with the relative status of language learning in the 

various countries. Beliefs have been affected by explicit instruction.  

Yang (2004) showed the participants of seven Chinese graduate students in the 

United States had a similar attitude to ESL/EFL learners. They recalled that when they 
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were in China, the main purpose of reading at that time was to improve their English 

language proficiency. So they focused on the grammar and vocabularies. Not until they 

began studying in the U.S, did they realize the value and importance of reading 

comprehension or practice reading for other purposes than reading for the knowledge of 

grammar and the enhancement of vocabularies.  

Interestingly, ESL/EFL learners, who believe possessing a large vocabulary was a 

prerequisite for reading comprehension and whose emphasis was on a mastery of English 

grammar for reading comprehension, have an excellent score in grammar and vocabulary 

already, but they still focus on the vocabulary and grammar in English learning and fail 

in comprehension (Song 1999; Yang 2004). Similarly, Yamashita (2003) showed that less 

skilled readers, who were less able to use text-level information, put heavier emphasis on 

local grammatical information, although they generally had a good declarative 

knowledge of grammar. The perspective on the importance of vocabulary knowledge 

makes ESL learners consult the dictionary whenever they encounter unknown words. 

They rely heavily on the reference of the dictionary that demonstrates their quest for 

vocabulary knowledge as they assume that lacking an extensive vocabulary in a target 

language will create a serious obstacle to reading comprehension. They assume if they 
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focus on language skills, such as grammar and vocabulary, their reading ability is 

automatically improved. As a result, they tend to not utilize reading strategies actively, 

even though they are already aware of them or they already use them in their L1.  

Learners‘ beliefs and their learning strategies seem to be closely related to each 

other. If certain beliefs can be an impediment to successful language learning, the 

question must be raised about the best way to modify them. If learners should be aware 

of their notion about language learning and their possible consequences to modify some 

negative beliefs (Horwitz 1988), retrospective miscue analysis will be one of the 

effective ways to do this, because retrospective miscue analysis (RMA) has been proved 

as an effective means to help readers understand the reading process and rethink their 

beliefs about reading. 

Miscue Analysis and Retrospective Miscue Analysis 

Beneficial for all native English-speaking readers, miscue analysis also serves to 

meet the particular needs of ESL students. Research in ESL students‘ miscue analysis 

confirmed the view that the reading process is a universal process (Connor 1981; Hodes 

1981; Mott 1981; Romatowski 1981; Rigg 1986). Readers utilize reading strategies to 

continuously hypothesize and predict the structures and the meanings by using all three 
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language cuing systems, such as graphophonic, syntactic, and semantic cues in reading 

both in L1 and L2.  

Conner (1981) studied the miscues of seven ESL high school students from 

different language backgrounds: three Vietnamese, two Spanish, one Arabic and one 

Farsi. Connor reported that miscue analysis could be used for ESL students in evaluating 

their reading strategies. Rigg (1986) demonstrated through miscue analysis that a sixth 

grade Arabic ESL child used the same cueing language systems and strategies of 

predicting, confirming and correcting, as native English readers did.  

Miscue analysis research also found that ESL readers‘ beliefs had an important 

influence on their reading behavior. Romatowski (1981) involved Polish-American fifth 

graders reading a Polish as well as an English story. In her study, the student who 

generated the fewest miscues had the lowest retelling score because from instructional 

experience the reader was convinced that reading consists simply of mechanical 

decoding or of striving for the most accurate oral rendition of what appears in print. 

Hodes (1981) also supported this issue, reporting that a high score in reading accuracy is 

not a prerequisite to efficient reading. In her miscue analysis research with students 

whose native language was Yiddish, she explained those who were more concerned 
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about word-perfect accuracy were ―trained decoders.‖ They were more concerned with 

decoding than creating meaning. The children who were overly concerned with the 

words themselves seemed to fail in comprehending the story. Interestingly, however, the 

child with the highest number of miscues retold the story best. 

Similarly, Connor (1981) found that ―fluent oral reading of ESL students does not 

mean that they understand what they are reading‖ (p.54). She reported that her seven 

ESL participants did not attempt to correct their miscues, partly because of ―their more 

authoritarian educational backgrounds which emphasize fluency in oral reading.‖  

In comparison to miscue analysis, retrospective miscue analysis is a relatively 

recent concept for classroom teachers. Y. Goodman (1996) defines retrospective miscue 

analysis (RMA) as ―an instructional strategy that invites readers to reflect on their own 

reading process.‖ Also, Germain (1998) defines RMA as a metacognitive technique that 

involves students in the reflective process of assessing their own miscues (p.1).  

While miscue analysis is based on the teachers‘ analyses of readers‘ actual miscue 

patterns, retrospective miscue analysis involves the readers in reflecting on their own 

reading process. This procedure was developed to help teachers understand the reading 

process better by involving readers to reflect retrospectively on what their miscues tell 
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about themselves as readers. Readers benefit from RMA because they discuss their own 

strategies with a teacher or a researcher.  They begin to revalue themselves as readers 

(K. Goodman 1982). 

Discussions and strategy lessons based on the retrospective miscue analysis were 

emphasized in that students could better understand their own reading processes and 

become better readers. RMA has the power to release readers from the negative 

conception of reading associated with an obsession for accuracy. Readers are forced to 

explore reading in a totally new way to find the reasons for their miscues, to begin to 

question the reading process itself and to examine the strategies they incorporate into 

reading to make it meaningful.  

Marek (1989) conducted a case study of retrospective miscue analysis with two 

adult readers who had had dyslexia since their youth. She emphasized the essence of 

meaning construction during the process and carefully selected miscues for the 

discussion. She found that the readers‘ attitudes towards reading changed in positive 

ways.  The shift in their perceptions about the reading process and their strategies over a 

period of time changed noticeably towards viewing reading as a meaning-making 

process.  
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There were several studies about collaborative retrospective miscue analysis as 

well. Costello (1992) used this strategy with four native English- speaking middle school 

students. Each student read books in a group and had opportunities to listen to their 

peers‘ reading. The discussion was also established in a group, not individually. Costello 

found that students began to perceive themselves as stronger readers and their reading 

strategies shifted towards a focus on meaning construction. 

Brown (1996) also reported a study on collaborative RMA with four fourth 

graders with reading difficulties. The findings from this study include that these troubled 

readers were able to improve their reading for meaning and the sessions helped them in 

increase their self-esteem in valuing themselves as readers.  

According to Y. Goodman and Marek (1996), the way to help readers who have a 

skill-based view of reading is to help them revalue the reading process as a trans-active 

and constructive language process. They need to realize that they operate to construct 

meaning through written language using the strengths they have built.  

Unique Korean Writing System 

Since this study involves reading in Korean, I provide a short introduction of the 

unique Korean writing system. Korean writing system is called Hangŭl, which is a 
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phonemic alphabet organized into syllabic blocks. It is different from logographic 

Chinese characters which graphically represent meaning or are often semantic-phonetic 

compounds because it is combined into alphabetic letters. It is also different from 

alphabetic writing systems because alphabetic letters are joined into phonemic syllabic 

blocks (Cho, Lee et al. 2000).  

The next two sections explain the Korean alphabet and the structure of 

orthographic syllable blocks in detail in order to show why Hangŭl is different from 

English, as well as from Chinese characters. 

The Korean Alphabet 

The Korean alphabet is called Hangŭl and was invented and promulgated in the 

15th century. There are 24 simple letters in Korean alphabet today, which consist of 14 

simple and 5 double consonants and 10 simple and 11 complex vowels, as is shown in 

the following tables, which are based on the book by Lee and Ramsey (2000).  
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Table 1 

 

Korean 14 Simple Consonant Letters 

 

Letters ᄀ ᄂ ᄃ ᄅ ᄆ ᄇ ᄉ ᄋ ᄌ ᄎ 

Sound k/g n t/d l/r m p/b s ø/ŋ t∫/j t∫
h
 

Letters ᄏ ᄐ ᄑ ᄒ       

Sound k
h
 t

h
 p

h
 h       

 

Table 2 

 

Korean 5 Double Consonant Letters 

 

Letters ᆩ  ᄄ ᄈ ᄊ ᄍ 

Sound kk tt pp ss jj 

 

Table 3   

 

Korean 10 Simple Vowel Letters 

 

Letters ᅡ ᅣ ᅥ ᅧ ᅩ ᅭ ᅮ ᅲ ᅳ ᅵ 

Sound a ya ə yə o yo u yu i i 
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Table 4 

 

Korean 11 Complex Vowel Letters 

 

 

The first and third lines of the tables represent Korean consonant and vowel 

orthographic units while the second and fourth lines of the tables indicate the 

corresponding sound of each consonant or vowel above each line. The tables are to show 

basic sound/symbol relationships in Korean, in which each sound does not include an 

altered sound changed when combined with other consonants or vowels in a word or a 

phrase with a marker. 

The Structure of Orthographic Syllable Blocks 

As mentioned earlier, Hangul, the Korean writing system, is a phonemic alphabet 

organized into syllabic blocks. As Hangul is a phonemic alphabet, it is distinguished 

from logographic Chinese writing system which represents both one single unit of 

meaning (morpheme or semantic features of language) and one single segment of speech 

(phonological features). Also, it is different from alphabetic systems because it is syllabic 

Letters ᅢ ᅤ ᅦ ᅨ ᅪ ᅫ ᅬ ᅯ ᅰ ᅱ ᅴ 

Sound ε yε e ye wa wε ŏ wə we ü iy 
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blocks, each of which represents a single unit of speech. Within one syllabic block, a 

consonant (consonants) and a vowel (vowels) can be written horizontally from left to 

right as well as vertically from top to bottom.  

In an alphabetic system, a word can be written with alphabetic letters in sequence 

to correspond to the sequence of the individual consonant and vowel sounds. However, 

in syllabic blocks, the letters are written in correspondence not with the linear sequence 

of the individual consonant and vowel sounds of the word, but with the sequence of the 

syllables that make up the word.  

Each syllable is written as a cluster of the letters representing the individual 

consonant and vowel sounds of the syllable. The clusters of letters are grouped together 

to form a graphic unit, and these units are called orthographic syllable block (Cho, Lee et 

al. 2000).  

An orthographic syllable block has three parts. These are three positions within a 

syllable block: (a) the initial position, filled by one or double consonant (C) letters, 

representing the initial consonant sound of the phonetic syllable; (b) the medial position, 

filled by a vowel (V) or a diphthong (V1 & V2) letter, representing the medial sound of 

phonetic syllable; and (c) the final position, filled by one or two consonant letters, 
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representing the final consonant sound of the phonetic syllable.  

Not all syllables are complete, which means that the initial part or the final part, 

or both, may be lacking. However, there is always a medial part, which is a vowel. A 

syllable must contain only one vowel or one diphthong. If a syllable does not have an 

initial consonant, the syllable block must have the letter ―ᄋ‖ in the initial consonant 

position, as it is silent and functions as a zero consonant in the initial position of a 

syllable block.  

When the vowel letter in the syllable block contains long vertical strokes, it is 

written to the right of the initial consonant letter, such as: 나[na], 해 [hae], 떼 [tte] 

and 예 [ye]. The following is the syllable block with a consonant and a vowel of 

vertical strokes (C signifies a consonant and V a vowel): 

    (a)  

            

C V 

When the vowel letter in the syllable block contains a long horizontal stroke, the 

vowel letter is written below the initial consonant letter, such as 드 [dŭ], 무 [mu], and 

조 [cho].  
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         (b) 

 

C 

V 

When a diphthong letter contains both a long horizontal and a long vertical stroke, 

the initial consonant letter occurs in the upper left corner, such as 뵈 [bwe], 쉬 [swi], 

and 희 [hŭi] (V1 signifies the first vowel and V2 the second vowel): 

          (c) 

 

C 
V2 

V1 

When a syllable has one or two final consonants, it is written in one of the 

following three models. With a vowel of a long vertical stroke like example (a) above, a 

syllable block with one or two final consonants is like the following: 김 [kim], 민 

[min], 현 [hyŏn], and 값 [kab].  

(a-1)  

 

C V 

C 

With a vowel of a long horizontal stroke like example (b), a syllable block with 

one or two final consonants is like the following: 동 [dong], 문 [mun], 즘 [chŭn], and 
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씁 [ssŭb]: (C (c) signifies one or two consonants). 

          (b-1) 

 

C(C) 

V 

C(C) 

With the vowel of a long vertical and a long horizontal stroke, a syllable block 

with one or two final consonants is like the following: 곽 [kwak], 뭔 [mwŏn], and 봤 

[bwa-ss].  

          (c-1) 

 

C 
V2 

V1 

C 

The shape and size of the letters grouped together to form an orthographic 

syllable block are adjusted to fit in with one another in such a way as to fill the square in 

a balanced and harmonious way.  

The individual consonant and vowel letters of Hangŭl are combined into syllable 

blocks to spell Korean words and sentences. For example, if we write the English name 

―Sam‖ in Korean, the consonant sound S is represented by the Hangŭl letter ᆺ, the 
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vowel sound ǽ by the letter ᅢ, and the consonant sound m by the letter ᆷ. The three 

letter ᆺ, ᅢ, and ᆷ are combined as the syllable block 샘 to be pronounced as a one 

syllable word, ―Sam.‖ 

The Influence of Structural Difference between L1 and L2 on L2 Reading 

As this study includes the comparison between L1 and L2 reading to help L2 

readers, this section explains several researches about the influence of structural 

differences between L1 and L2 on L2 reading. There have been extreme controversies 

concerning whether contrasting structures between a reader‘s first and second language 

are one of the main interferences for ESL/EFL readers‘ comprehension.  

Cowan (1976) claimed that the strategies which readers employ to process text 

must be, to some extent, language-specific. That is, the expectancies set up in the reader 

when sampling syntactic clues in text must be related to one‘s knowledge of the structure 

of that particular language. He claimed that confusion in reading in a foreign language 

often results from the predictions that are made by the reader that are based on the 

reading strategies associated with the native language of the reader. For example, English 

readers expect subject-verb-object ordering even when reading German and are confused 

by a sentence with object-verb-subject ordering. Similarly, Berman (1984) claimed that 



` 

 

58 

syntax presents difficulties to foreign language readers. Berman stressed to a great extent 

on the interaction of syntax and readers‘ processing strategies. He believed that in 

English, readers tend to look for agent noun and then action verb and that any syntactic 

feature which hinders this search is a source of difficulty. In sum, Cowan and Berman 

asserted that reading is affected by readers‘ expectations based on syntactic features of 

their L1. 

On the contrary, Ulijin (1978) presented evidence which contradicts Cowan‘s and 

Berman‘s theory. His study suggested that contrasting structures between first language 

and foreign language are much less problematic for foreign language readers than the 

parallel processing theory predicts. He implied that points of linguistic contrast do not 

cause comprehension difficulties or slower reading rates. His subjects are Dutch students 

reading French and French native-speakers reading French. L1 and L2 readers show the 

same pattern of difficulties in reading the French text, although the text contains 

structures predicted to cause processing difficulty because of the lack of equivalent 

structures in Dutch. According to Ulijin, poor foreign language reading comprehension is 

not due to insufficient knowledge of grammar, but to lack of ―conceptual knowledge,‖ 

the meaning of words and subject knowledge. Similarly, Cooper (1984) found that 
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neither practiced nor unpracticed readers are strong on syntax, so that the practiced 

groups‘ competence does not owe much to proficiency in syntax.  

English is an SVO language while Korean is an SOV language (Hartsuiker, et al. 

2004). If Cowan and Berman are right, Korean readers will have difficulties in 

understanding English texts due to the expectation influenced by L1 syntactic structures. 

If Ulijin and Cooper are right, Korean readers can accommodate the specific 

characteristics of the grammatical structures of the language.  

In the research by Lee (2000) and Song (1987), it can be inferred whether 

miscues Korean ESL readers produce result from the difference of grammar structure 

between English and Korean. When miscues by Korean proficient readers and Korean 

less-proficient readers are compared, the substitution miscues prove the participants‘ 

sufficient knowledge of English grammar. They know the English syntactic word order 

and expected a subject would be followed by a verb. Even when they do not know the 

meaning of words following the miscues, they substitute verbs for verbs and adverbs for 

adverbs. On the basis of Lee‘s and Song‘s research, the EFL readers‘ difficulty in reading 

comprehension is due to their insufficient vocabulary knowledge, rather than due to the 

structural different features of the second language.   
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The comparison of the miscues made by less-proficient and proficient readers 

shows that the structural difference of the first or native language does not seem to have 

a strong influence on the readers‘ expectation of word order in reading in a foreign 

language. The comprehension gap between proficient and less-proficient readers might 

not be due to the structural differences, but due to other factors, like vocabulary or the 

meaning- making process as a whole.  

In this Chapter, I summarized a review of the literature relevant to readers‘ 

reading strategies and beliefs and related to Retrospective Miscue Analysis.  In Chapter 

3, I describe the research framework for the study, the process of selecting research 

participants, and the methods and sources of data collection and analysis.  
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CHAPTER 3 

RESEARCH DESIGN AND DATA COLLECTION AND ANALYSIS 

Research Design: Studying the Responses of Korean ESL  

Readers to Retrospective Miscue Analysis 

In this chapter, I present my research design including how I collect data and 

analyze data according to the procedures of RMA. The primary purposes of this study are 

to answer the following questions: 

1.  What are the Korean ESL readers‘ beliefs about reading in L1 and L2? 

2.  How do their beliefs about reading affect the way they read in L1 and L2 and 

their evaluation of themselves as readers in L1 and L2 reading?  

3.  How do their beliefs about reading and about themselves as readers change 

during the process of RMA?  

Research Methodology 

Miscue Analysis has been used as a research methodology for thousands of 

studies (Brown, Marek & K. Goodman 1994). Because Retrospective Miscue Analysis is 

always grounded in Miscue Analysis theory, it becomes a part of miscue research 
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methodology (Theurer 1999). RMI is a tool used by teachers and researchers to ―gain 

insight into the reading process [and] plan reading programs and instructional strategies 

that build on strengths, rather than on weakness‖ (Y. Goodman et al. 1987 p.4).  

Before, during, and after RMA, several interviews are included to learn about 

readers‘ beliefs of reading in L1 and L2 and how those beliefs change over time. In RMA, 

readers listen to audio recordings of their own oral readings and with the help of a 

researcher, discuss to what degree their miscues are syntactically and semantically 

similar to the printed text and to what extent they affect comprehension. In addition, the 

difference between their beliefs about reading and between their miscues in L1 and L2 

are analyzed and discussed to answer my research questions. 

As a research methodology, I follow the procedures of Miscue Analysis and 

Retrospective Miscue Analysis research. Miscue Analysis includes interviews, as well as 

the in-depth analysis of reading itself. Interviewing can be an effective instrument to 

explore and understand the experience of individuals (Seidman 1991). The initial and 

closing interview questions (Appendix A, B and E) are based on the Burke Interview 

Modified for Older Readers (BIMOR) and Retrospective Response Form (Appendix D) 

(Goodman and Marek 1996). Interview questions are designed to help the research 
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participants (a) reconstruct memories about their reading experience, (b) describe 

characteristics of good readers, (c) define strategies readers use when they transact with 

text, and (d) offer suggestions for helping readers experiencing difficulty (Theurer 1999).  

Participants 

Five adult Korean ESL students are selected for this study. The ESL students 

include three males and two females. As I would like to teach reading in a university in 

Korea, I choose adult Korean ESL readers who are in an advanced Korean reading level 

and above an intermediate level in English and also interested in learning about the   

reading process.  

The purposes of my research questions are to document my participants‘ different 

reading beliefs in L1 and L2 and to show they change their reading beliefs through RMA. 

I, therefore, select readers who state that they have different beliefs about reading in L1 

and L2. I also want to analyze the relationship between readers‘ beliefs about reading and 

their reading strategy use as they read.  

In addition, I want to show the influence of reading instruction for ESL/EFL 

learners and to help them discover their reading strength.  I select readers who recently 
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arrived in the United States and have at least six years of experience learning English as 

a foreign language in Korea. The names of the participants are changed to protect their 

privacy. The following section includes a short introduction of each of the five 

participants: 

Chanho 

Chanho is an undergraduate student majoring in Business in a university in Korea. 

After one year of study, in January 2006, he came to the U.S. with his entire family to 

study English in an ESL program in an English Language Center. In fact, the main reason 

he moved to the U.S. was because his father came to the university here as a visiting 

scholar with a one-year contract at the university in which Chanho enrolled. Although it 

was the situation that led him to take language courses and encouraged him to continue 

to study English in an English-speaking country, he stated that he decided to enroll in 

language courses by himself.  

Influenced by his father‘s proficient English ability, Chanho wanted to improve 

his English, which encouraged him to participate in my research. He has been in the 

English Language Center at the University of Arizona for six months and finished the 

high intermediate level courses when he participated in my research. After a short 
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summer break in the middle of July, he plans to move up to the low advanced level. After 

finishing his language program, he is going to return to Korea.  He plans to return to the 

U.S. to study further in an undergraduate program a couple of years after his military 

service.  

Eunjung 

Eunjung is a 28- year-old housewife and has been in the U.S. for a year. She has a 

master‘s degree in Christian Education from a university in Korea. She was in England 

for a year to study English in a college level ESL program, which was two years before 

she came to the U.S. She wants to continue to study English because her husband is 

Korean-American and they will live in America. She wants her children to be educated in 

the U.S and will need to be able to help them with their school studies. She believes she 

should study reading more than any other aspect of language. She is concerned that her 

children‘s school will send her written documents and notices she will need to read and 

respond to. Because of her life situation, she tries to learn to read English more and plans 

to take courses in a community college in the town where her family will decide to live. 

She agreed to participate in my research so as to ―get help‖ from it.  
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Yoonjae 

In August, 2005, after one year studying in a university in Korea, he was admitted 

to a university in the U.S. and came to study abroad. He has been in the undergraduate 

program of Mechanical Engineering as a sophomore for a year, in which he took several 

fundamental courses for his major. 

When he came to the university to enroll as an international student, he did not 

have to go to the English Language Center to study English because he passed the 

required English test called TOEFL (Test of English as a Foreign Language) to enter the 

university. TOEFL tests knowledge of English grammar, vocabulary, listening, reading 

and writing skills. Scores above a certain level indicate an adequate level of English for 

academic study in many subjects. If international students do not pass the test, they may 

attend the English Language Center and seek support before they attend classes in a 

university so as to not have language-related difficulties in their studies. 

Insup 

Insup is a 41-year-old ESL reader whose native language is Korean. He studied 

English as a foreign language in Korea since middle school, more than 27 years. His 

major was American literature, i.e., modern American poetry. He has been teaching 
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English grammar and reading in a college in Korea for more than 14 years and usually 

got high scores in standardized English tests. He knows a great deal about test-taking 

strategies and has taught those strategies to his students at school. He took writing 

courses in a community college as a part-time student for a year while he stayed in the 

United States.  

Jiyoung 

Jiyoung is 26 years old and in a master‘s program in a graduate school in the U.S. 

At the time of her participation in my research, she had been in the U.S. for 3 years. She 

has a bachelor‘s degree in Computer Science from a university in Korea. Two years 

before she was admitted to the master‘s program last year, she took several courses as a 

part-time student in the English Language Center at the university in which she was 

enrolled.  

Materials to Be Read 

In this study, three English and three Korean texts are used for RMI and RMA. 

Goodman, Watson, and Burke (1987) recommend that the length of the material used for 

Miscue Analysis must not be shorter than 500 words, depending on the age of the reader 

and the purpose of the teacher. As for the difficulty of a text, they also suggest that a text 
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should have enough difficulty to produce at least 25 miscues for an in-depth, well-

rounded description of a reader‘s strategies.  

In addition, they recommend the selected texts should be new to students and be 

culturally familiar to support their reading comprehension. Based on their 

recommendations, I prepared reading material for the six RMI sessions. The texts in this 

study are all longer than 500 words. 

In order to obtain a variety of reading strategies documented through miscue 

analysis, the reading texts vary in difficulty and genres. The texts include narrative and 

non-narrative texts. In this way, I expect that readers have chances to explore their 

different reading strategies necessary to comprehend different genre successfully. Also, 

by using varying text, the researcher may avoid false interpretation of readers‘ responses 

as the participants may show different reading strategies needed for different genres.  

Each participant and I participated in six RMI and/or RMA sessions which 

included three sessions for each language. I presented pre-selected reading texts to the 

readers and gave them a choice about which text they wanted to read. I prepared four 

different English texts and six different Korean texts of various genres. I prepared more 

texts for Korean reading in case the text might be ones the participants had already read.  
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As for English texts, three were read in total among the four pre-selected texts, 

including three narrative stories and one non-fiction from a chapter of a 5th grade social 

study textbook.  They were: (a) a Norwegian folk tale titled, The Man Who Kept a 

House written by P.C. Asbjornsen (b) a short story titled, Anita’s Gift, written by Carol 

McAfee Morgan; (c) an English short novel titled, Yang the Third and Her Impossible 

Family, written by Lensey Namioka; and (d) one chapter from a Social Studies textbook 

for 5
th

 graders about the ―Boston Tea Party.‖ All of the materials to read may have been 

new texts to the participants, although the topic and the message of the texts may have 

been familiar to Korean ESL readers.   

The English short novel titled, Yang the Third and Her Impossible Family, written 

by Lensey Namioka, is about two major unpleasant miscommunications of one little girl 

who newly immigrated to America with her Chinese family. The misunderstandings 

owing to language and cultural differences often happen among people of different 

cultural backgrounds. I presumed that all the participants would be able to anticipate and 

interpret the miscommunication caused by cross-cultural difference and the 

miscommunication that resulted from mutually anticipated social action or verbal 

activities that differ across cultures in the story, especially since all the participants have 
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lived in the U.S. for more than one year.  

As for the Korean Texts, out of six prepared texts, including various genres, three 

were selected and read by each reader. I gave them more choices in the reading of 

Korean texts since they had already read many different Korean texts. I wanted them to 

have a choice to exclude any texts they may have already read to attain sufficient 

miscues. The prepared texts included two narrative stories and three non-fictions.  They 

were:  (a) one short novel titled, A Lucky Day, written by Chin-Gon Hyun; (b) one short 

story titled, One Rainy Day in My Forties, written by Wan-Suh Park; (c) four short 

editorials from a popular Korean daily newspaper, ―Hangyorye,‖ which do not provide 

enough background information of the current political events; (d) one assertive article 

about a major social issue of ―cosmetic surgery‖ in Korea published in a famous 

magazine; and (e) one chapter from a national Korean textbook for high school students 

titled, Korean Language and Thought. 

The two Korean narrative stories include many uncommon words and require 

background knowledge to understand the jobs that have disappeared in these modern 

days and the social situation described in the story.  

The essays titled, One Rainy Day in my Forties, are written by a famous female 
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author, Wan-Suh Park. The essays are about the author‘s reflection on her perspectives 

on the world through anecdotes during rainy days. They are fragmented short episodes of 

a reflective autobiography. The first essay is about a beggar that the author often sees 

sitting in the same place on the busy street where there are many stores and people. One 

day, when it rains heavily, the streets are empty and very inactive. So the beggar, in the 

rain, draws the attention of the author. The beggar is a cripple who only moves along on 

his hands and knees. The lower part of his body is all wet, because he is sitting on the 

street where storm water flows in a stream. Before the author saw him in the rain, she 

believed the beggar pretended to be crippled to beg money and had felt no pity for him. 

In a downpour of rain, however, the beggar looks miserable and pitiful to her.  

Non-fiction also requires the readers to use their prior knowledge to understand 

the text better. The chapter, ―Koreans‘ Language and Thought,‖ is from a tenth grade 

national Korean textbook in Korean high school. It is four pages long, describes four 

major characteristics of Korean language and presents some comparisons of 

corresponding English grammatical features to help the readers understand the 

characteristics of Korean language better. In Table 5, I categorize the texts read by the 

readers according to language and genre. 
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Table 5 

 

The Lists of Material to be Read for RMI Sessions 

 

Genre English Texts Korean Texts 

Narratives 1) The Man Who Kept House , 

a Norwegian folk 

2) Anita’s Gift by Carol by 

McAfee Morgan 

3) “Yang the Third and Her 

Impossible Family” by 

Lensey Namioka 

1)“A Lucky Day”  

   by Chin-Gon Hyun  

2)“One Rainy Day in My 

Forties” by Wan-Suh Park 

Non-narratives  4)―Boston Tea Party‖ from a 5
th

 

grade Social Study textbook 

 

3) Four editorials from a 

Korean daily newspaper 

4) One assertive article about 

a major social issue of 

―cosmetic surgery‖ in 

Korea published in a 

famous magazine 

5) ―Koreans‘ thought and 

language‖ from a high-

school Korean textbook 
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Data Collection Procedures 

There are five phases for the data collection and analysis: (a) the initial session 

for interviewing participants and recording the readers‘ oral reading and retelling for the 

next Retrospective Miscue Analysis (RMA) session; (b) preparation for a RMA session 

with conducting Miscue Analysis (I use RMI Procedure III) and with pre-selecting 

miscues for the next RMA session; (c) RMA sessions conducted using suggested RMA 

questions; (d) the analysis of RMA sessions while listening to RMA session tape 

recordings, and transcribing and translating as necessary, significant portions of tape 

recordings; and (e) the closing interview to focus on the changes in the beliefs 

throughout the RMA sessions. 

The initial and closing interviews, RMI and RMA sessions were tape-recorded 

during a weekly one-hour meeting over four to five weeks. Meetings were held at a study 

room in the main library of the University of Arizona.  

Initial Session with the Participants 

1. Preparation of materials: Tape recorder, Initial and Closing Interview forms, 

texts for reading, and a typescript for marking miscues; 
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2. Conducting reading interview with Burke Interview modified for Older 

Readers (BIMOR) (Y. Goodman et al. 1987) (Appendix A and B); 

3. Arrangement and appointment of each meeting for the additional six RMA 

sessions; and 

4. Tape-recording of reading and retelling for the first RMA session. 

During the initial session, the first interview was tape-recorded. For the initial 

interview, I used Burke Interview modified for Older Readers (BIMOR) (Y. Goodman et 

al. 1987) (See Appendix A and B) to learn about the participants‘ beliefs about reading in 

L1 and L2 and about themselves as readers in L1 and L2. For a deeper understanding of 

their beliefs about reading, the interview includes their literacy histories and the 

influences of reading instruction as well. To expand on the BIMOR, I used additional 

questions, such as how the participants have learned to read in Korean and English at 

school and how their reading instruction at school was helpful. 

BIMOR was used twice for the information of reading in both the participants‘ 

first language and second language. I interviewed the participants about their language 

separately or simultaneously, since the purpose of the initial interview is to examine the 

participants‘ beliefs about reading both in L1 and L2 and about themselves as readers 
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both in L1 and L2.  

Then, the participants and the researcher set the following appointments to meet 

for the other six RMI and RMA sessions. (The RMI and RMA session schedule is in 

Appendix F.) All the participants worked separately and individually with me during 

RMA sessions approximately twice per week for four to five weeks at the library at the 

University of Arizona.  

At the end of the initial interview, for the first RMA session, the participants were 

asked to read texts orally and then retell what they read after oral reading. All 

interactions were tape-recorded.  

Preparation for RMA Sessions  

1. Tape-recording of reading and retelling for the RMA sessions; 

2. Checking and marking miscues on the typescript;  

3. Coding miscues; 

4. Pre-selecting miscues for RMA sessions; and 

5. Preparation for RMA session organizer. 

To make use of the Reading Miscue Inventory (RMI) as part of RMA, the 

participants read the texts either in English or in Korean. Each reading session was tape-
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recorded. Before the recording of their reading, the participants were told to read aloud a 

text and reminded that they would not receive help from the researcher while they were 

reading (Goodman, Watson et al. 1987). Following the oral reading, the participants 

retold the story in unaided and aided retelling sessions. The retelling sessions are 

important during this process, because they reveal the degree of the participants‘ reading 

comprehension. 

I listened to each recording repeatedly and marked and coded all the miscues that 

the participants made. For the coding of miscues, I followed the RMI procedures 

suggested in Reading Miscue Inventory (Goodman, Watson et al. 1987) to gain insight 

into the participants‘ reading process in L1 and L2. RMI procedures examined the 

participants‘ miscues to determine the degree of graphophonic similarity, syntactic and 

semantic acceptability, and meaning change when compared to the expected response.  

I chose Procedure III in this study since it is used for marking and coding miscues 

right on the transcript. It is easier to discuss miscues when the participants and the 

researcher look at the text and examine the miscues marked and coded on the same 

typescript. 

After marking miscues on the typescript, I chose miscues that would provide 
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opportunities to explore the greatest amount of insight for reading strategy use by the 

participants. I selected five to ten miscues in advance of the one-hour session, so that the 

number of miscues actually considered during any one session varied. 

I prepared the typescript of each reading beforehand so I could read along while 

the participants read aloud. I coded the participants‘ miscues on the typescript and 

transcribed their retelling as well while listening to the recorded reading and retelling. In 

this paper, miscue analysis coding was adapted to meet computer constraints in the 

following way:  

1. Substitutions— written above underlined words in text; 

2. Omissions— double-strike through underlined words;  

3. Self-corrections— ©  written above underlined words;  

4. Insertions—written above caret ∧; and 

5. Repetitions— ®  written above underlined words. 

Conducting RMA Sessions 

1. Tape-recording RMA session; 

2. Discussion of preselected miscues using the questions of RMA Response 
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Form suggested by Goodman & Marek (Appendix C); and 

3. Tape-recording new reading and retelling for a subsequent RMA session. 

After the participants and the researcher listened to each preselected miscue, we 

discussed why a particular preselected miscue is made, how much it resembles the 

printed text, if it makes sense, if it is corrected, and if it needed to be corrected, 

according to the questions of RMA Response Form (Goodman and Marek 1996) (see 

Appendix D). Flexibility in interaction is a part of the RMA procedures. I did not ask all 

questions for every miscue, but rather used them to help the participants focus on 

whether they use reading strategies and language cues effectively and efficiently.  

After each RMA session, I transcribed the beliefs that participants expressed 

about what good reading should be during the discussion of pre-selected miscues. We 

held most discussions in Korean, which the participants chose to speak since it was their 

more comfortable language.  

Data Analysis 

1. Listening to RMA session tape recording;  

2. Reviewing notes on the RMA response form (Appendices C and D) and   

  significant portions of discussion during RMA sessions; and 
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3. Planning next RMA session. 

To analyze the data collected during RMA sessions, I listened to, transcribed and 

reviewed what the participants said while discussing their miscues. I translated 

significant portions of discussions into English for the dissertation because the 

discussions were conducted in Korean which the participants chose to speak and were 

comfortable with. To find the answers to my research questions, I listened to the tape-

recording of the discussions throughout the RMA sessions repeatedly, developed detailed 

descriptions of each session, and interpreted the data to find the pattern of the miscues 

that the participants made in order to organize the next the RMA session. 

Closing Interview 

1. Conducting the closing interview at the end of the last RMA session; 

2. Transcribing the interview while listening to the recording of the closing 

interview; and  

3. Exploring the participants‘ change over time. 

I conducted a closing interview at the end of the last RMA session to focus on the 

changes in the participants‘ beliefs about reading throughout the sessions. The interview 

included the participants‘ thoughts about whether RMA helped them in any way. I asked 
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questions based on the Closing Interview Question by Ann Marek (1987) (Appendix E).  

I analyzed and compared the closing interview to the initial interview and 

comments the participants expressed during all the RMA sessions, to assess the ways in 

which the participants‘ views about reading had changed during the course of the study.  

After the closing interview, to answer my research questions, I reviewed all the 

data sets collected from (a) miscue analysis, (b) the discussion of retrospective miscue 

analysis, and (c) the initial and closing interviews.  

In this chapter, I presented my research design, including the process of selecting 

research participants, reading materials for RMI sessions, and the methods and sources of 

data collection and analysis.  

Chapters 4 and 5 include the findings of the research. In Chapter 4, to answer the 

first two research questions, I present the findings for the first two research questions, 

revealing the themes and patterns that emerged from the study of five individual 

participants‘ beliefs about the reading process and their self-evaluation, prior to RMA 

sessions and during the first three RMA sessions. 

In Chapter 5, to answer the last research question, I include case studies of two 

selected participants in order to describe in depth how the discussion of miscues led the 
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participants to reconstruct their conception of the reading process.  I included the 

procedures of each RMA session, why certain miscues were selected by the researcher, 

and what the researcher planned for each session. I explored the participants‘ changes in 

their beliefs about the reading process, in their own reading strategy use and in their self-

evaluation of themselves as readers over time.   
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CHAPTER 4 

FINDINGS OF KOREAN ESL ADULT READERS‘ BELIEFS ABOUT READING: 

SELF-EVALUATION PRIOR TO THE RMA SESSIONS AND  

DURING THE FIRST THREE RMA SESSIONS 

This chapter presents the findings of the first two research questions, focusing on 

common themes and patterns that emerge from the study of individual participant‘s 

beliefs about the reading process and their self-evaluation prior to RMA sessions. The 

study findings are described in the order of my research questions.  

Answer to Research Question 1 

What Do Adult Proficient Korean ESL Readers Believe  

about Reading in L1 and L2? 

In order to answer Research Question 1, I use the analysis of the data collected 

from initial interviews and the first two or three RMA sessions. I draw themes and 

patterns that emerge from the way that the participants talk about their reading 

conceptions. I discuss the main findings for this question. 
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Participants Believed Vocabulary Would Matter Most in Reading Process Prior to and 

During the First Two or Three RMA Sessions 

The participants in this study strongly believed both L1 and L2 reading ability 

could be improved primarily with the development of language-based decoding skills, 

especially in terms of vocabulary knowledge development. The undergraduate ESL 

learners in Alderson‘s research (1984) emphasized the importance of vocabulary 

knowledge in L2 reading and stated that they should know all the words in a text to 

comprehend. Similarly, all the participants in this study believed the pivotal role of 

vocabulary knowledge in reading comprehension.   

Eunjung said that, ―a large amount of vocabulary knowledge leads to a proficient 

reading ability.‖ Chanho stated that ―good readers are those who can understand almost 

all the words‖ and Yoonjae defined good readers as, ―those who seldom encounter 

unknown words in the text.‖ Similarly, Eunjung, Insup, and Jiyoung believe that ―good 

readers have to have an enormous amount of vocabulary knowledge.‖ Therefore, they 

believe that the biggest obstacle to L2 reading is their insufficient L2 vocabulary 

knowledge. The conversations quoted here were translated by the researcher from 

Korean.  
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While conversing about the important role of vocabulary in reading 

comprehension, the participants talked about how they read L2 texts and what they did 

when they encountered unfamiliar words. All the participants often tried to translate 

word-for-word or sentence-by-sentence to improve their L2 reading comprehension. 

Jiyoung and Yoonjae said that when they read English magazines, such as Reader’s 

Digest or Time, they checked their ―translation with a Korean translated version included 

at the end of the magazine.‖ Insup reported that he often did the same when he studied 

English literature and when translated versions were available.  

During the interview about how they dealt with unknown words, three out of the 

participants (Jiyoung, Yoonjae and Insup) differentiated reading for pleasure and reading 

for academic information. For example, Insup talked about various purposes of reading:   

     Reading is for information or life. There is another kind of reading—

reading for pleasure in free time. Reading for information is related with my life. 

On the other hand, reading for pleasure is not a forced one. The purpose of 

reading can be changed depending on the reader…. Depending on the readers‘ 

purpose, some readers have to read every word accurately. Sometimes, it is good 

enough for others to read to get the gist of the story. 
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Yoonjae also distinguished reading for pleasure from reading for academic 

purposes. While he read English magazines for cars when he had free time, he did not try 

to translate word-for-word or sentence-by-sentence. However, his major purpose of 

reading was to read a long L2 textbook for his assignment, which he had to read 

carefully for detail. He said that, ―I can understand the text satisfactorily when I know 

almost all the words and translate each sentence completely in reading an L2 academic 

text. Vocabulary knowledge is the most important thing in order to complete a reading 

assignment within a set limit of time.‖  

Although three participants stated they read differently, depending on the purpose 

of their reading, the purpose of their L2 reading was mainly limited to ―reading for 

information.‖ Therefore, all the participants were obsessed with words to read accurately.  

Eunjung talked about how she read a long and difficult L2 text. Instead of reading 

a whole text, she divided a long text with other classmates to translate every sentence 

when she had to read a long academic English text for her coursework in her master‘s 

program in Korea. She said, ―My classmates and I divided a long article into several 

sections. We translated all the words and sentences in the parts assigned to each of us. 

Then we combined our divided translations into a whole and read the combined 
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translated Korean version because English academic papers that I studied were usually 

too difficult and included a lot of unfamiliar academic words and terms.‖  

Similarly, Jiyoung did not read a whole L2 text when it was too difficult. She had 

a different strategy to deal with a lot of new words in a text:  

       I cannot skip unknown words without looking them up in the dictionary. 

Instead of skipping unknown words or spending a lot of time to look up words, I 

try an alternative way. I read only the first 2 sentences of each paragraph in a long 

text. In this way, I don‘t have to worry about tolerating ambiguity or read the 

whole text. 

Jiyoung acknowledged that although she did not want to spend a lot of time in 

looking up many unfamiliar words, she was often reluctant to discard the strategy of 

looking-up words in a dictionary when she read academic articles.  

All the participants realized that the word-oriented reading would be insufficient 

or inefficient to adapt themselves to various reading situations. However, because of the 

limited purpose of their L2 reading, they were skeptical of several reading strategies that 

they learned from ESL teachers as effective. Jiyoung said, ―When I was enrolled and 

studied in an ESL center, an instructor recommended some reading strategies. One of 
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them was to tolerate lexical ambiguity. However, I thought the strategy would be 

effective only in L1 reading.‖ 

The participants tried to continue their habitual behavior of heavily relying on a 

dictionary. As they held onto their beliefs that reading comprehension would be 

improved primarily by the improvement of vocabulary knowledge or decoding skills, 

they tried to pay greater attention to bottom-up components of comprehension and 

believed the development of bottom-up reading skills eventually would help them 

improve their reading comprehension. 

In summary, the primary thing about which the participants in this study were 

most concerned in L2 reading was the word recognition. Their concerns seemed to be 

mainly influenced by their limited purpose of reading. All the participants seemed to be 

obsessed with words while reading in L2 as they tended to rely heavily on the dictionary 

in English reading and spent long hours laboring over word-by-word and sentence-by-

sentence translation. Although they learned several useful reading strategies, such as 

skipping unfamiliar words or tolerating lexical ambiguity, they perceived them as 

ineffective reading strategies in L2 reading.  
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Participants Believed They Should Know and Practice New Reading Strategies Only for 

Reading in L2, Prior to and During the First Two or Three RMA Sessions 

During the first interviews and first three RMA sessions, the participants had 

difficulties articulating what they do when they read in their L1, that is, their strategy use 

in L1 reading. Chanho said, ―I just read in L1.‖ Yoonjae asserted that, ―I don‘t need any 

strategies in reading in Korean (L1) because I am an advanced reader in Korean.‖ The 

rest of the participants stated that they had no idea about special reading strategies in L1 

reading. The participants believed they did not need any reading strategies in Korean 

reading because of their advanced reading proficiency. Therefore, they believed reading 

strategies should be needed only in English (L2) reading in which they had difficulty 

understanding.  

All the participants said that they practiced various reading strategies to improve 

their L2 reading comprehension, which they had never tried in L1 reading. Although 

Jiyoung once implied that a good reader in L1 might also be a good reader in L2 and 

talked about the possibility of transferring L1 strategies into L2 reading, she actually 

practiced a lot of new reading skills and strategies that she had never used in reading in 

L1. She said, ―I often make vocabulary lists in a special notebook and highlight 
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unfamiliar words in the textbook to memorize and look them up in a dictionary later.‖ 

Yoonjae practiced to scan an L2 text by reading only the first two or three sentences in 

each paragraph, especially when he did not have sufficient time to finish reading a whole 

text.  He said that, ―While I read an L2 text, I often mark or underline repeated words 

because repeated words are always important key words I need to memorize.‖ Insup tried 

to improve decoding skills in English by translating sentence to sentence accurately 

while checking his translation with a translated version of the text.  

In sum, the strategies that the participants mentioned were primarily about how to 

deal with unknown and difficult words in L2 reading. This seemed to be because of their 

beliefs about the important role of vocabulary knowledge. They believed reading 

strategies were only needed in English reading where they had difficulty in 

understanding and encountered a lot of unfamiliar words. 

Participants Believed that Texts, Especially L2 Texts, Should Be Inviolable Prior to and 

During the First Three or Four RMA Experiences  

During the initial interview, all the participants revealed their passive views of 

reading. Chanho expressed his conceptions of reading as passive activities by saying, 

―Among the four language skills, reading is the easiest one because the only thing I have 
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to do is to read along what I see in a text.‖  His conceptions were not different from the 

other participants‘. Yoonjae defined reading as a passive activity by saying, ―Reading is 

exclusively relying on visual sensory input.‖ In addition, Eunjung, Insup, and Jiyoung 

believed that the reader‘s goal in reading should be to grasp what the authors intended to 

convey.  

 All the participants believed that reading should be just to receive information 

from the text. All the participants strongly believed that they should read a text the same 

as the text was written. Therefore, they were all very surprised when they realized they 

did not read the text the same as it was written and that they made various miscues in 

both L1 and L2 reading, such as substitution, omission and insertion miscues. During the 

early sessions of the study, the participants, while discussing their miscues, were 

reluctant to accept the fact that their miscues could result from the complicated reading 

process. 

 Until the third or fourth RMA session, while the participants discussed their 

miscues, they did not accept their miscues as a positive influence on their understanding 

because they believed both L1 and L2 texts should not be changed by a reader. They all 

expressed they should have corrected all the miscues in L1 and L2 because they worried 
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that miscues might change the author‘s intention and the texts. Eunjung said, ―We should 

read the text accurately because someone more knowledgeable produced the texts in both 

L1 and L2.‖ 

Their strong beliefs about the efficacy of the texts were similar to research 

findings by Garner. Garner (1987) implied that it was likely that many L2 readers were 

intimidated by an authentic text because L2 readers thought themselves as ―unintended 

audience‖ (p.356). The participants in this study tended to be prone to consider L2 texts 

as inviolable more than they did a text in their own language. When they had difficulty 

understanding an L2 text because the text did not provide sufficient background 

information, they assumed that their comprehension problem was within themselves and 

not within the reading passage. They did not think there would be inaccuracies in texts 

written by knowledgeable authors, especially when they read L2 texts, which was also 

seen in the research by James Davis & Linda Bistodeau (1993). 

The participants‘ belief about the text as inviolable also reflected in their 

disagreement with the possibility of various interpretations of a text, depending on 

readers‘ different knowledge and experience. They believed that there should be one 

predetermined interpretation of a text, especially of L2 texts. Even when they were told 
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their interpretations were different from the researcher‘s, they were more apt to view 

their interpretation or the researcher‘s as a right or wrong one. Especially in English 

reading, they tried to make an effort to translate English texts in strict conformity with 

the original, with precise translation. They seemed to think it might be possible to 

accurately understand the text by translating each word or each sentence.  

In sum, the participants defined reading as a passive activity because they 

assumed that the readers‘ role should be restricted to receive what the author tried to 

convey. They believed that readers could not change the text because readers should not 

disrupt the authority of the text. Therefore, they did not accept their miscues in a positive 

way by saying that they should have corrected their miscues every time. Moreover, they 

seemed to believe that they could get one predetermined interpretation through a 

complete translation of every word and phrase, especially when they read in L2.   

Answer to Research Question 2 

How Do Their Beliefs about Reading Affect the Way they Read in L1 and L2 and Their 

Evaluation of Themselves as Readers in L1 and L2 Reading? 

When addressing Question 2, I include data collected from the initial interview of 

the five participants and RMA sessions to note common themes and patterns that emerge 
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from the way that the participants talk about reading and their evaluation of themselves 

as readers.  

Since reading research suggests that readers‘ conceptions of reading correlate 

with their strategies use (N. Yang 1999; Auerbach & Paxton 1997; Devine 1988), in this 

section, I describe the relationships between the readers‘ beliefs about reading and their 

strategy use and the relationships between their conception of reading and their self-

evaluation of themselves as readers. The main findings are listed with my interpretation 

and evidence.  

Because the Participants Believed Their L2 Reading Comprehension Would Improve 

through the Development of Language Skills, Their Purposes of Reading L2 Were 

Limited to Vocabulary Knowledge Enlargement 

My five participants read in Korean on a regular basis. They continued to read in 

Korean for various purposes—to read news and articles in newspapers for information; 

to check emails, to contact friends in Korea, to visit others‘ homepages, including 

interesting writings, to read narrative stories to get pleasure, and so on. Their purposes of 

reading in Korean were not limited to information- gathering. They read in Korean to get 

personal pleasure for leisure time and to achieve development for academic studies. 
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Although they were in the U.S., they could still easily access Korean writings online and 

on computers connected to the internet. Insup said, ―Reading in Korean is a part of my 

life.‖ Also, all the participants considered reading in Korean as being pleasurable.   

On the contrary, the participants‘ purposes of reading in English were limited to 

improve English language proficiency, primarily to prepare for English exams and to 

accomplish required tasks for school work. They rarely indicated reading for the purpose 

of enjoyment, which was similar to the statement of struggling readers with whom 

Goodman and Marek worked (1996 p.7).  

Although the participants were highly motivated to improve their English 

language ability, their primary goal in reading in English was to increase vocabulary and 

grammar knowledge to prepare for various kinds of English exams. Jiyoung, Eunjung 

and Yoonjae remembered how they studied English reading. While reading in English, 

they usually focused on intensive reading, vocabulary building, grammar exercise and 

translation, like the memories of Korean EFL participants in Song‘s research (1999). 

Yoonjae commented that, ―I engaged in word by word decoding and translation, followed 

by comprehension questions.‖ Jiyoung said, ―Decoding and translation have been the 

only strategy with which I approached an English (L2) text in English classes, because 
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English teachers focused on vocabulary and grammar teaching.‖ 

Their limited purpose of reading in English, in order to improve their linguistic 

skills, promoted labored reading that got in the way of comprehension (Bentum and 

Aaron 2003; Johnston and Allington 1996). They spent less time reading any text and 

tended to pay careful attention to accuracy of print detail. They emphasized intensive 

decoding which often produced laborious and slow reading (Johnston and Allington 1996 

p.999). 

In sum, the participants‘ primary concerns in English reading were not the 

construction of meaning, which seemed to hinder their enjoyment of English reading. To 

accomplish their purpose of English reading, they spent a lot of time analyzing a text to 

translate word-for-word, and relied heavily on the dictionary. More and more, they 

became frustrated and bored in English reading. Gradually, they read less and less in 

English. In consequence, they had few opportunities to engage in reading with personal 

pleasure or in reading various genres of English texts, because their English reading 

material was limited to school work or functional purposes. The narrow reading 

experiences led to a lack of opportunity to be exposed to various and greater reading 

opportunities.  
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In Terms of Linguistic Skills that They Valued Most in Reading, They Self-Evaluated 

Themselves as a Reader in Both L1 and L2. 

The participants‘ beliefs about reading were closely related to their self-

evaluation as a reader. Because of their skill-oriented views of reading, they evaluated 

themselves as a reader in terms of the amount of vocabulary knowledge that they had. 

They assessed themselves as a good reader in L1 because they had little trouble in 

dealing with unknown words and because they had immense vocabulary knowledge in 

Korean. On the other hand, they did not evaluate themselves as a good reader in English, 

as they believed their reading difficulties were caused by their lack of vocabulary 

knowledge and language proficiency in L2.  

At the initial interview, Chanho defined good readers as those who had good 

pronunciation and language proficiency and said all the native English speakers would be 

good readers because ―it would be strange if native speakers read poorly.‖ His definition 

about good reading was related to oral fluency. He thought he would not have any 

trouble in understanding Korean texts, as Korean is his native language. Therefore, while 

he evaluated himself as an advanced reader in Korean, he did not evaluate himself as a 

good reader in English.  
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Eunjung and Jiyoung defined good readers as those who would like to read and 

have a large amount of vocabulary knowledge. They evaluated themselves as proficient 

readers in Korean reading, while they did not in English reading, because of their 

deficient vocabulary knowledge. Likewise, Yoonjae put emphasis on vocabulary 

knowledge in reading in both L1 and L2. He defined good readers as those who would 

have a good sense of language with an enormous amount of vocabulary knowledge.  

All the participants self-evaluated themselves in terms of their conceptions of 

reading and their primary concerns in reading. They had unpleasant memories of their 

struggles with dense academic English texts. They seemed to be discouraged in reading 

in English and bogged down on one major strategy of looking up unknown words in the 

dictionary. As they had low self-evaluation of their English reading, they did not have 

positive feelings about English reading. 

Because of Their Beliefs about Accurate Rendition, the Participants Were Reluctant to 

Tolerate Ambiguity in Reading in L2 and to Accept the Possibility of Different 

Interpretations of One Text 

All the participants had very passive views of reading and believed that the 

readers‘ goal in reading in L1 and L2 should be to grasp the authors‘ intentions 
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―accurately.‖ They suggested that readers should figure out the predetermined meaning 

of a text. Chanho considered reading as, ―receiving the author‘s message.‖ Moreover, all 

the participants suggested that readers should not change a word in a text in order not to 

miss what the authors intended to convey and in order to get an accurate rendition of a 

text. 

Throughout RMA sessions, the participants revealed their obsession for the 

accurate rendition of an L2 text, especially in English reading. Usually in reading in 

English, they made an effort for ―accuracy‖ in reading through word-for-word or 

sentence-to-sentence translation. Therefore, they were reluctant to tolerate ambiguity of 

unknown words. Eunjung and Yoonjae expressed that they would have looked for all the 

unknown words if they had a dictionary on hand during RMA sessions. They asserted 

that when they skipped several unknown words, they might have difficulty in 

understanding the rest of the text.  

Insup stated that satisfactory L2 reading could be achieved when readers 

translated all of the text accurately. He expressed his conception of reading as accurate 

rendition of a text while he talked about how his wife read in L2: 

My wife has good reading comprehension ability. I am often amazed with 
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her accurate translation of what she read in L2. She translates the sentences 

accurately, like meanings in a dictionary, which I seldom try because I try to 

comprehend the gist of the text. I think her reading strategy is more efficient for 

a foreign language learner than my own strategy. I mean, it is good to understand 

every word through the translation from L2 into L1. Reading and translating 

every word accurately is always an efficient way to read in L2, especially when 

we read for the academic purpose.  

Insup assessed his wife as a good reader of English because she translated an 

English text word by word accurately. He also stated that word-for-word translation in 

reading in English should be a prerequisite to understanding the text‘s connotation 

perfectly. 

Moreover, the beliefs about accurate rendition impeded the participants from 

accepting effective strategies that ESL teachers often suggested, such as tolerating 

ambiguity and skipping unknown words. When Eunjung and Jiyoung took an ESL course 

at an English Language Center, their instructor once told the students not to be stuck on 

the words, but they believed the recommended strategies to be effective only for native 

proficient readers. Then later, when Jiyoung encountered the concept of ―top-down‖ 
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processes in reading recently in her masters‘ program, she did not seriously accept the 

role of background knowledge and her prior experiences. Also, Eunjung talked about her 

experiences when she participated in a reading club and discussed the book she read with 

club members. She said, ―It was very surprising to know how we [reading club members] 

had various interpretations of one story because I believed there should be one 

interpretation.‖ Her surprise resulted from her beliefs about reading as accurate rendition 

of a text.  

Because the participants believed reading should be an accurate rendition of a 

text, especially when they read difficult English texts, they focused on lexical decoding 

and vocabulary recognition more than on global meanings or main ideas. In other words, 

when they encountered a lot of unfamiliar words or topics in difficult English texts and 

even in Korean texts, they seemed to read at the word level or made word for word 

translation, rather than try to identify the most important information in the text by 

considering larger chunks of text, such as paragraphs.  

The beliefs about accurate rendition caused the participants, according to their 

own statements, to fail to comprehend what they read, especially when they encountered 

ambiguous words. Jiyoung, Chanho, and Eunjung had trouble in eliminating irrelevant 
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meaning of an ambiguous word from context and often failed to retrieve a proper 

meaning in context because they focused on unknown words instead of deriving the 

meaning of an unknown word from a sequence of contexts. I often observed this 

phenomenon in their English reading throughout all the sessions.  

In Chapter 4, I presented the findings that I used to answer my first two research 

questions as I focused on common themes and patterns that emerged from the analysis of 

the participants‘ beliefs about the reading process and their self-evaluation about 

themselves as readers, prior to RMA sessions and during the first three RMA sessions.  

In Chapter 5, I present the participants‘ changes in their beliefs about reading 

process, in their developing awareness of reading strategy use and in their self-evaluation 

of themselves as readers through RMA sessions over time. To explore the participants‘ 

change over time in depth, I present case studies of two selected participants. I chose the 

two participants, Chanlo and Eunjung, of all five participants, because before the RMA 

sessions began, they articulated the strongest views of reading as an accurate rendition of 

a text. 
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CHAPTER 5 

FINDINGS OF TWO SELECTED KOREAN ESL ADULT READERS‘ CHANGES  

OVER TIME THROUGH RMA SESSIONS  

This chapter presents the findings of Research Question 3: How do their beliefs 

about reading and about themselves as readers change during the process of RMA? 

Throughout all the RMA sessions, I focused on the participants‘ changes in their beliefs 

about the reading process and in their self-evaluation as readers. To explore the 

participants‘ changes over time in depth, I choose two participants of all the 5 

participants, in order to respond to this question. To discover changes over time, I believe 

that focuses on two students provide in-depth information that makes changes over time 

visible. I chose Chanho and Eunjung for this purpose because they started with the 

strongest views of reading as resulting in an accurate rendition of a text. 

The individual case studies of the two participants include their beliefs about 

reading in Korean (L1) and English (L2) and how they changed their beliefs about the 

reading process and their self-evaluation as a reader over time. I interpret their changes 

based on the data collected from their initial and final interviews, miscue analysis of the 

participants‘ oral reading, and all the discussions that occurred between the participants 
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and me, the researcher, during the Retrospective Miscue Analysis (RMA) sessions. 

Quantitative data is included when discussing the data that resulted in statistical 

information and qualitative data examines the miscues that participants made to see the 

extent to which the miscues affect meaning construction and grammatical structure.  

A complete list of the focus of each RMA session is in Tables 6 and 7. A 

summary concluding overall changes of the two participants is included at the end of 

each case study.  

Answer to Research Question 3 

Case Studies of Two Participants—Chanho and Eunjung 

Chanho‘s Case 

In the case study of Chanho, I describe the procedure of the RMA session, as well 

as the initial and closing interviews, to explore how the RMA sessions helped Chanho 

revalue his concept of reading and raise his awareness of the reading process. I present 

data from the initial and final interviews I had with Chanho and a summary of 

procedures for the RMA sessions. I interpret the meaning of each session after the 

presentation. 

All the interviews and discussions during the RMA sessions are conducted in 
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Korean. I then transcribed the conversations in Korean and translated it in English after 

each session.  

Table 6 shows the outline of Chanho‘s sessions, such as the characteristics of his 

reading strategy use and the kinds of miscues selected, based on the miscue analysis of 

his oral reading. Table 7 shows the statistical data from Miscue Analysis of Chanho‘s oral 

reading in Korean (L1) and English (L2).  

Table 6 

Outline of Chanho’s RMA Sessions 

  

Chanho‘s Characteristics 

 

Miscues Selected 

1
st
 session 

(Korean 

reading of 

newspaper 

editorials) 

He corrects most of his miscues that are 

syntactically and semantically 

acceptable and tries to repeat a lot of 

words to pronounce correctly. 

Corrected miscues that are 

fully acceptable with no 

meaning change 

2
nd

 session 

(English 

reading of 

folktale) 

He is unaware of the power of making 

high quality miscues.  

Miscues that reveal his 

strengths, such as his 

syntactic and semantic 

knowledge of language  



` 

 

105 

Table 6  (continued) 

  

Chanho‘s Characteristics 

 

Miscues Selected 

   

3
rd

 session 

(Korean 

reading of 

an essay) 

He focuses on surface features of the 

text rather than on constructing 

meaning. 

Miscues that do or do not 

have semantic acceptability  

4
th

 session 

(English 

reading of 

a short 

novel)  

He repeats words a lot, which reveals 

his insufficient self-confidence as an L2 

reader. 

Miscues that demonstrate his 

effective reading strategies 

such as prediction, 

disconfirmation and self-

correction 

5
th

 session 

(Korean 

reading of 

an 

assertive 

article) 

He shows a big shift to focus on 

meaning construction rather than on 

surface features of the text. 

Uncorrected miscues that are 

acceptable with little 

graphophonic similarity, 

compared to less effective 

and efficient ones 
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Table 6 (continued)  

  

Chanho‘s Characteristics 

 

Miscues Selected 

   

6
th

 session 

(English 

reading of 

a part from 

a history 

textbook)  

He makes miscues that have high 

graphophonic similarity to the text and 

does not correct the miscues that disrupt 

meaning. In addition, compared to other 

reading sessions, he makes fewer 

miscues but tries to sound out without 

comprehending the text. 

Miscues that have high 

graphophonic similarity with 

meaning loss, in comparison 

to the substitution miscues 

that highlight his 

manipulation of syntactic 

knowledge 
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Table 7 

 

Miscue Analysis of Chanho’s Reading in L1 and L2 

 

Reading In           Reading Miscue Analysis 

Korean  1
st
 RMA 

of reading 

Korean 

editorial 

3
rd

 RMA 

of reading 

Korean 

Essay 

5
th

 RMA 

of reading 

Korean 

assertive 

article 

Total words 

# Miscue coded 

Syntactic Acceptability 

Semantic Acceptability 

Meaning Change 

Graphic Similarity 

810 

8 

Yes 87.5% 

Yes 62.5% 

No 12% 

High87.5% 

Some 0% 

Low 12.5%  

  564 

6 

Yes 100 % 

Yes 100 % 

No 83% 

High 0% 

Some 34% 

Low 67% 

614 

9 

Yes 89% 

Yes 89% 

No 88% 

High 57% 

Some % 

Low 33% 
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Table 7 (continued)    

Reading In English                   Reading Miscue Analysis 

  2
nd

 RMA  

of reading 

English 

folktale 

4
th

 RMA  

of reading 

English 

short novel 

 

6
th

 RMA 

of reading    

English 

history   

textbook 

Total words 

# Miscue coded 

Syntactic Acceptability 

Semantic Acceptability 

Meaning Change 

Graphic Similarity 

798 

9 

Yes 56% 

Yes 56% 

No 80% 

High 75% 

Some12.5% 

Low 12.5% 

2268
1
  

9 

Yes 44.5% 

Yes 44.5% 

No 50% 

High 37.5% 

Some 50% 

Low 12.5%  

1443 

4 

Yes 60% 

Yes 60% 

No 33% 

High 67% 

Some 0% 

Low 33% 

                                            
1
 Note: The total words of the novel used during the 4th session do not include the words on the 

first page that the readers read alone at home before the RMA session. 
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Chanho‘s Initial Interview 

The Initial Interview about English Reading 

During the initial interview with Chanho, I used the Burke Interview Modified for 

Older Readers (BIMOR) (Y. Goodman & Marek 1996) (see Appendix A) to guide my 

questions. The interview explored Chanho‘s beliefs about his abilities as a reader, his 

attitudes toward reading, his reading strategies, his perceptions and beliefs of what ―good 

reading‖ means to him, and his early reading experiences, in reading in Korean (L1) and 

English (L2). As the reading interview progressed, I explored his feelings about reading 

instruction, which was important to have an understanding of Chanho‘s experiences as an 

EFL student because his EFL reading instruction formed his beliefs and attitudes about 

reading.  

Before starting the initial interview, I asked him what language he was more 

comfortable with. He wanted to speak in Korean about L1 and L2 reading. I translated 

our discussion in English later after each meeting and showed my translation to him to 

confirm that my translations expressed what he meant.  

At the initial interview, I interviewed Chanho about his conceptions of reading in 

English first. When asked whether he knew somebody who might be considered as a 



` 

 

110 

good reader in English, he did not talk about reading as meaning a construction process. 

He defined a good reader in English, in terms of pronunciation and intonation. He talked 

about one of his classmates as a good English reader: 

One of my classmates is a good English reader who I know. While reading aloud 

in class, he changes a tone of voice or intonation according to the different punctuations 

in the text. In addition, he creates a pause between meaningfully separate clauses, which 

helps us [the other listeners] understand the passage. 

Chanho defined a good English reader as one who was proficient at oral reading 

and who had good pronunciation and intonation. Although he talked about dividing a 

sentence into meaningful clauses or units, he did not mention reading as the meaning 

construction process.  

Chanho also revealed his concern about pronunciation and intonation in his 

answer to the question: ―What‘s the most difficult thing in reading in L2?‖ He said his 

difficulty in English reading is ―to pronounce words, especially long words, accurately.‖ 

As he believed the transmission of spoken communication should not be achieved 

without proper pronunciation, he was very worried about his poor pronunciation. He said, 

―I study reading for pronunciation practice.‖ His concerns about his pronunciation and 
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intonation seemed to focus his attention on the sounds of oral English while reading.  

When asked what Chanho did when he came to something he did not know in L2 

reading, he answered: 

Vocabulary is the most difficult thing in English reading. If I encounter 

unknown words, I try to guess them in the context or infer their meanings by 

associating possible meanings with the meanings before and after the words. I 

try to grasp the global meaning, rather than translate word by word. 

When I first heard the L2 reading strategies Chanho said he tried to use, I did not 

think I had anything new to help him. I thought he could improve his reading 

comprehension through a continuous practice of the reading strategies that he had 

already used.  

However, when I asked whether Chanho ever did anything else other than 

guessing the meanings in context, what he said worried me. He started to talk about how 

to take L2 reading comprehension tests effectively. He identified L2 reading 

comprehension with solving reading problems in L2 tests:  

I‘ve learned a great number of strategies for test-taking. When solving the 

problems of English reading comprehension tests, I read the questions first and 
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then read passages to locate the answers. In this way, I can decrease reading time 

and I don‘t have to read a whole long passage. The purpose to read passages in a 

test is to answer questions. I can solve questions without full understanding of 

the passages. I don‘t have to bother myself understanding a whole text in L2 

reading tests. If I know   almost all important words, I will not have any 

trouble.  

In taking reading tests, Chanho‘s concerns were not about the ability to 

comprehend reading passages, but about the ability to locate answers promptly, which 

was his focus whenever he practiced to improve his reading ability in English. He 

defined vocabulary knowledge as the most important factor in L2 reading, as he believed 

that he could generally locate corresponding answers when he knew key words in 

reading passages. He also stated, ―I can improve reading comprehension ability by 

improving vocabulary knowledge.‖  

When asked whether he considered himself a good English reader, he answered 

negatively. His self-evaluation criteria were based on the reader‘s amount of vocabulary 

knowledge and the reader‘s ability to infer the meaning of unknown words. Because he 

strongly thought he was lacking in English vocabulary knowledge and often had 
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difficulty in understanding unknown words in English reading, he did not think himself a 

good English reader.  

To understand Chanho‘s English reading experiences more, I asked him how he 

learned to read in English. His memories about English reading were only about what he 

read in his English classes at school in Korea.  

Chanho started to learn English as a foreign language from the 7th grade in 

middle school. At school, he learned English in an intensive approach, in which reading 

was done for detailed comprehension of short and difficult texts that contained many 

strange words and idiomatic expressions and that rarely provided enough contexts for 

readers to infer the meaning of unfamiliar words. He was taught with a bottom-up 

approach like general EFL reading classes (Nagao 2002). Therefore, his reading classes 

focused on English grammar and new words to a much greater extent than to meaning. 

Moreover, instead of being exposed to various or enormous amounts of reading texts, in 

EFL reading classes, he only had limited experiences to practice reading with a narrow 

range of reading texts.   

As Chanho believed that higher scores in reading tests would prove his proficient 

reading comprehension ability and that he would be able to achieve higher reading scores 
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through enlarged vocabulary knowledge, he stated that ―studying a lot of words would 

automatically lead to good reading ability in English.‖ 

The Initial Interview about Korean Reading 

After finishing a 40-minute interview with Chanho about his conception of 

English reading with the BIMOR questions, I asked him the same BIMOR questions 

(Appendix B) to explore his perception of reading in Korean. Although I started to ask 

about reading in Korean, Chanho enunciated his general beliefs about reading in any 

language. He said that reading should be just receiving information from the text and that 

readers should be passive in processing the text.  He commented, ―Among the four 

language skills, reading is the easiest one because the only thing I have to do is to read 

aloud what I see in the text.‖ 

It was very interesting to hear his beliefs that reading should be passive and 

receptive activities. He had no doubt that readers would read the text accurately just as it 

was written.  

Chanho‘s passive views about reading seemed to be closely related to his belief 

that the accumulation of lexical knowledge would lead to reading comprehension 

proficiency automatically. He seemed to believe that readers could comprehend reading 
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texts through visual sensory perception and automatic vocabulary recognition without 

activating an active and working brain.  

When asked how Chanho improved his reading comprehension in Korean, he 

said, ―I have improved my Korean reading ability by accumulating vocabulary 

knowledge.‖ Even in reading in his native language, he emphasized the role of 

vocabulary knowledge. He also defined good readers as those who have sufficient lexical 

knowledge. So, he added that, ―readers‘ insufficient vocabulary knowledge would lead to 

failure in understanding texts.‖  

While Chanho answered the question to what he does when he encounters 

unknown words in Korean reading, he showed strong confidence about his reading 

ability in Korean. In terms of vocabulary knowledge, he evaluated himself as an 

experienced and advanced reader in Korean. He stated: 

      I am a good and experienced reader in Korean, because Korean is my 

native language in which I am proficient and comfortable. In Korean reading, I 

seldom encounter unknown words. Actually, I cannot imagine the situation in 

which I would have difficulty understanding Korean texts because of difficult 

unknown words. 
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Although his confidence level was much higher when he talked about his reading 

ability in Korean compared to his self-evaluation as a reader in English, his criteria to 

define a good or bad reader were the same, that is to say, the amount of vocabulary 

knowledge.  

As the interview with Chanho continued, he revealed more about his beliefs 

about good reading and good readers in Korean: 

Researcher: Who is a good reader in Korean you know? 

Chanho: I don‘t know how to measure reading ability. I cannot say ‗who.‘ But, 

generally, a silver tongue orator may be a good reader, because he can convey his 

reading clearly and skillfully, with a fluent accent and excellent pronunciation to 

let listeners understand well.  

Researcher: You seem to talk only about the case of reading aloud. Who is a good 

reader in reading silently?  

Chanho: Oh! Someone who reads fast and grasps the topic immediately is a good 

reader. Moreover, someone who reads a lot would become a good reader.  

Researcher: If you knew a Korean reader who was having trouble reading in Korean 

how would you help that person? 
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Chanho: I would advise him to read a lot. Then, I would let him practice reading 

aloud many times. If I hear him reading aloud, I would find what kinds of 

problems he has. To read many easy books would make him a good reader. I 

would let him practice the ability to understand a main idea fast.  

Chanho‘s definition of reading in Korean was not completely different from what 

he believed about reading in English. He again focused on oral reading. He did not 

mention reading comprehension as meaning construction until I asked him whether he 

distinguished between oral reading and reading comprehension. Finally, he said that, 

―Reading comprehension would be improved by reading a lot.‖ 

Although Chanho was far away from Korea and staying in the U.S., he still 

continuously read in Korean for various purposes. He read an online Korean newspaper 

to get information, emails from friends to keep in touch with them, and Korean novels to 

get pleasure. On the other hand, he read English only for academic purposes and rarely 

read in English for personal pleasure. In other words, while reading in Korean has been 

an important part of his life, reading in English has been a tedious and time-consuming 

task for him because the purpose of reading in English was to accomplish assignments 

for his academic needs.  
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Interpretation of the Initial Interview 

What Chanho expressed at the initial interviews mirrored that he did not envision 

―reading as a process of thought-getting [that] begins with meaning‖ (Smith 1955 p.14). 

Because of his concerns about vocabulary and how oral reading sounds, he did not 

include the concept of reading comprehension as a meaning-making process in his 

definition of reading, even in L1. 

The First RMA Session: Oral Reading of Korean Short Essays 

At the closing of the initial interview, I recorded Chanho‘s reading of Korean 

short essays. During the first reading in Korean, he made only five miscues and he 

corrected four of the five miscues, although they were grammatically and semantically 

acceptable with no meaning change. In preparation for the first RMA session, I pre-

selected three miscues and planned how to facilitate the discussion by filling in the RMA 

organizer. I decided to focus our first session on the discussion of fully acceptable 

miscues where correction was unnecessary, which is called ―overcorrection‖ (Goodman 

and Marek 1996). I expected that our discussion would lead Chanho to reflect on his 

strong beliefs of reading as accurate rendition of a text. 

To discuss Chanho‘s overcorrection strategy, we talked about whether his miscue 
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would make sense and sound like language to learn whether his correction was effective 

in his understanding. First, I showed him a corrected omission miscue:  

ⓒ 

믿지 못 하는 게 무식보다도 더 큰  죄악이 아닌가도 싶다.  

(Corrected Korean Omission Miscue) 

Distrust seems to be more cardinal sin than ignorance.            

(English Translation of Korean Text) 

Chanho omitted the word dŏ (더, more)
2
 in a comparative sentence and then 

corrected it, although his miscue made sense and sounded like language with no meaning 

loss in Korean. In Korean, more is often omitted. We talked about the grammatical and 

semantic acceptability of the miscue: 

Researcher: Does the miscue sound like language? 

Chanho: Yes, I think so. 

Researcher: Does the miscue make sense? 

Chanho: Yes, it perfectly makes sense, although I omitted it.  

Researcher: Do you think you need to correct the miscue? 

Chanho: Yes, definitely. 

Researcher: Why do you think you corrected the miscue? 

                                            
2
 In this paper, when I discuss the participants‘ miscues, I put a Korean miscue coded in italic with its 

Korean written form and its English meaning in a parenthesis. 
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Chanho: I attempted to double-check whether I read the words exactly.  

Researcher: What do you mean by ‗read the words exactly?‘ 

Chanho: Um . . . I wonder why you asked the question. I think readers are supposed 

to read the text exactly as it is written. 

Researcher: Why do you think you made the miscue? 

Chanho: I did not pay close attention to the text.  

Although Chanho agreed that the miscue was grammatically and semantically 

acceptable, he insisted that all the miscues should have corrected. His strong belief about 

an accurate reproduction of a text explained why he often repeated words in the text and 

tried to correct every miscue he detected during the first reading session.  

In order to introduce him to the notion of high-quality miscues that prove his 

meaning construction process, we examined the grammatical and semantic acceptability 

of the miscue related to the degree of graphic and sound similarities: 

 

ⓒ 기분 

나는 한 순간 무참한 느낌 으로 숨이 막히면서,  

(Corrected Korean Substitution Miscue) 

At that moment, I was suffocated with a sense of shame, 

(English Translation of Korean Text) 

Chanho substituted kibun (기분, feeling) for nŭkkim (느낌, sense). Although the 
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word in the text and the miscue he produced have the same grammatical function and 

carry the same meaning, they do not have graphophonic similarity at all. He was very 

astonished at the low graphic similarity between his miscue and the word in the text. He 

expected that miscues would have a high graphic similarity to words in a text because he 

thought all the miscues might be caused by his lack of close attention to the text. 

Therefore, when I asked why he thought he made this miscue, he could attribute the 

miscue to his carelessness.  

Then, we talked about whether this miscue affected his understanding. Although 

he admitted that some miscues would not interfere with his understanding, he insisted 

that he should correct every miscue. At this point, I presented one more corrected 

miscue:  

      ⓒ 탄생했을  

처음 탄생할   때 지녔던 가치를 

(Corrected Korean Substitution Miscue) 

the value that it had when it is born  

(English Translation of Korean Text) 

The translated English sentence of the Korean text may look and sound like an 

ungrammatical sentence in English native speakers due to tense disagreement between 

two clauses, but tense agreement of verbs in a subordinate sentence in Korean is not so 
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critical as tense agreement in English. Chanho‘s substitution of the past tense 

tansanghassul-(탄생했을, was born) for the present tense tansanghal- (탄생할, is born) 

may be more uncommon to Korean native speakers.  

However, the miscue Chanho made was grammatically and semantically 

acceptable in Korean with no meaning loss. Moreover, the miscue did not disrupt the 

meaning of the sentence, but he corrected it. While we discussed this miscue, we talked 

about how actively he used his knowledge of language when he read to construct his own 

meaning. He said, ―It is very surprising I did not read the word as it was written in the 

text. The miscue makes sense and sounds like language.‖  

At this moment, I tried to understand why Chanho attempted to correct every 

miscue. When asked whether he thought the miscue changed the meaning of the sentence, 

he acknowledged that his miscue did not disrupt his understanding. On the other hand, 

when asked whether he thought the miscue needed to be corrected, he still answered 

affirmatively.  

In order to discuss in-depth, the inefficiency of Chanho‘s reading process when 

he tried to correct every miscue that caused no meaning change, I showed Chanho 

several partial repetitions he made. During the first RMI session, he often repeated the 



` 

 

123 

first one or two syllables of words. They are called partial repetitions, but not coded as 

miscues. When asked why he frequently repeated reading the first parts of words, he 

answered he did so because of his attempt to articulate words correctly and clearly. In 

fact, his explanation of the partial repetitions was not unexpected because he emphasized 

an exact reproduction of a text throughout the initial interview and the first whole RMA 

session. 

Interpretation of the First RMA Session 

As an experienced and proficient reader in Korean, Chanho understood the text 

without any difficulty and made high quality miscues that were grammatically and 

semantically acceptable with no severe meaning change. He accepted that he did not 

sometimes read a text as it was written when he saw his high quality miscues with low 

graphic similarity. Chanho seemed to understand that his miscues might not have 

resulted from his careless attention to the text because he produced grammatically and 

semantically acceptable miscues which showed his knowledge of Korean language.  

However, again and again he reiterated his beliefs that he should correct every 

miscue he produced because readers should not change a text. He attributed the reason of 

his partial repetitions as his attempt to read the text accurately. Even after we talked 
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about the inefficiency of the reading process when he tried to correct every miscue and 

repeat reading words to pronounce correctly, he did not discard his beliefs about accurate 

rendition of a text. 

The Second RMA Session: Oral Reading of a Norwegian Folktale 

I was sure that the first Korean RMA session gave Chanho a chance to reflect on 

his views of reading as a passive process because he realized that sometimes he did not 

read every word exactly as it was written in the text and because he partially understood 

that he made miscues that were syntactically and semantically acceptable by using his 

knowledge of Korean language. Therefore, I wanted him to expand his realization into 

his reading in English and to consider his beliefs about reading, as well as in his English 

reading.  

We started the second RMA session with the discussion of Chanho‘s reflection 

about his L1 miscues that we discussed during the first RMA session and his thought 

about his English reading at the end of the first RMA session: 

       I know Korean very well and I am a proficient reader in Korean. I can 

understand Korean texts despite my miscues. Or, because I understand Korean 

texts well, I can make miscues. However, because English is a foreign language 
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to me, I do not have a good sense of English. I process English slowly. So, I am 

sure I will not change English texts but read them the same as they are written. 

Actually, I think I have to do so because I am not a proficient English language 

learner.   

Chanho asserted that reading in English (L2) would be a very different process 

from reading in Korean (L1) because of the different level of his language proficiency. 

Before he saw his L2 miscues during the second RMA session, he vaguely imagined that 

he might make miscues only in Korean reading. His assertion was based on his beliefs 

that because Korean is his native language at which he is proficient, language proficiency 

enabled him to predict and make miscues while reading in Korean. On the contrary, he 

believed that he would not make miscues in reading in English because his low language 

proficiency might make him stick to the text. His different perception of the possibility 

that he would make miscues in reading in L1 and L2 seemed to be closely related to his 

self-evaluation as an L1 and L2 reader. His lack of confidence in his English reading 

ability led him to value an accurate reproduction of a text and to not value his active 

reading process in English.   

During the second RMA session, I set the goal to help Chanho develop an 
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understanding of the reading process and to give him an opportunity to see his strengths 

in English reading. To achieve the goal, I planned to help him realize that he did not read 

word by word as an active reader using his knowledge of language. I started with an L2 

substitution miscue that was not corrected. Although it was grammatically unacceptable, 

he substituted the past tense of a verb because the main verb was past tense. 

fell  

Then he was afraid that she would fall off the roof and hurt herself.     

(Uncorrected English Substitution Miscue) 

Chanho substituted a past tense verb fell for an infinitive form fall. Because he 

changed verb tense after an auxiliary verb would, the substitution miscue was 

grammatically unacceptable for English speakers. However, the ungrammatical and 

improper use of verb tense is a common syntactic error feature of English interlanguage 

produced by second language learners from various language backgrounds. This 

phenomenon of improper use of verb tense is also found in other Korean ESL readers‘ 

miscue research (Song 1987; Lee 2000). It was also discovered that their comprehension 

is seldom hindered by miscues of ungrammatical verb tense in oral L2 reading.  

When I asked Chanho why he thought he made this miscue, he answered that this 

substitution miscue was another example of his misarticulation. Because of high graphic 
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similarity between fell and fall, he was not willing to accept that the miscue proved his 

focus on meaning rather than on form. Because the miscue was grammatically 

unacceptable, he said that he should have corrected the miscue.  

However, when I asked Chanho whether the miscue hindered his understanding 

of the text, he answered in the negative. Then, when asked why he did not notice the 

miscue, he hesitated for a minute and answered he did not because he did not pay proper 

attention to the text. When we talked a little bit more about why he did not notice the 

miscue, I asked whether he would agree that he did not notice the miscue because he 

seemed not to focus on the surface feature of a word, but on meaning. However, Chanho 

denied that the miscue might prove his focus on meaning. So, we stopped discussing that 

miscue and started to discuss another uncorrected miscue. 

rope 

But the man spoke too soon, for just then the cow fell off the roof. 

(Uncorrected English Substitution Miscue) 

Chanho substituted rope for roof. As he substituted noun for noun, the miscue 

was syntactically acceptable, that is to say, it sounded like language. In addition, this 

substitution miscue is semantically acceptable because it made sense. The part of the 

story was about an event that happened while the man was putting the cow on the top of 
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the house, which was called ―a sod house.‖  As the roof of the house had growing grass 

on it, the man thought the cow would find grass to eat up there. He tied the cow with a 

rope lest she fell off the roof and hurt herself, but before long, the cow fell off the roof.  

As I thought this substitution miscue showed Chanho‘s prediction strategy while 

reading, I asked whether he predicted the cow would fall off of the rope that she was tied 

up with. He answered in the negative. Although he stated that my explanation might be 

plausible, he disagreed with my explanation. Because of high graphic similarities, he was 

reluctant to accept that the miscues might show his grammatical and semantic knowledge 

of English language. 

Throughout the second RMA session, Chanho‘s obsession with pronunciation 

was often observed. Again, he identified this miscue as his misarticulation. He explained 

that there was no distinction between p and f, b and v, and r and l in Korean, so that he 

often made phonological mispronunciations of those consonants. In fact, ESL learners 

from certain language backgrounds often mispronounce those consonants and 

phonological mispronunciations often result from L1 interference (Hall and Guthrie 

1980). However, I did not consider this miscue as an example of mispronunciation, due 

to L1 interference. His overall oral readings showed that he did not have any problem in 
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pronouncing and producing those phonological features like the Standard English users.  

At this point, I showed Chanho a miscue that was syntactically and semantically 

unacceptable and that he corrected. As he believed he had insufficient English language 

knowledge, he had a low self-evaluation as an L2 reader and believed he should adhere 

to word-for-word accurate reading. I planned to lead our discussion to encourage him to 

understand his strengths in using his knowledge of language while reading in English.  

 

ⓒ have to  

I  haven’t time to find any grass for you now.  

(Corrected English Substitution Miscue) 

I wanted Chanho to see why he noticed his miscues and corrected them. Without 

proper knowledge of language, readers would not notice grammatically or semantically 

unacceptable miscues. To notice unacceptable miscues, he needed to use his grammar and 

semantic knowledge of English. So I started from the question about grammatical 

acceptability of the miscue.  

Researcher: You read, ‗I have to time‘ for ‗I haven‘t time.‘ Does it sound like 

language?  

Chanho: No.  

Researcher: Why do you think you made this miscue? 



` 

 

130 

Chanho: Maybe, that‘s because ‗haven‘t‘ is not a familiar form for me.  

Researcher: All of your miscues that we discussed reveal your grammatical 

knowledge of English language. You substituted verb for verb and noun for noun. 

Chanho: Okay. 

As we had already discussed grammatical acceptability several times, without 

hesitance, Chanho agreed he usually substituted verb for verb and noun for noun. He 

partially revalued the reading process that showed he continued to use his English 

language knowledge. We continued to discuss the miscue: 

Researcher: When readers find that their miscues do not sound like language, they 

correct them. When you found that it sounded strange when you read, ‗I have to 

time,‘ you went back and corrected your miscue.  

Chanho: It is very interesting, but I think I corrected my miscue because I misread 

it . . . I, as a reader, have to read the text as the author wrote. 

Researcher: You corrected this miscue, but, you did not correct the first two 

miscues we talked about, did you? 

When I explained that sometimes Chanho noticed and at other times he did not 

notice his miscues, depending on their grammatical acceptability, he did not accept my 
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explanation, but said that he would notice every miscue. Also he added that miscues were 

something that had to be corrected and that readers should read the text as it was written.  

Chanho‘s beliefs about accurate rendition of a text explained why he tried to 

correct every miscue. Chanho‘s overcorrection observed in his Korean reading during the 

first RMA session was also seen in his English reading. At the end of this RMA session, 

as an extension of the first RMA discussion into the L2 reading, we talked more about 

Chanho‘s over-correction of his L2 miscues that were syntactically and semantically 

acceptable.  

               ⓒ to  his 

When the wife went into the house, she saw….  

(Corrected English Substitution Miscue) 

 

We first talked about the syntactic acceptability of the miscue by discussing the 

question: ―Does the miscue sound like language?‖ Chanho realized that he usually 

substituted words with similar or appropriate grammatical functions, such as preposition 

for preposition and possessive for the definite article.  

Then, we examined the semantic acceptability of the miscue by discussing the 

question: ―Does the miscue make sense?‖ Chanho found that in general his miscues 
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during the second session were semantically acceptable without much meaning loss 

when he succeeded in understanding what he read.  

When asked whether the miscue should have been corrected, Chanho again 

expressed his beliefs about accurate rendition of a text, by saying that every miscue 

should be corrected and that readers should not change the text because they should 

grasp the author‘s intention. Until the end of the second session, he continued to hold his 

strong beliefs about the accurate reproduction of a text.  

Interpretation of the Second RMA Session 

Through the discussion of Chanho‘s L2 miscues in terms of grammatical and 

semantic acceptability, I tried to show him how actively he used his grammar and 

syntactic knowledge of language because he noticed his miscue when it did not sound 

like language or when it did not make sense. However, he was still reluctant to accept his 

miscues as a product of his active reading process, in which he constructed his own 

meaning while using his grammar and semantic knowledge of language.  

During the whole second session, although I showed him several miscues that 

demonstrated his strengths in using the knowledge of language, he attributed his miscues 

to his misarticulation. So, he continued to insist that he should correct every miscue and 
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read the text accurately. Chanho‘s beliefs about the accurate reproduction of a text 

seemed to be closely related to his low self-evaluation as an L2 reader. He stated that 

because as an ESL reader he lacked a sense of English language, he should not change 

the text.  

The Third RMA Session: Oral Reading of Korean News Editorials 

During the previous two RMA sessions, Chanho tried to achieve an accurate 

rendition of a text and word-recognition accuracy, which was his primary concern. He 

believed if he knew all the words in a text, he could understand the text perfectly without 

difficulty. He only valued vocabulary knowledge in reading and did not value reading 

strategies such as sampling, predicting, confirming, and correcting as the reading process. 

I, therefore, planned our third session to encourage him to value his strategy use in 

reading, including:  (a) sampling from or referring to antecedent information in the text, 

(b) predicting what is coming next, (c) confirming or disconfirming his predictions, and 

(d) using his general knowledge to make associations with information in the texts. I 

wanted him to be exposed to the view of the reading process as a psycholinguistic 

guessing game as described by Goodman (1967; 1996b), in which one's knowledge in L1 

reading would be an asset in L2 reading, rather than irrelevant. I wanted him to know 
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that L2 readers should use the same reading strategies they use in reading in L1. From 

now on in this dissertation, I refer to those reading strategies illustrated above as, 

―Universal Reading Strategies.‖ 

To steer our discussion toward the focus of Universal Reading Strategy use, I 

chose editorials from newspapers in Korean as reading materials for the third session. 

The genre of editorials generally focuses on the editors‘ opinion. It seldom provides 

sufficient explanation or background information of the issue to help the readers 

understand because the editor assumes that the reader already knows about the issue. To 

understand editorials better, readers need to use their knowledge of language and thought 

simultaneously. If Chanho had relevant background knowledge, he would understand the 

editorial better. Otherwise, it would not be easy for him to grasp the content if he would 

process the editorials at the lexical level.  

I expected him to become aware of the importance of an active reader‘s role, 

especially in making predictions by using his background knowledge. Also, I wanted him 

to realize that vocabulary knowledge alone is not sufficient because reading editorials 

would require comprehension beyond the literal level.  

The first thing we discussed together was to see whether the recognition of word- 
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by-word would be sufficient enough for him to fully understand the text. During the third 

reading session, he made three partial miscues which were all non-words and did not 

make sense. He read kunhyŏng- for kyunhyŏnggam (균형감, sense of balance), chong- 

for kongchikja (공직자, public officials) and pyoyong- for poyonglyŏk (포용력, broad-

mindedness). I did not include them in the number of miscues because they were all 

partial miscues and because partial miscues are not coded in miscue analysis procedures.  

However, the number of the partial miscues might be considered a large number, 

compared to the miscues he produced during the whole third reading session. Therefore, 

we talked about the partial miscues first. Moreover, I concluded that they demonstrated 

he focused mainly on graphic cues rather than meaning. As he made those partial 

miscues without semantic acceptability and with high graphic similarity, I assumed that 

he read word by word instead of getting a general idea of the text. After showing those 

partial miscues, I asked whether he understood the text satisfactorily, and he admitted 

that he seemed to have difficulty understanding the text. It seemed that he relied heavily 

on the surface feature of the text. 

Then, we talked about a miscue that caused a serious meaning change. This 

miscue also showed that Chanho relied too much on graphic cues rather than semantic 
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cues:  

            ⓒ 흘리지  

어떤 상황에서도 흔들리지 않도록….  

                 (Corrected Korean Substitution Miscue) 

in any situation, in order not to be shaken . . .         

(English Translation of Korean Text) 

Chanho substituted hŭliji (흘리지, to spill) for hŭndŭliji (흔들리지, to be 

shaken). The miscue was grammatically acceptable as he substituted a word with the 

same grammatical function of a negation form. In addition, it was semantically 

acceptable as it made sense. Although it was grammatically and semantically acceptable 

and looked so similar to the word in the text, it caused a serious meaning change which 

demonstrated that Chanho paid more attention to graphic cues rather than to meaning.  

When asked why he thought he made this miscue, he expressed he was not 

interested in the topic of the editorial and that he did not know the topic well. He 

admitted that he focused on decoding each word, which led me to conclude that his lack 

of interest and background knowledge resulted in his comprehending the editorial at the 

lexical level.  

To help Chanho revalue his active reading process, we talked about the miscue 

that supported his ―prediction‖ and ―confirmation‖ strategy use: 
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                          ⓒ 수고    

총수 일가를 향한 검찰 수사 고삐가 조여드는 시기에 나온 사과라 

            (Corrected Korean Substitution Miscue) 

Because the apology coincided with prosecutors‘ tight rein in investigation into 

the Chungs (Hyundai Chairman Chung Mong Koo and his son Chung Eui Sun, 

the president of Hyundai affiliate Kia Motor) . . .  

(English Translation of Korean Text) 

Chanho substituted sugo (수고, effort) for susa (수사, investigation). He agreed 

that his miscue revealed his use of grammatical knowledge in reading, because he now 

fully understood he usually substituted noun for noun and verb for verb. 

When asked why he thought he made the miscue, Chanho answered that he 

predicted the prosecutors were going to make ―efforts.‖ He added that his prediction 

seemed to be influenced partly by the following word he read ahead before he orally read 

aloud and partly by the word endeavor in the previous sentence. While we discussed his 

prediction, Chanho realized he constantly integrated what he was reading at the moment 

with what he already read before. In other words, he understood he sampled from or 

referred to antecedent information in the text and then predicted what would be coming 

next. When we talked about why he corrected the miscue, he understood he was 
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confirming or disconfirming the prediction in terms of grammatical and semantic 

acceptability.  

In order to help him revalue the reading process a little bit more, I presented one 

more miscue caused by a prediction: 

남북자 

납북자, 국군포로 문제를 해결할 실마리를 찾아야 한다.  

              (Uncorrected Korean Substitution Miscue) 

We have to find a way to resolve the issue of abductees and prisoners of war held  

by North Korea.  

               (English Translation of Korean Text) 

Chanho substituted nambukja (남북자, South and North Koreans) for napbukja 

(납북자, abductees). He did not notice the miscue, so he did not self-correct and kept on 

reading. However, when he encountered the same word ―abductees‖ in the following 

sentence again, he halted for a couple of seconds at the word, but did not make a miscue 

at that time. While talking about this miscue, he stated: 

      I noticed the miscue after I saw the same word appearing in the following 

sentence. But this time, I think that I do not need to go back to correct the 

miscue, because I can understand the text despite the miscue. 

It was the first time that he discussed his meaning-making process as an influence 
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over his usual concern for the accurate rendition of a text.  

While discussing the miscue, Chanho compared reading in Korean (L1) with 

reading in English (L2). He said the correction of his L1 miscue should not be the same 

process as that of his L2 miscues because of his deficit knowledge of English language. 

He said that he could accept that the self-correction of his Korean miscues would support 

that he might be an active language user in Korean while the correction of his L2 

miscues would not, because he had a lot of trouble in developing a perfect understanding 

of an English text, due to a lot of unfamiliar words. Therefore, he was reluctant to 

discard his beliefs that L2 reading should be a passive activity, in which readers should 

rely exclusively on visual sensory perception.  

After listening to Chanho‘s different conception about his miscues in L1 and L2, 

I decided that it would be a good time to discuss Chanho‘s different levels of confidence 

in his Korean and English reading ability. Chanho had strong confidence in his Korean 

reading ability, especially in terms of vocabulary knowledge, but he expressed that two 

of the four Korean editorials were too difficult to understand.  

I wanted to confer with Chanho about why he had trouble in understanding two 

editorials and also to examine whether the difficulty was caused by his vocabulary 
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knowledge or other factors. He answered he could not understand one editorial titled, 

―The First Female Premier-Designate‖ well because the editorial dealt with a delicate 

political issue in which he was not interested. He said that his trouble in understanding 

was not due to difficult words because there were no unfamiliar words in the editorial. 

His retelling disclosed that his interpretation deviated from what the text said and from 

what the researcher interpreted. He stated: 

There was an intense debate going on in the hearing about why a female 

prime minister was nominated. Being Prime Minister will be too much of a job 

for a woman. The idea of a woman Prime Minister is too early yet in Korea. 

Chanho commented that he never imagined that a female prime minister would 

be nominated in Korea. His prejudice against a female leader seemed to affect his 

interpretation of the editorial. I pointed out that I did not think his interpretation was 

what the editor wanted to convey. To examine whether his interpretation was based on 

the editorial, we read the editorial together. Then, he accepted that his interpretation was 

not explicitly stated in the editorial. However, he still insisted that his interpretation was 

not different from what the editor tried to convey, because he believed the editorial 

alluded to his interpretation. Although we did not agree about the editor‘s intention, we 
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agreed on the possibility that there could be various interpretations of one text because 

readers‘ experiences and knowledge would affect their interpretation in reading. 

Interpretation of the Third RMA Session 

Chanho seemed to pay more attention to the text at the word level because he 

produced more miscues which were non-word or caused big meaning change in reading 

the Korean text, which he admitted he did not understand.  

The most interesting thing that I noticed during the third session was that Chanho 

was very surprised with the fact that his miscues revealed reading difficulties in 

understanding in his native language at which he was proficient. He did not imagine that 

he would have difficulty understanding a text in Korean because he recognized all the 

words in the text. He said that his trouble in understanding was not due to difficult words 

because there were no unfamiliar words in the editorial. 

Prior to this session, Chanho believed that every written text would contain a 

precise meaning which readers should passively receive because he considered reading 

as a passive process. At the closing of the third session, however, he began to doubt his 

conception of reading as an accurate reproduction. Chanho realized that he reversed, 

substituted, inserted, omitted, and transformed words in the text. He began to think that 
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his active role as a reader to construct his own meaning caused him to make miscues. He 

was able to articulate that he realized that his miscues supported his constant sampling, 

prediction and confirmation. He began to revalue his miscues that resulted from the 

interaction between his language and thought. He began to think about the reading 

process as a meaning-making process involving the interactions between his language 

and thought. 

However, his change of views about reading was only about reading in Korean, 

because he expressed that reading in English should be accurate rendition of a text due to 

his lack of English language proficiency.  

The Fourth RMA Session: Oral Reading of an English Short Novel 

During the previous third RMA session, Chanho showed that he began to doubt 

his beliefs about reading as a passive activity and as an accurate reproduction of a text. 

Based on his change, I anticipated that he would decrease his overcorrection and word 

repetition that hindered him from understanding the text effectively and efficiently. 

However, at the end of the third RMA session, when he read aloud an English narrative 

titled, ―Yang the Third and Her Impossible Family‖ for the next RMA session, he still 

made a lot of repetition of words and phrases.  



` 

 

143 

I, therefore, planned to discuss the reason why he still made word repetitions. I 

expected our discussion to be helpful for him to reconsider his beliefs about reading in 

English and to expand what he learned from his previous Korean RMA session into this 

session.  

Before we listened to Chanho‘s repetitions on the recording tape, I asked him 

why he repeated words or phrases a lot. He answered, ―I think I made a lot of repetitions 

to double-check my comprehension because the words or phrases that I repeated were 

difficult.‖ However, after he saw the repetitions coded on the transcript and listened to 

the tape, he found the words or phrases that he repeated were high-frequent words he 

understood instantly and easily. The followings are the words or phrases Chanho 

repeated:  

®      

1. He‘s one of the main supporters of the . . .                                                   

®  

2. [I] saw that she was gently shaking her head. 

®            

3. The Hansons would …… respect her a lot more. 

®  

4. But I didn‘t know what it was. 

About repetitions, Chanho mentioned, ―I attempted to read every word accurately. 

As those words I repeated were easy words, I think my attempt did not help me 
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understand better, but hindered me from getting the flow of understanding.‖ Through our 

discussion about his repetitions, he had a number of chances to reflect on how effectively 

and efficiently he read in English.  

Another thing that I frequently noticed throughout the fourth RMA session was 

that Chanho continued to show a low confidence level in his L2 reading, compared to his 

confidence in his L1 reading. During the previous RMA session about his L1 reading, he 

confidently expressed his own interpretation in reading in Korean. When he had an 

interpretation of a Korean text that was different from the researcher‘s, he said, ―There 

might be various possible interpretations because the author did not express his idea 

explicitly.‖ Once he even stated, ―I think my interpretation is more plausible than yours.‖  

On the other hand, during this 4th session of his English reading, he hesitated to explicate 

his own understanding of the English text and to express his opinion on his English 

miscues to the researcher. He often wanted confirmation about his interpretation, asking 

―Do you think my interpretation is right?‖  

In contrast to Chanho‘s low self-confidence, his fourth oral English reading 

revealed that he made more high-quality miscues and that he more actively engaged in 

reading by using his personal experience and verbalizing his aesthetic appreciation of the 
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story. Therefore, I planned to help Chanho understand that it was the quality of his 

miscues that would matter most, not the quantity of miscues he made. He was frustrated 

when he saw the number of his miscues I‘d marked on the transcript. His frustration 

about his miscues seemed to result from his beliefs about reading as the accurate 

rendition of a text.  

Since Chanho did not consider his L2 miscues as a result of his meaning-making 

process, I helped him revalue his L2 miscues by discussing them in terms of the 

grammatical and semantic features. We discussed his uncorrected miscue:  

But 

By now both Mrs. Hanson and Holly had sobered.  

          (Uncorrected English Substitution Miscue) 

When we talked about the quality of the miscue, Chanho was able to state that the 

miscue is grammatically and semantically acceptable. Then, when we examined whether 

the miscue caused meaning change, he answered that the miscue caused a little meaning 

change. However, when Chanho was asked why he left the miscue uncorrected, he was 

not able to articulate the reason, saying, ―I am not sure why I did not correct the miscue.‖  

To help Chanho understand why he sometimes noticed his miscue and sometimes 

did not, we discussed several more miscues, which he corrected. I chose the miscues 
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because they revealed his knowledge of English language: 

ⓒ start- 

1.  Mrs. Hanson and Holly stared at us.  

     ⓒ will 

2. You all  said yes because you agreed with me,  

                  ⓒ no 

3. Suddenly I felt I had  to say something. 

ⓒ to  

4. She had to spend all her time cooking and feeding us. 

 (Corrected English Substitution Miscues) 

Chanho predicted what would come next by using his knowledge of grammar. In 

Examples 1 and 2, he predicted a verb or an auxiliary verb to come after the subject of 

the sentence, like the miscues. In Example 3, he predicted a determiner after a verb of a 

sentence, because a determiner, such as a, the, some, this, those, no, each, and so on, is a 

word which is often used at the beginning of a noun. In Example 4, he predicted a 

parallel form of infinitive to before and after a connective word and. Although Chanho 

used a good prediction strategy, his prediction was not suitable grammatically for the rest 

of the phrases of the sentences, so we discussed the grammatical suitability of the 

miscues: 

Researcher: Do the miscues sound like language?  

Chanho: No, They become weird when I keep on reading, such as ‗start at,‘ ‗will 
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said‘ and ‗had no say.‘ 

Researcher: Do you see whether you use grammar knowledge to predict what will 

come next? 

Chanho: Now I understand that I use grammatical knowledge in English reading. 

As I examined most of my miscues, I can see I predict a verb after a subject and 

an adjective or a noun after a verb.  

Then, I explained Chanho confirmed or disconfirmed his prediction depending on 

its grammatical acceptability: 

Researcher: Do you see why you notice your miscues? 

Chanho: Um. Yes. I correct the miscues when they do not sound like language or 

make sense. 

After our discussion of the grammatical acceptability of the miscues, we talked 

about the semantic acceptability of his miscues, which showed that he constantly 

monitored his comprehension through examining his corrected miscue: 

 

                           ⓒ last 

When you picked up your viola for the first time,  

          (Corrected English Substitution Miscues) 
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Chanho said,  

It is very interesting. I read last for first. I substitute a word with an 

opposite meaning. I am very surprised that I do not read a text just as I see it. I 

understand that the way I make my English miscues is very similar to the way I 

produce my Korean miscues.  

Chanho understood that his miscues and his correction of the miscues revealed 

that he had a good command of the English language. He realized that he continued to 

use his grammatical and semantic knowledge of English as his miscues resulted from his 

predictions and then, his confirmation and disconfirmation of his prediction led to his 

self-correction. So, he understood that he constantly monitored his understanding by 

confirming or disconfirming his miscues.  

In other words, he understood that he used the same universal strategies, such as 

sampling, predicting, and confirming/ disconfirming, in reading both in Korean and in 

English and that he constantly used his knowledge of language. This was the first time 

that Chanho reflected on the idea that the way he made and corrected his English 

miscues was the same as the way he did his Korean miscues. He slowly began to value 

his strengths in using various reading strategies in English.  
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Interpretation of the Fourth RMA Session 

During the fourth reading session in English, Chanho continued to make frequent 

over-corrections and word repetitions, which he said were made by his attempt to read 

every word accurately. After talking about his reading behavior, he realized that it rather 

hindered him from understanding the text effectively and efficiently. In contrast to his 

ineffective overcorrection, he made many high-quality miscues which revealed he more 

actively engaged in reading by associating the text with his personal experience.  

Through the discussion of miscues in terms of the grammatical and semantic 

acceptability, Chanho began to revalue his L2 miscues. He realized that he continued to 

use his grammatical and semantic knowledge of English while he used reading strategies, 

such as sampling, predicting and confirming or disconfirming his prediction. In other 

words, he understood that he used the same universal strategies in reading both in 

Korean and in English, while he constantly used his knowledge of English language in 

reading in L2. 

The Fifth RMA Session: Oral Reading of a Korean Assertive Article 

During the fifth oral Korean reading, Chanho read a Korean assertive article titled, 

―Social Phenomenon of Excessive Concern about Physical Appearance‖ in The 
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Hankyoreh, a Korean daily newspaper. As the article included the author‘s commentary, 

opinion, and criticism of a current social issue, as well as examples or evidences to 

support the author‘s assertion, I thought the advanced readers would read the article 

actively and critically to comprehend and interpret the author‘s point of view. So, I 

expected Chanho to make more miscues than the previous Korean oral reading, which 

would lead us to more dynamic discussion and would help him become more aware of 

the complicated reading process.  

Another goal for this session was to observe Chanho‘s changes in his responses 

about why his miscues were made. In order to compare his responses during the first four 

RMA sessions to those during this fifth RMA session, we first examined a miscue with 

high graphic similarity: 

 

                    들어왔다. 

1년 만에 한씨는 집으로 돌아왔다.  

             (Uncorrected Korean Substitution Miscues) 

Ms Han returned to her home in one year.                  

(English Translation of Korean Text) 

 

Chanho substituted came in for returned. Although the substitution miscue has high 

graphic similarity, it makes sense and does not cause serious meaning change. Without 
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the researcher‘s guidance, Chanho was able to express his opinion about the uncorrected 

miscue: 

High graphic similarity explains why I made the miscue, but I don‘t think 

I need to correct it. Although the word in the text is the more proper expression 

in this context, my miscues make sense and do not cause meaning change 

because returned in this context means came in after a long absence.  

Chanho‘s response about his miscues supported the conclusion that he no longer 

adhered to his beliefs about reading as an accurate rendition of the text. His change was 

also observed when he talked about his omission miscues when within parentheses. 

Whenever he encountered parentheses, he made omissions intentionally:  

신장이 1인치 (약 2.5cm) 커질수록,  

        (Uncorrected Korean Omission Miscue) 

When their height is 1 inch (about 2.5 cm) taller,  

   (English Translation of Korean Text) 

 

Chanho said that the parentheses were often used for additional or redundant 

information, so he seldom read them. He affirmed, ―It is not necessary to read redundant 

information like a phrase in a parenthesis. Everyone knows one inch is the same 

numerical value as about 2.5 cm.‖  
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We talked about another example that he did not read. This time the sentences he 

did not read were much longer than other omissions and carried an important meaning 

that the author wanted to assert: 

…. 큰 영향을 미칠 것이다. (이것은 가치판단의 문제가 아니다. 

도덕적으로 옳고 그른 것과 상관없이 소비자들이 외모가 빼어난 

판매원을 더 신뢰하고, 주당들이 외모가 빼어난 바텐더가 칵테일을 

만들어 주는 주점에서 더 많은 돈을 쓴다면, 고용주에게 있어서 

이들의 외모는 곧 생산성이다.)  

  (Uncorrected Korean Omission Miscues) 

[It] will have a tremendous effect. (This is not a matter of judgment about 

value. No matter what goes right or wrong ethically, if customers trust more 

handsome salesmen and if drinkers spend more money at the bar in which fairly 

good looking bartenders mix cocktails, the appearance of the employees itself is 

the productivity to the employer.)         

(English Translation of Korean Text) 

The sentences in the parenthesis were detailed explanations that the author 

inserted with the intent to provide supportive examples, but Chanho did not read this 
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parenthesis. The manner in which Chanho omitted the phrases or the sentences in the 

parenthesis was in contrast to his beliefs about accurate reading of a text. However, he 

stated that, ―My omission does not mean that I do not read every word accurately 

because I know the function of a parenthesis and try to read effectively.‖ He understood 

accuracy would not be an essential part of reading. He realized that readers who strived 

for accuracy were often inefficient in getting meaning (Goodman 1975) p. 826). 

Different from the previous Korean readings, during this session, Chanho kept 

reading without correcting his miscues that were grammatically unacceptable. We talked 

about his omission miscue that was grammatically unacceptable, but that he did not 

correct:      

식민화가 가속되고 있다. 

                  (Uncorrected Korean Omission Miscues) 

Colonization has been accelerating.  

(English Translation of Korean Text) 

Chanho omitted a subject case marker -ka. When the case particle is omitted, it 

sounds weird and the omission miscue is not grammatically acceptable. However, in this 

sentence, a subject case marker did not carry very much meaning, so he said, ―Although 

the miscue does not sound like language, it makes sense to me. It seems to be more 
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ineffective to read back to correct every miscue, as long as I am able to comprehend the 

text.‖ 

Then, we examined Chanho‘s uncorrected insertion miscue that supported his use 

of a prediction strategy because he constantly utilized his knowledge of language: 

                     을    

‗잃어버린 얼굴‘∧  찾기에 나섰다 . . .    

        (Uncorrected Korean Insertion Miscue) 

[She] started to restore her ‗lost face‘ . . .  

(English Translation of Korean Text) 

Chanho added an object case marker -ul and made the phrase more familiar to 

him. In Korean, it is possible to omit the subject and the object case particles when the 

case is easily recognized or obviously implied (Lee and Ramsey 2000). In the text, the 

object case marker was omitted while Chanho inserted the marker, so the insertion 

miscue is syntactically and semantically acceptable. Interestingly, he said, ―I think the 

insertion miscue sounds better than the word in the text.‖  

During the fifth Korean reading session, Chanho hardly ever corrected miscues 

that were grammatically unacceptable. This was another one: 

                수 

약화시킬 ∧  우려가 있다는. . .  

(Uncorrected Korean Insertion Miscues) 

There is a concern that it can weaken . . .   

                   (English Translation of Korean Text) 
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Chanho added su (수, a possibility) after -sikil (-시킬, to make). He made the 

phrase into more common expression -sikil su (-시킬 수, a possibility to make). This 

insertion miscue showed his prediction in reading because he added words or phrases by 

predicting a common expression. However, the miscue became grammatically 

unacceptable with the rest of the sentence.  

Chanho articulated: 

      I noticed the miscue when I read this part. This insertion miscue did not 

sound grammatically right. But I did not go back. I did not feel any necessity to 

reread the part to correct the miscue because the miscue disrupted my reading 

comprehension. 

His explanation of why he did not correct the miscue demonstrated the shift in his 

beliefs about reading as an accurate reproduction of the text. Moreover, he agreed that, ―I 

realize I do not read word by word, but idea by idea.‖ He understood that he did not limit 

his guessing to just the words he actually saw, but sometimes added or omitted words in 

a text because of his prediction strategy use.  

One more thing that was noticeable during this fifth session is Chanho‘s response 

when he realized he misinterpreted a part of the text. When he retold about the illegal job 



` 

 

156 

posting in a magazine, he said the classified ad was published in a magazine of a foreign 

country, instead of a Korean magazine that was implied in the text. As he assumed that 

the ad was shown in a foreign magazine, he was not able to relate the classified ad with 

the main theme of this text, the criticism against beauty obsession in Korean society. 

Although Chanho was very surprised with his misinterpretation in his Korean 

reading, his realization did not affect his strong self-confidence in his reading ability in 

Korean. He said: 

      My misinterpretation does not matter a lot because the part of the story is 

just an example of the main theme. The different interpretation of a trivial 

detail is not a hindrance in comprehending the main idea of the text.   

Before the fifth RMA session, Chanho believed he would be able to read any 

Korean text without difficulty and without changing the text. However, during this fifth 

session, he realized that he sometimes had difficulty in understanding Korean texts and 

that his interpretation could be different from what the text said. He understood that his 

miscues were made because of his prediction and because of his prior knowledge and 

experiences.  
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Interpretation of the Fifth RMA Session 

During the fifth RMA session, Chanho reconfirmed that he made substitution, 

omission, and insertion miscues without experiencing any trouble in comprehending both 

L1 and L2 texts. Different from the previous readings, in this session, he explained that 

he intentionally made omissions and did not correct them so he would keep on reading. 

Although he noticed the miscues which were grammatically unacceptable he did not feel 

it was necessary to correct them.  

Chanho understood that his miscues were made because of his predictions. 

Through examining his insertion miscues, he articulated that he added words or phrases 

by using his knowledge of language to predict instead of limiting his guessing to just the 

words he actually saw in the text. As a result, he no longer adhered to his beliefs about 

reading as an accurate rendition of the text. 

The Last RMA Session: Oral Reading of an English History Textbook 

Although Chanho did not easily change his view of reading, especially reading in 

English, slowly but steadily, he showed changes in his views. The previous RMA 

sessions helped him understand that the word is not the most important unit in reading. 

He realized that reading should not be accomplished by accurate word-for-word 
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translation and that reading should be an active process toward meaning construction.  

However, all of the RMA sessions did not head toward the direction which the 

researcher anticipated. During the last session, he read one chapter from an American 

history textbook used in a fifth grade elementary school classroom in Tucson, Arizona. In 

order to understand history texts appropriately, he should follow the sequence of events 

carefully and sometimes utilize relevant background knowledge. He made the lowest 

proportion of miscues while reading this text.  He made miscues that disrupted meaning 

and his retelling of the last part of the text was the least satisfactory of his retellings. His 

miscues revealed that he relied too much on graphophonic clues again, like the way he 

had done during the first two RMI sessions. He lost contextual focus as soon as he 

encountered unknown words. Once again, individual word recognition became the single 

most important strategy for him.  

Therefore, I started the last session with the discussion of one miscue that was 

grammatically and semantically unacceptable and caused a big meaning change, to 

understand why Chanho exclusively relied on graphophonic clues again: 

                       expect 

By 1774 all of the colonies except Pennsylvania had formed …… 

      (Uncorrected English Substitution Miscue) 
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Chanho substituted expect for except and did not correct the miscue that caused 

serious meaning change. While discussing the uncorrected substitution miscue, he said 

that the word except was the word that he did not know: 

     I don‘t remember the meaning of except, but I guess it is similar to the 

word expect or accept. Although I know all the rest of words, I don‘t understand 

the sentence. Maybe the difficult syntactic structure of the sentence causes me to 

fail to understand.  Anyway, what is the meaning of the word except?  

Chanho tried to guess an unknown word by linking graphophonically-similar 

words. He did not try to use grammatical or contextual clues because he focused on an 

individual word. So he missed the fact that the word except did not carry tense, although 

the sentence started from the past moment, ―by 1744.‖ Again, similar to the way he did 

during the first two RMA sessions, he attributed his comprehension failure to his deficit 

vocabulary knowledge or the grammatical complexity of the sentence.  

At this point, I wanted Chanho to reflect why he returned to an ineffective 

strategy when he had difficulty in making sense out of the reading. To help him gain 

awareness of his tendency to rely on graphophonic cues, we examined several partial 

miscues:  
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  ⓒ con- 

Taxing the colonists seemed like an easy solution to one problem.     

   (Corrected English Partial Miscue) 

Chanho explained that he made this partial miscue because he predicted a verb 

consists, rather than a noun, colonists.  He explained, ―I tried to substitute a verb 

consists for a plural noun colonists. I know I rely too much on graphic clue. I just try to 

read each word.‖ 

Chanho admitted that he relied more on graphophonic cues and did not focus on 

meaning. He realized that his strategy of focusing on graphophonic cues was unlikely to 

help him improve his comprehension and might cause greater loss of the general 

meaning.  

While reflecting his ineffective strategy use, Chanho admitted that he did not 

comprehend the last three pages of the text. Then, Chanho wanted to read again with the 

researcher the following sentence once again with the researcher:  

The committees of each colony wrote to each other to inform colonists about 

important political events in the colonies.  

There were no miscues in this sentence. Teachers and researchers might assume 

that Chanho understood the sentence perfectly. Actually, Chanho made the lowest 
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percentage of miscues on the last three pages. ESL/EFL teachers need to be careful that 

they did not assume that ―fluent oral reading of ESL students does not mean that they 

understand what they are reading‖ (Connor 1981).  

Chanho wondered why he did not comprehend the meaning of the sentence, 

although he knew all the individual words in isolation and understood fragmented 

meaning for each word. While he and I discussed why he failed to understand the 

sentence, he found that he did not extract or build up a proper bigger meaning by 

associating words like: wrote, each other, and inform. His failure to associate words into 

a bigger meaning resulted from his failure to retrieve a proper meaning of an ambiguous 

word in context or eliminating unrelated meanings of a word that has multiple meanings 

by using contextual clues. Then, he said that his difficulty in understanding started from 

the beginning when he read the title, ―The Boston Tea Party,‖ and failed to retrieve a 

proper meaning of the word party in context.  

For fear that the last RMA session whould make Chanho lose confidence in his 

English reading ability again, I showed him other miscues that revealed his success in 

dealing with an unknown word: 
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ⓒ rep-  

They demanded that the Stamp Act be repealed, or canceled.               

(Corrected English Partial Miscue) 

 

Chanho said he made a partial miscue to attempt to understand the word by 

repeating.  However, immediately he realized that repetition would not be helpful if he 

did not know the meaning of the word. He tried to keep on reading and was then able to 

infer the meaning of an unknown word repeal from the next word cancel: 

       I am not familiar with this kind of sentence structure that includes two 

similar words in one sentence, as it is seldom seen in Korean. I just read on to 

get a bigger idea while ignoring the one word that I do not know. Interestingly, 

when I am not concerned about each individual word, I can understand the 

sentence more easily.  

Chanho agreed that he was able to easily understand when he paid more attention 

to a bigger idea. He realized it was effective for him not to be so careful with individual 

words or trivial pieces of the text. He was able to articulate a deeper reflection on his 

reading process when we discussed another miscue. He substituted wrote for worked.  

                     wrote 

The committees then worked to decide on a united response …….. 

             (Uncorrected English Substitution Miscue) 
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Chanho said,     

I believed if I read word-for-word, I would not miss any letter or word. 

However, in fact, I read bigger units, like meaningful phrases. My substitution 

miscue wrote for worked does not change meaning a lot to me. I think it is 

more important to know how the committee responded to the unfair tax acts. 

Before participating in the RMA sessions, I believed I had to read the text 

exactly as it was written, but . . . um . . . now, I realized that sometimes, 

despite my miscues, I understood better. Sometimes I just sounded out without 

satisfactory understanding, although I made few or no miscues. I seem to be 

persuaded by my miscues. My miscues constantly make me be aware of what I 

am doing while reading.  

Chanho seemed to fully understand why he made miscues. Through examining 

his miscues, he became aware of reading process in which he sampled cues from the 

print, such as graphic, syntactic, and semantic cues, and made predictions on the basis of 

sampling while he sought meaning. 

Another thing I noticed was that Chanho pulled words from the adjacent text into 

his oral reading, which supported that he did not read word for word while he was active 
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in sampling cues from the surrounding area to construct his own meaning. One of the 

miscues was produced when he read the sentence written right below the subtitle, ―The 

Colonists Fight Back‖ written in bold: 

ⓒ       back 

To fight the hated Stamp  Act, some colonists formed the Sons of Liberty. 

               (Corrected English Substitution Miscue) 

This miscue was influenced by the surrounding area, which was the peripheral 

visual field (Goodman 1975), which helped Chanho realize that miscues were the 

product of the reading process in which the graphic symbols were not processed one by 

one or in a strictly serial manner. When we talked about whether Chanho would agree the 

miscue was influenced by words adjacent and whether his substitution miscue of back 

for Act would fit with his prediction and with the semantic and syntactic cues that he was 

processing. Through our discussion, he realized that if he processed print in an orderly 

sequence with words or one-by-one as he met them on the line, then his reading would 

not be affected by the peripheral field.  

Interpretation of the Last (Sixth) RMA Session 

Despite his greater awareness of the reading process, when Chanho encountered 

unfamiliar words, he again paid more attention to graphophonic cues than he did to 
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grammatical and semantic cues. What impeded his reading in L2 was his failure in 

retrieving a proper meaning of a word in context by using all three language cueing 

systems.  

Nevertheless, Chanho made several substitution miscues that demonstrated his 

active reading process in which he actively made prediction to construct meaning. 

Especially, through the discussion of the miscues which were influenced by his 

peripheral visual field, he fully understood that he did not process word-by-word that 

which he met in the text, but processed the text as chunks of meaning by sampling the 

three language systems effectively. The last session served a chance for me to lead him to 

agree that reading should be an active process of comprehension, not just interpreting or 

identifying word for word accurately.  

Chanho‘s Changes at the Final Interview 

During the final interview, Chanho reflected on his overall change over time after 

participating in RMA sessions. I interviewed him using the closing interview questions 

(Y. Goodman & Marek 1996) (Appendix E). The final interview with him explored the 

changes in his perceptions about reading, in his self-evaluation as a reader, in his 

awareness of the reading process, and in his beliefs of what ―good reading‖ means to him 
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in reading in Korean (L1) and English (L2). He summarized his change as a big shift in 

his conception of reading: 

     After the RMA sessions, I changed a lot. I thought I would read just what I 

saw in the text. I was very surprised when I found that I did not read the text the 

same as it was written and that I made a lot of miscues.  Now, I know there must 

be reasons if I read differently from the text and that miscues are not the result of 

my lack of attention. After participating in RMA, I do not read ―formally‖ any 

more. I mean . . . my consciousness level rises highly. I am constantly aware of 

what I am doing while reading.  

Prior to the RMA sessions, Chanho believed reading would be accomplished only 

by visual perception and that reading should be an accurate rendition of texts. However, 

after participating in RMA sessions, through the discussion of the miscues, he realized 

that he often made omission, insertion or substitution miscues and they often did not 

affect the meaning of the text. He now accepted that it would not be efficient to read 

texts just as they were written, because he observed that sometimes, he did not 

understand effectively and efficiently when he focused on every individual word or 

word-for-word translation.  
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During the first three sessions, while reading in both L1 and L2, Chanho often 

repeated one or two words that were so simple that he could understand easily and 

instantly. When asked what he thought about his repetition miscues, he said:  

      I repeated a word because I thought I did not pronounce the word properly. 

This was an attempt to correct my pronunciation. I realized the repetition caused 

by my concern about pronunciation was not helpful for my reading 

comprehension. Actually, it was an impediment to understand the text . . . . 

Before participating in the RMA sessions, I thought about reading only as reading 

aloud in front of others, so I emphasized good pronunciation. However, now, after 

participating in RMA sessions, good readers are those who understand the text by 

grasping the gist and by linking one paragraph with another to make a whole 

meaning.  

Prior to the RMA sessions, Chanho believed that good readers would be those who 

would have native-like pronunciation because his only concern in reading was for oral 

reading. Now, he began to think that good readers would be those who could extract the 

gist of the text and who could understand the overall sequential relationship of one 

paragraph to another and of the individual components of the story as a whole by relying 



` 

 

168 

on passage-level semantic cues rather than on word-level cues.   

       As Chanho began to consider reading as a meaning-making process, he changed 

his self-evaluation as a reader in Korean and English: 

      I thought reading in Korean would not be difficult for me because I am a 

native and proficient Korean speaker. I thought reading in Korean would be very 

simple because I believed readers would understand what they saw in the text. 

How could I imagine that I would fail to understand some parts of the Korean 

story which was written only with the familiar words? [But] sometimes, I did not 

remember all the details. Sometimes, I was confused with the topic which I was 

not interested in. Interestingly, what impeded my understanding in Korean 

reading was also what impeded my understanding in English reading. I realized 

that I read in English just like the way I read in Korean. If I have difficulty in 

understanding English texts, I don‘t think I am a poor English reader any longer. 

Through the discussion of my miscues, I understand that I monitor my reading 

comprehension all the time . . . . I feel more comfortable in English reading as I 

know reading in L2 is similar to reading in L1.  

I could clearly notice Chanho‘s changes in his self-evaluation as an L2 reader and 
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in his beliefs about the reading process. He also talked about the effect of miscues to 

motivate him to read more: 

     Miscues gave me motivation to read in English. I become more interested in 

English reading. I think it is worth studying more on miscues to help ESL or 

younger children. Miscues will be helpful for them to concentrate more on their 

meaning-making process.  

Chanho outlined his changes concerning both the overall process involved in 

reading and his own personal views of reading process over time. Prior to RMA sessions, 

he was not able to articulate his beliefs about reading to this extent. However, now he can 

explicate his changes in his views about reading process and in self-evaluation as a reader 

in L1 and L2.  
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Eunjung‘s Case 

In this case study of Eunjung, I describe how all the RMA sessions proceed as well 

as the initial and closing interviews, in order to explore how the RMA sessions help 

Eunjung raise her awareness of the reading process and in order to revalue her 

conception of reading. To guide the RMA sessions, I examined the coded miscues and 

read the transcriptions many times in order to pre-select relevant miscues to discuss for 

the purposes of this study.  

All the interviews and discussion during the RMA session were conducted in 

Korean and I transcribed and translated all the conversations. Similar to my organization 

for Chanho‘s case study, I first outline the RMA sessions, then describe why certain 

miscues were selected and discuss how the sessions were done.  
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Table 8  

Outline of Eunjung’s RMA Sessions 

 

  

Eunjung‘s characteristics 

 

Miscue selected 

1
st
 session 

(Korean 

reading of 

news 

article) 

 

She has a skill-based view of reading 

and strongly believes that she should 

comprehend reading by a thorough 

word-for-word decoding. 

Miscues that demonstrate 

effective prediction to show her 

transactional reading process 

2
nd

 session 

(English 

reading) 

Her low self-evaluation for herself as a 

L1 reader proves that she is unaware of 

her strengths shown in miscues.  

Corrected and uncorrected 

miscues that reveal her 

knowledge of language as well 

as her manipulation of syntactic 

and semantic clues 

3
rd

 session 

(Korean 

reading) 

As she continues to hold her passive 

views about reading as an accurate 

rendition of a text, she asserts that every 

miscue has to be corrected. 

Uncorrected miscues that are 

syntactically and semantically 

acceptable with no meaning 

loss to show her active reading 

process 
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Table 8 (continued)  

  

Eunjung‘s characteristics 

 

Miscue selected 

 

4
th

 session 

(English 

reading)  

 

Because of her skill-based notion of 

reading comprehension development, 

she focuses on analyzing the text rather 

than on comprehending the text and 

does not value her reading strategy use 

in L2 reading. 

 

Miscues that demonstrate her 

reading strategies such as  

prediction, disconfirmation and 

self-correction to show her use 

of reading strategies 

5
th

 session 

(Korean 

reading) 

She continues to articulate her 

reluctance to discard her view of reading 

as an exact reproduction of the text.  

Partial miscues that demonstrate 

her effective reading strategies 

such as prediction and self-

correction even in L2 reading 

 

6
th

 session 

(English 

reading)  

She makes miscues that have high 

graphophonic similarity to the text but 

disrupts meaning, which shows that she 

focuses on surface feature of a text. Her 

characteristics also reveal that she 

makes few miscues because she sounds 

out without understanding a text.  

Substitution Miscues that have 

high graphophonic similarity 

with loss of meaning, in 

comparison to the ones that 

highlight her successful 

manipulation of syntax 
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Table 9 

 

Miscue Analysis of Eunjung’s Reading in L1 and L2 

 

Reading In  Reading Miscue Analysis 

Korean  1
st
 RMA 

editorial 

3
rd

 RMA 

high school 

Korean 

textbook 

5
th

 RMA 

assertive 

article 

Total words 

# Miscue coded 

Syntactic Acceptability 

Semantic Acceptability 

Meaning Change 

Graphic Similarity 

810 

11 

Yes 82 % 

Yes 73 % 

No 25% 

High 50% 

Some 20% 

Low 30%  

564 

     9 

Yes 100 % 

Yes 100 % 

No 78% 

High 66% 

Some 34% 

Low 0% 

614 

5 

Yes 80% 

Yes 40% 

No 33% 

High 80% 

Some 20% 

Low 0% 
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Table 9 (continued) 

Reading In                     Reading Miscue Analysis 

English  2
nd

 RMA  

folktale 

4
th

 RMA 

novel 

6
th

 RMA 

history 

textbook 

Total words 

# Miscue coded 

Syntactic Acceptability 

Semantic Acceptability 

Meaning Change 

Graphic Similarity 

798 

7 

Yes 71 % 

Yes 54 % 

No 33% 

High 71% 

Some 14% 

Low 15%  

2268  

40 

Yes 53 % 

Yes 33 % 

No 8% 

High 63% 

Some 15% 

Low 22% 

1443 

27 

Yes 70 % 

Yes 44 % 

No 31% 

High 63% 

Some 22% 

Low 15% 
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Eunjung‘s Initial Interview 

The Initial Interview about English Reading 

During our first session, I interviewed Eunjung using the Burke Interview 

Modified for Older Readers (BIMOR) (Y. Goodman & Marek 1996) (Appendix A). The 

interview with Eunjung explores her perceptions about her self-evaluation as a reader, 

attitudes toward reading, reading strategy use, her beliefs about what ―good reading‖ 

means to her, and her early reading experiences in reading in Korean (L1) and English 

(L2).  

Before starting the initial interview, I ask her what language she is more 

comfortable with. She wants to speak in Korean about L1 and L2 reading, like Chanho. I 

translate our discussion in English later and show my translation to her to confirm what 

she meant.  

After explaining the RMA procedures to Eunjung, I started an initial interview, 

but asked questions randomly from the BIMOR questions. First, I asked what she 

generally thought about who is a good reader in L2. In evaluating L1 and L2 readers, she 

indicated vocabulary knowledge as the most important factor.  Therefore, her definition 

of a good reader affects her self-evaluation about herself as a reader. She did not evaluate 
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herself as a good English reader because she did not think she had a satisfactory amount 

of English (L2) vocabulary knowledge.  Conversely, she evaluated herself as an 

excellent Korean (L1) reader because of her sufficient amount of vocabulary knowledge. 

Although Eunjung articulated that reading in L2 is different from reading in L1, 

her beliefs about reading in L2 do not seem to be very different from those about reading 

in L1 because her evaluation criteria for good reading is the amount of readers‘ language 

ability, especially their vocabulary knowledge. For Eunjung, sufficient vocabulary 

knowledge makes reading fluent and effective and vice versa.  

Eunjung‘s emphasis on vocabulary knowledge in reading is strongly revealed in 

her discussion about the reading strategies she used to deal with unfamiliar words in 

English: 

      My English teacher in middle school taught strategies about how to deal 

with unknown words. She advised us to guess their meanings from the context 

instead of looking up unknown words as soon as we encountered them. I believed 

the strategy she suggested would be completely useless for foreign language 

learners at the beginning level like us. Because at that time my language ability 

was not fluent, I doubted the effectiveness of the strategy. Still now, I don‘t think 



` 

 

177 

it is possible for me to guess unknown words from the context. So, in reading in 

English I think the strategy to look up unknown words in a dictionary effective, 

because I have difficulty in comprehending English texts when I do not know all 

the words.  

 

Even now, Eunjung is reluctant to discard her beliefs that the strategy of ―guessing 

meaning from a context‖ is ineffective for ESL/EFL readers who do not have sufficient 

vocabulary knowledge. She explained why she emphasized vocabulary knowledge in 

reading while discussing her experience of reading in English:  

       Maybe, my belief about the importance of vocabulary in L2 reading might 

be influenced by the difficulty level of English texts that I have learned and 

studied. Reading materials make me rely heavily on a dictionary. The textbooks 

in middle and high schools included only grammar and vocabulary learning, so I 

had to focus on decoding the texts. Afterwards, in undergraduate and graduate 

school, I had to read difficult academic papers and articles written with a lot of 

difficult words and unknown academic terms. The big problem is that I cannot 

discard my habitual behavior of heavily relying on a dictionary, even these days.  
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Eunjung only read difficult academic textbooks made exclusively for vocabulary 

and grammar teaching and learning. The texts were not appropriate for her to practice 

reading strategies to guess unknown words from the context. They did not provide 

sufficient context or examples to help students understand the text clearly. Therefore, the 

texts promote labored decoding and cultivate a heavy reliance on the dictionary, which 

caused her to be frustrated and to lose motivation to read more in English. 

While we talked about her beliefs about reading, she was able to articulate her 

awareness of how ineffectively she used her reading strategies. She also stated her 

limited reading experience in English, especially in terms of a range of genres because 

she read English only for academic purposes and class assignments, which was totally 

different from her wide experiences in reading in Korean because she read various genres 

in Korean for her own personal interests and for her personal pleasure.  

The Initial Interview about Korean Reading 

After finishing the interview about reading in L2, I use the BIMOR (Appendix B) 

again to explore what reading strategies Eunjung reports she uses, how she values herself 

as a reader and her beliefs about reading in L1. While answering how to help someone 

who has trouble in reading in L1, she mentioned her own experiences in learning to read 
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in Korean. She believed her reading ability was developed by mastering phonics or 

letter-sound correspondence of individual letters. After acquiring the knowledge of letter-

sound correspondence or phonics, she began to practice a long list of words until she 

could read them rapidly. Then, she was able to read at the sentence level. Just as she had 

practiced individual word recognition, she then read easy sentences again and again until 

she memorized them. Not until she mastered these two basic reading skills, did she 

believe that she could start to read.  

Eunjung then remembered the situation of a girl in her same seventh grade class 

who could not read and write Korean, even though she was in middle school. The girl‘s 

seventh grade Korean teacher took it upon herself to teach this student how to read. The 

teacher let her read and memorize easy books, which were, essentially, picture-

vocabulary phrase books. There was no story line, only phrases such as baby deer, baby 

dog, and baby cat. She believed that after a few months using this method of acquiring 

phonics skills, her classmate was able to read.  

Influenced by these two memories, she thought beginning language learners have 

to learn to read by acquiring reading skills in a specific, linear order. That is to say, she 

believed that learning to read is a parts-to-whole process and that if learners acquire the 
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parts of reading, that is, mastery over individual words, they will then understand the 

whole. She asserted that beginning readers need to be taught to recognize individual 

words, and then later reading comprehension. She believed if readers know all the words 

in a text, they will understand the message of the work as a whole.  

The Interpretation of the Initial Interview 

Throughout Eunjung‘s initial interview of her reading in L1 and L2, she did not 

mention reading as a process of making sense of print, but as a decoding skill. She 

revealed her beliefs that reading improvement is made through the development of 

linguistic skills from the parts of language to its whole. Moreover, she believed reading 

comprehension is accomplished through the decoding of every word in the text. That‘s 

why she emphasized vocabulary knowledge.  

She believed that good readers are those who have a great amount of vocabulary 

knowledge and that readers have to know almost all the words to understand a text. 

Because of her beliefs, she ignored strategies that teachers have suggested to her as 

effective. She hesitated to discard her heavy reliance on a dictionary in L2 reading. In 

addition, her beliefs about reading in L1 and L2 were closely related to her self-

evaluation as a Korean and English reader.  
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The First RMA Session- Oral Reading of Korean News Editorials 

According to Y. Goodman and Marek (1996), the way to help readers who have a 

skill-based view of reading is to help them revalue the reading process as a transactive 

and constructive language process. They need to realize that they construct meaning 

through written language using the strengths they have built.  

Eunjung was an example of this case. Although Eunjung was an experienced and 

proficient Korean reader, she had a skill-based view of reading and considered reading as 

a word-for-word decoding. So, she focused on reading every single word accurately and 

tried to correct all the miscues which were syntactically and semantically acceptable 

during the first RMI session.  

During this first session, my goal was to lead Eunjung to revalue an active 

reading process and to realize her strengths by reflecting what effective strategies she 

was using. I wanted her to adapt her strengths in L1 reading into L2 reading and to 

reconstruct her beliefs about reading. To accomplish this goal, I started from her 

overcorrected miscue that revealed her ineffective reading strategy, in order for her to 

compare the difference between her effective and ineffective reading strategies.  

The first miscue that we discussed was an omission miscue that did not disrupt 
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any meaning, but was corrected:  

ⓒ   

방식에서 너무 차이가  난다.  

(Corrected Korean Omission Miscue) 

There is too big a difference in their way.      

(English Translation of Korean Text) 

 

Eunjung omitted nŏmu (너무, too), which is used to emphasize a negative sense. 

The omission miscue did not change the meaning of this sentence, but she went back to 

reread the phrase and corrected the miscue. The correction of the omission miscue 

slowed her reading and made her reading less effective. As she corrected all her miscues 

during the first oral reading, I asked whether she thought she had to correct the miscue. 

She replied in the affirmative and said, ―I have to read the text exactly the same as it is 

written. There must be a reason why the author chose a word in the text rather than other 

words. So, a reader should not change any word in the text.‖ 

In order to help her be aware of her transactive reading process, we talked about 

her miscues that support her prediction strategy: 

ⓒ 어른이든 

어린이든 청소년이든  성인이든,  

(Corrected Korean Partial Miscue) 

Whether they are children, adolescents, or adults,  

(English Translation of Korean Text) 
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Eunjung substituted ŏlŭn (어른, adults) for ŏlini (어린이, children). Research 

provides reported evidence that the skilled reader‘s eye usually runs four or five words 

ahead of his/her voice when he/she was reading aloud (Smith, 1971). Eunjung seemed to 

read a couple of words ahead of her voice, and predicted a group of words relevant to 

groups by ages, such as the elderly, adults, adolescents, children and infants, which 

would explain why she substituted ŏlŭn (어른, adults) for ŏlini (어린이, children). In 

other words, her miscue proved her prediction. When asked why she thought she made 

the miscue, she said: 

Researcher: Why do you think you made the miscue? 

Eunjung: I do not see the word properly and attentively.  

Researcher: Why do you think you corrected the miscue? 

Eunjung: I don‘t know, but I think I have to correct every mistake that I make.  

Eunjung attributed the miscue to her improper attention to the print because it has 

high graphic similarity to the word in the text. In addition, she again expressed her 

conception of reading as an accurate rendition of a text. Although she was not able to 

articulate why she corrected the miscue, she insisted that it is necessary for a reader to 

read the text as it is written. She believed that readers are not allowed to leave miscues 
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uncorrected.  

Although a partial miscue is not normally coded as a miscue, we discussed a 

partial miscue because the miscue revealed Eunjung‘s active prediction despite its high 

graphic similarity.   

 

ⓒ 남북- 

주목되는 것은 …   납북자 문제다.  

   (Corrected Korean Partial Miscue) 

One noticeable topic is the abductee matters . . .  

(English Translation of Korean Text) 

Eunjug substituted nambuk (남북, South-North Korea) for napbuk (납북, kidnap to 

North Korea). Her partial substitution miscue, nambuk-, does not go along with ja (자, 

person) in Korean. In other words, the miscue does not sound like language when it is 

combined with the next noun ja (자, person). 

Although the miscue has high graphic similarity, it also shows that Eunjung used 

cues from what she already read in the previous words or passages. I assumed that she 

predicted South-North Korea because of the previous words Minister of Unification. 

When I asked her whether she thought the miscue was the result of her prediction, she 

answered: 

Eunjung: I don‘t think the miscue is caused by my prediction. I should have read 
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the text more carefully. The graphic similarity tells that I read so fast that I cannot 

read the word correctly.  

Researcher: Do you think the miscue resulted from your lack of careful attention to 

the text? 

Eunjung: Yes.  

Researcher: But the previous sentences are about the issue between South and 

North Korea. Don‘t you think what you read in the previous paragraph affects 

your prediction of what comes next?  

Eunjung: Well, I think it may be. I think I predict South-North Korea because the 

previous words that I read are Minister of Unification.  

At first, Eunjung was reluctant to accept that her miscues were the result of her 

prediction strategy because the partial miscue is not grammatically and semantically 

acceptable with the rest of the word. However, during our discussion, she began to 

realize how her prediction affects the miscues.  

As Eunjung did not seem to fully accept her strengths in using a prediction 

strategy in reading because of high graphic similarities of her miscues, I showed her 

another substitution miscue that has an opposite meaning to the word in the text: 
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ⓒ 통과하지 않더라도 

한지명자가 인준 과정을 통과하더라도  

(Corrected Korean Substitution Miscue) 

Although she passes in the confirmation process,  

(English Translation of Korean Text) 

Eunjung substituted a negative-meaning phrase tonggwaha-ji-anh-dŏlado 

(통과하-지-않-더라도, although she does not pass) for a positive-meaning phrase 

tonggwaha-dulado (통과하-더라도, although she passes). She was very surprised at this 

miscue, as she considered miscues as a result of insufficient or careless attention to the 

text. She did not imagine that she would change words in the text and that she substituted 

an eight-syllable-word for a six-syllable-word with the completely opposite meaning. 

She began to question why she made this miscue. Then, when she read the text again, she 

found the previous sentences were all the negative ones, such as, ―The Party will not 

oppose, and there will not be a problem.‖  

Although Eunjung agreed with the possibility that the previous content of the text 

could affect her prediction of what comes next, she insisted that authorship cannot be 

violated. When I asked whether she rated this editorial as a well-written work, she said, 

―The editorials must be good ones because they are published in a famous daily 

newspaper and written by a knowledgeable editor.‖ She strongly believed in the authority 
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of a published writing or a newspaper.  

At this point, I decided that it would be good for both of us to read the text 

together to see whether the editorials provided sufficient information to help readers 

understand. We agreed that the ending of the editorial was inconsistent with the rest of 

the writing, however, she was still reluctant to acknowledge that the editorial was not 

written well. 

Interpretation of the First RMA Session 

Throughout the first RMA session, Eunjung constantly revealed her belief about 

the importance of the reader producing an accurate rendition of a text. Although she 

realized she predicted actively by drawing on her background knowledge and prior 

reading experience, she did not want to value her prediction strategies, which she used to 

construct meaning, because she believed that a reader‘s goal is to grasp an author‘s 

intention that cannot be violated. She did not allow for a transaction between a reader 

and a written text in reading.   

The Second RMA Session: Oral Reading of a Norwegian Folktale  

During the second RMA session of English (L2) reading conducted in Korean, I 

wanted to continue to help Eunjung reconsider her belief about reading as an accurate 
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reproduction of a text. She was unaware of the reading strength shown in her miscues. 

She needed to revalue her reading process in which she used her knowledge of language 

in L2 reading.  

To facilitate our discussion, I pre-selected several corrected and uncorrected 

miscues that revealed Eunjung‘s successful manipulation of syntax. First, we discussed 

an uncorrected miscue that was syntactically and semantically acceptable in order to talk 

about why Eunjung did not notice the miscue: 

I‘ll 

[He] said to the cow, ―I‘ll put you up on the roof.  You’ll find something to eat   

(Uncorrected English Substitution Miscue) 

 

Researcher: You substituted ―I‘ll‖ for ―you‘ll‖ and did not correct the miscue. You 

substituted a pronoun for a pronoun. Why do you think you did not correct the 

substitution miscue?  

Eunjung: I did not notice the miscue. In fact, I was somewhat confused while 

reading this part. Maybe I missed some parts and failed to understand the story. 

Researcher: In a certain country, there used to be a house whose roof was covered 

with grasses that were still growing there. So, the cow could eat grass up on the 
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roof.  

Eunjung: Oh, I thought it was the husband who would find the grass on the roof for 

the cow. I did not imagine the husband put the cow on the roof.  

The one thing I noticed in this discussion was that Eunjung blamed her L2 

reading ability for her failure to understand some parts of the story. She did not raise 

questions about the possibility of the insufficient explanation and information in the text. 

After listening to my explanation about the features of a Norwegian sod house with grass 

on the roof, she realized that her failure to understand did not result from her insufficient 

vocabulary knowledge. She said that it was very interesting that her miscue made sense 

because it agreed with her own expectation or interpretation that the husband, instead of 

the cow, would find grass on the roof.  

At this point, I thought that the comparison between corrected and uncorrected 

miscues would help Eunjung be more aware of her strengths in using reading strategies. I 

presented two corrected miscues in a row: 

   ⓒ hang        

There, he hung, upside down . . .   

(Corrected English Substitution Miscue) 

When she saw one of her corrected miscues, she said: 
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I am very surprised at my uncorrected miscues, because I cannot believe 

that I read differently from the English text. But, this time, it is not a miscue, but 

a mistake or a mispronunciation. I read hang for hung. I think I mispronounced 

the word.  

Eunjung added that it would be natural for her to notice and correct every miscue. 

So, she was very surprised when she did not correct her miscues. Even when she found 

she substituted a word with an opposite meaning just as she did in Korean reading, she 

said, ―It was very strange as I changed a word into one with an opposite meaning.‖ She 

substituted inside for outside.  

ⓒ in- 

The man …  hurried outside.  

(Corrected English Partial Miscues) 

Although we discussed several uncorrected miscues during the first and second 

RMA sessions, Eunjung still did not understand why she sometimes failed to notice or 

correct her miscues. Different from what I expected, the comparison of corrected and 

uncorrected miscues was not helpful for her to be aware of her reading strategies. She did 

not value miscues that were caused by her active reading process. She just repeated that 

it was very strange that she produced miscues.  
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To help her realize that she used her knowledge of language to transact with an 

L2 text, we talked about why readers make miscues and how readers transact with a text 

by discussing the syntactic and semantic acceptability of her miscues: 

Researcher: As you already saw, you substituted a noun for a noun, a pronoun for a 

pronoun, an adverb for an adverb and a verb for a verb.  

Eunjung: Right. 

Researcher: Miscue analysis includes examination of syntactic and semantic 

acceptability. The question of the syntactic acceptability question is: ―Is the 

sentence syntactically acceptable within the context of the story?‖ and the 

semantic acceptability question is: ―Is the sentence semantically acceptable 

within the context of the story?‖ The questions reveal the degree to which a 

reader‘s miscues sound like language and, ultimately, make sense. They provide 

the information about readers‘ proficiency and how well they are using prediction 

and confirmation strategies. According to Y. Goodman et al, readers are 

considered proficient when they produce miscues that are considered 

syntactically and semantically acceptable. First let‘s talk about whether your 

miscues hang for hung, in- for outside and I’ll for you’ll sound like language. 
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Eunjung: As for the corrected substitution miscue, hang for hung, I don‘t think it is 

grammatically acceptable.  

Researcher: Right. Because of the grammatical unacceptability, you noticed and 

corrected the miscue.  

 Eunjung: When I read I’ll find for You’ll find, it sounds like language, so it means 

that‘s why I did not notice it . . . um . . . and . . .when I substituted inside for 

outside, because of semantic acceptability . . . . Okay, I can understand a little bit 

how syntactic acceptability affects my monitoring of reading comprehension. Do 

you mean that when a miscue does not sound like language, I will notice and 

correct it? Right? It is very interesting. 

After listening to my long explanation of syntactic and semantic acceptability, 

Eunjung began to realize that she monitored her understanding by using her syntactic and 

semantic knowledge. She understood that she generally substituted noun for noun, verb 

for verb and adverb for adverb, which proved that she processed syntactic information 

while reading. She also realized she left miscues uncorrected when her miscues made 

sense and were consistent with her prediction or interpretation, which supported the idea 

that she was processing semantic information at the same time, while using syntactic 
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knowledge. In sum, she perceived that her miscues supported the fact she constructed her 

own meaning while using syntactic and semantic clues.  

Although she realized that she did not produce an accurate oral reading of the text, 

she still wanted to adhere to her beliefs that the reader‘s goal should be to grasp the 

author‘s intention. As she believed that readers should read a text the same as it was 

written, she still perceived miscues as something to be corrected. At the end of the 

second RMA session, she commented, ―I am very surprised that I changed the text a lot. I 

think I seem to do something wrong, which needs to be corrected, because I want to 

comprehend what the writer intends to say.‖ 

Interpretation of the Second RMA Session 

As we examined miscues in terms of syntactic and semantic acceptability and 

compared the corrected and uncorrected miscues by exploring when a reader noticed a 

miscue, Eunjung seemed to become aware of the reading process and to understand how 

she monitored her reading comprehension. However, as she constantly viewed her 

miscues as mistakes to be corrected, she was reluctant to discard her passive view of 

reading. She believed that readers have to passively receive what the author tries to 

convey and that a text cannot be changed by a reader.  
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The Third RMA Session: Oral Reading of Korean High School Textbook 

Throughout the oral reading during the third session, Eunjung showed the 

tendency to overcorrect her miscues. I concluded that her tendency was closely related to 

her beliefs about reading. Until now, she strongly asserted that the purpose of reading in 

any language is to grasp what the author tried to convey in the text, continued to 

emphasize the inviolable authority of the author and believed about reading as an 

accurate reproduction of a text.    

During this session, I wanted to encourage Eunjung to reconsider her 

unproductive beliefs about the reading process. I planed to show and discuss her 

repetitions and over-corrections of her high-quality miscues, which made her reading 

more inefficient. My plan was to help her minimize the ineffective and inefficient 

reading strategies. So, I chose three uncorrected miscues that demonstrated her active 

reading process, which was in conflict with her beliefs about reading. The uncorrected 

miscues that I selected were semantically and syntactically acceptable with no meaning 

loss. The first uncorrected miscue that I presented was a substitution miscue:  

않는 

표면에 드러나지  않은 여러가지 의미를  

 (Uncorrected Korean Substitution Miscue) 
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Word meaning which is not revealed in surface . . .  

(English Translation of Korean Text) 

Both anhnŭn (않는, which is/does not~) and anhŭn (않은, which is/does not~) 

are attributive forms of anhta (않다, not), which is a negative complementizer that 

makes a sentence negative. They are alternatively usable and interchangeable. Although 

this substitution miscue is grammatically and semantically acceptable, Eunjung insisted 

that she should have corrected the miscue. While talking about this miscue, Eunjung 

revealed her beliefs regarding the textbooks as a non-questionable authority: 

     The published text is a writing that readers can trust. The readers should 

not change the author‘s intention. They have to grasp what the authors try to 

convey. I agree that the possibility of readers‘ different feeling about the same 

text, but I don‘t accept the possibility of readers‘ various interpretation about the 

same text. How can the content of a text be different from person to person? 

The reading text for this session is from a published high-school Korean textbook 

approved by the Education Department of Korea. Eunjung rarely raises questions about 

the text. Her beliefs about the inviolable authorship textbook itself explain her tendency 

to overcorrect her miscues. Her beliefs are also closely related to why she insists that 

there should be only one predetermined interpretation of the same text. That‘s why she 
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does not want to change even a function word.  

At this point, I show another uncorrected miscue that is grammatically and 

semantically acceptable without causing any significant meaning change:    

 

일본어와 중국어도 마찬가지이다.   

 (Uncorrected Korean Omission Miscue) 

Japanese and Chinese are the same as Korean.  

(English Translation of Korean Text) 

 

-ida (-이다, to be) is a stative verb ending form and interchangeable with the ending 

form of -da (-다, be) if it is used with the word ending with a vowel. Eunjung 

acknowledged that her miscue is grammatically and semantically acceptable with no 

meaning change, but she did not forget to articulate that she was still reluctant to discard 

her beliefs in an accurate rendition.  

Then, to help her realize how she constructed her own meaning in reading by 

using her knowledge of language, I showed Eunjung another uncorrected miscue: 

에서 

국어에서는……  영어∧ 처럼 시간표현이 세분화되어 있지 않다. 

(Uncorrected Korean Insertion Miscue) 

 

In Korean . . . time expressions are not segmented into many tenses, like English.  

(English Translation of Korean Text) 

Eunjung added a marker -esŏ (-에서, in) to make the phrase a parallel form in a 
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comparison sentence. The sentence started with the phrase gukŏ-esŏ (국어에서, in 

Korean), so she expected the following word with the same parallel form as yongŏ-esŏ 

(영어에서, in English). However, the text does not use the same parallel expression 

because it is also acceptable in a Korean comparison sentence: 

Researcher: Do you see the miscues that you made are grammatically and 

semantically acceptable and do not cause any meaning change? We call those 

miscues as high-quality miscues.  

Eunjung: Yes. I realize that I substituted words or phrases into the expressions that 

are familiar to me. I sometimes add or omit words, which do not cause any 

meaning change, but . . .um… although it may be true that my miscues are not 

caused by my carelessness, I do not want to discard my belief that readers have to 

read exactly what is written in the page. I think it is a principle that readers 

cannot ignore.  

This time, Eunjung admitted that she made the miscue because she expected a 

word, a phrase, or a sentence more familiar to her. She was able to articulate that the 

miscue showed her prediction and her knowledge of language. As a proficient reader in 

L1 reading, she realized that she often adds or omits words to make the text more 
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readable.  However, she was not ready to revalue her reading process, even after she 

realized that the miscues supported her knowledge about language in L1 and L2 reading. 

On the basis of what she said, I concluded that her overcorrection of high-quality 

miscues was linked to her beliefs about reading as an accurate rendition. 

So, I planed to continue to discuss another high-quality miscue, to help her 

consider the inefficient strategy to read back to correct her miscues that cause no 

meaning change: 

ⓒ 된다. 

       . . .  의미가  되는 것이다.     

 (Corrected Korean Substitution Miscue) 

I am sure it becomes to mean ~.  

(English Translation of Korean Text) 

 

 Eunjung substituted the word with a common ending form doinda (된다, it 

becomes to) for doinŭn-gŏsida (되는 것이다, I am sure it becomes to ~). gŏsida 

(것이다, I am sure that ~) is usually added to a verb at the end of sentence to express the 

writer‘s assurance. While talking about the inefficacy of her overcorrection, she said, 

―My attempts to correct every acceptable miscue may decelerate my reading speed and 

deter a flow of understanding.‖  

Interestingly, Eunjung suggested that the reasons she holds a passive view of 
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reading and the inviolable authority of the author are different for L1 and L2 reading. 

They are closely related to her different self-evaluation as a reader in English (L2) and 

Korean (L1). She believes that she has to read every word accurately in L2 reading 

because she is not proficient enough to make changes of a text. On the other hand, she 

thinks she will read every single word in the Korean text exactly as it is written because 

she is advanced and experienced enough to perceive all the words exactly.   

Interpretation of the Third RMA Session 

Y. Goodman, et al. (1996) state that readers, who correct high-quality miscues 

with grammatical and semantic acceptability and with no meaning change, may be 

paying too close attention to the graphic cues in the text. This was the case with Eunjung. 

She tried to correct every miscue that was semantically and syntactically acceptable. In 

consequence, her reading often became inefficient and unpleasant, as she paid too close 

attention to word accuracy.  

Moreover, Eunjung asserted that every miscue has to be corrected because she 

had a passive view of reading as an accurate rendition of a text. Therefore, during the 

third session, I planned to help her revalue her overcorrection of miscues that cause no 

meaning change and consider her use of inefficient reading strategies. I selected and 
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showed her uncorrected miscues that are syntactically and semantically acceptable with 

no meaning loss to show her active reading process.  

Even after the discussion of the miscues which demonstrated her strengths, she 

was not ready to revalue her reading process although she realized that the miscues 

supported her knowledge about language in L1 and L2 reading.  

 However, at the end of this session, I could observe a little shift of Eunjung‘s 

views about the inefficacy of her overcorrection. She partially agreed that her attempts to 

correct every acceptable miscue decelerated her reading speed and deterred her flow of 

understanding.  

The Fourth RMA Session: Oral Reading of an English Short Novel  

Since the initial interview, Eunjung said that if readers just learned the phonics 

rules and mastered the skills, they would be able to attack words and then read a text 

easily and well. Her skill-based notion of literacy development seemed to be detrimental 

to the development of her English (L2) reading. She focused her energies on practicing 

language skills, focusing on vocabulary, and analyzing the text, rather than on 

comprehending the text.  

Therefore, during the fourth RMA session, I planed to help Eunjung reconstruct 
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her beliefs about literacy development by leading her to revalue her reading strategies 

that supported her strengths in L2 reading. To accomplish my plan, I pre-selected some 

miscues that demonstrated her effective reading strategies, such as prediction, 

disconfirmation and self-correction strategies. I started from a discussion of one miscue 

which was syntactically and semantically acceptable with low graphic similarities, 

because the miscue proved Eunjung to be a creative meaning constructor in L2 reading: 

 

                 ⓒ What 

I still didn‘t understand. “Was that wrong?‖ 

(Corrected English Substitution Miscue) 

 

First, when we discussed the miscue Eunjung was able to evaluate it in terms of 

its grammatical and semantic acceptability and said that she substituted a word with 

suitable grammatical function in L2 reading by saying: 

Now, I am certain that my miscues support the fact that I have 

knowledge about English language. I substitute what for was because I predict, 

What’s wrong? rather than, Was that wrong? My miscue sounds strange when I 

read, ―What that wrong?‖ So, I correct my miscue when it does not sound like 

language.  



` 

 

202 

Eunjung was able to articulate how the miscue supported her knowledge about 

English language. She was able to explain how her prediction worked and how she 

confirmed or disconfirmed her prediction. As she now fully understood why she 

sometimes corrected a miscue and sometimes left it uncorrected, we talked about more 

uncorrected miscues: 

seemed to do       

The three of us  stood       frozen . . .  

(Uncorrected English Substitution Miscue) 

  

Eujung then said: 

I think it is very interesting to see [this] miscue. I cannot believe what 

happened to my eyes. I read the three of us seemed to do frozen for the three of 

us stood frozen. I think the miscue is not grammatically acceptable, but still, I 

can understand the sentence without difficulty. I substituted three words for just 

one word!  

Eunjung seemed to realize that she did not read an English text as it was written, 

like she read a Korean text. She began to revalue herself as an active language user in 

English when we asked whether she should have corrected another uncorrected miscue: 
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eyes 

It was my turn not to believe my ears. 

(Uncorrected English Substitution Miscue) 

 

Eunjung said:  

This substitution miscue eyes for ears made sense to me. I think I 

predicted what word would come next. I substituted a word with more common 

expressions to me, just like I did in Korean reading. 

It was the moment that Eunjung began to value her miscues. She now fully 

understood the reading process, in which she samples the text, selects the most useful 

cues and predicts what will occur next in the text. She admitted she understood the story 

better when she made miscues. She found when she focused on word-for-word 

translation in order to read the text exactly she often failed to understand the text. 

At this point, we discussed Eunjung‘s retelling to help her reflect her 

comprehension when she tried to understand the text at the lexical level. The story that 

she read for the fourth RMA session was about two major unpleasant 

miscommunications that happened to a newly immigrated Chinese family, owing to their 

language and cultural differences. As Eunjung lived in foreign countries for more than 

three years as an immigrant, I presumed that she might have a lot of experiences in such 
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miscommunications and that she would perfectly be able to interpret the 

miscommunication caused by cross-cultural difference in the story by associating the 

story with her own experiences.  

However, Eunjung‘s retelling showed that she failed to understand the 

miscommunications in the story. Although she succeeded in translating the story at a 

lexical level, she did not figure out the cause and effect of the miscommunications: 

Researcher: Why do you say you do not know why there are miscommunications? 

Eunjung: The text explicitly says that there were miscommunications among the 

characters, but, I can‘t figure out the reason of the miscommunications. Maybe I 

read too much. It is a long story, so probably I missed something important.  

Although the narrator in the story just mentioned that there were 

miscommunications between her Chinese family and an American family, the story did 

not explicitly state why the miscommunications happened. Eunjung had trouble 

understanding what was implied beyond the explicit explanations in the story. I 

concluded that her difficulty in understanding the story was a result of her focus on the 

word-for-word translation. She processed the text at the lexical level without drawing 

upon her life‘s experiences.  
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In order to help Eunjung understand the cause of the miscommunication and draw 

on her experiences, I wanted her to activate her schema about cultural differences by 

talking about her experiences: 

Researcher: Do you know how Americans respond to compliments? 

Eunjung: No. Um!  Is there any difference?   

Researcher: What do you say when somebody gives you a compliment, like ―You 

look beautiful today‖? 

Eunjung: Sometimes I will just smile, and sometimes I will say, ―Thank you.‖  

Researcher: Don‘t you see the difference between what you usually do and what 

Yang‘s mom in the story did? Asians from East Asia, such as Chinese, Japanese 

and Koreans, do not say just, ―Thank you.‖ They will reject a compliment by 

saying, ―No, not at all,‖ because they think it is not polite to accept a compliment. 

However, you respond in an American way. 

Eunjung: Ah! Right! I did not know why I failed to understand the story, although I 

knew the Asian way and the American way in responding to a compliment. So, 

the story is like this . . . . Mary‘s mother [a Chinese immigrant] played the piano 

very well . . . .When she got a compliment from Holy‘s mother [an American], 
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she knew she had done well, but it would be very rude for a Chinese to accept the 

compliment. So, Mary‘s mother avoided self-praise and did not accept the 

compliment by saying she did not do a good job.  

Although Eunjung was already familiar with the different ways Asians and 

Americans respond to a compliment, she did not relate what she read with what she 

experiences about cross-cultural miscommunications. I inferred that her trouble in 

understanding the text was due to her failure to draw her experiences properly into what 

she was reading.  

After a long conversation, she realized why she had difficulty in L2 reading and 

how she could overcome it. During this session, Eunjung realized that she would 

understand the story better if she should transact with the text instead of focusing on 

word-for-word translation to read the text exactly.  

In addition, at the closing of this RMA session, Eunjung agreed that texts exist in 

the context of culture and personal experience and that reading is a process in which 

thought and language transact in a social context as the reader builds meaning. She 

conceded that readers are not the prisoners of their eyes and that they bring their 

knowledge about the world and of language to the reading process (Y. Goodman et al. 
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1987).  

Interpretation of the Fourth RMA Session 

Eunjung often analyzed and read English texts at the lexical level, in order to get 

an accurate rendition of a text. While focusing on word-for-word translation, she often 

failed to associate the story with her own experiences and could not fully understand the 

text. 

During the fourth RMA session, Eunjung thoroughly understood that she did not 

read the text as written both in her English and Korean reading. By examining her 

miscues, she found how she transacted with a Korean and an English text, which she was 

not fully aware of before. She began to value her miscues as she was able to articulate 

why she made the miscues and what reading strategies she used.  

Eunjung now fully understood the reading process, in which she samples the text, 

selects the most useful cues, predicts what will occur next in the text and confirms or 

disconfirms her predictions. She completely realized that her miscues, that were 

grammatically and semantically acceptable, revealed her effective prediction and 

confirmation/disconfirmation strategies. Moreover, she agreed that reading is a process in 

which thought and language transact in a social context as the reader builds meaning. 
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She had a better understanding of how readers transact with text through the discussion 

about why she failed to understand the story when she failed to draw her own experience 

to the story. 

The Fifth RMA Session: Oral Reading of a Korean Assertive Article 

The more sessions Eunjung had, the more she understood her active reading 

process. As she was more and more aware of her reading process, she accepted that her 

miscues did not result from her lack of close attention to the text. However, she was still 

reluctant to change her beliefs about the accurate rendition of a text. At the beginning of 

this session, when I asked whether Eunjung changed her view of reading after 

participating in the RMA sessions, she said that she wanted to hold her beliefs about 

exact reproduction of the text which she believed the goal for a reader to achieve in 

reading. Her reluctance to change her beliefs was easily observed in her overcorrection of 

miscues. 

Eunjung continuously tried to correct what I considered high quality miscues — 

miscues which were semantically and syntactically acceptable and did not cause any 

meaning change. Y. Goodman and Marek (1996) stated that readers who correct high 

quality miscues may be paying too close attention to the graphic cues in the text. As this 
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was the case with Eunjung, I planned to help Eunjung examine how ineffective and 

inefficient was her overcorrection of every miscue which did not disrupt meaning or 

whether she paid more attention to graphic cues.  

First, I intended to help Eunjung revalue her effective reading strategies and 

reconsider the complex relationships between graphic and phonological patterns 

influenced by the syntactic and semantic context of the written text. I chose a partial 

miscue that supported her active reading strategies, such as her prediction and 

confirmation or disconfirmation: 

ⓒ 한- 

얼굴없는 비판은 무책임할 뿐 아니라 테러라고 주장했다.  

(Corrected Korean Partial Miscue) 

 

[He] asserted that criticism without face [or real name] is not only irresponsible  

 

but also terrorism.   

(English Translation of Korean Text) 

 

Eunjung made a partial miscue and substituted the present tense jujanghan- 

(주장한-, assert) for the past tense jujanghaessda (주장했다, asserted). She predicted the 

present tense of the verb by using her knowledge of language because it is more common 

in an assertive article. Then, she disconfirmed her prediction by concentrating upon 
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graphic cues in the text. When she noticed the miscue, she corrected it. In this sentence, 

the tense shift does not disrupt the meaning critically and the present tense is more 

common.  

It doesn‘t really matter when I change a word in the text as long as it 

makes sense. I can still understand. I agree that miscues reveal my prediction and 

confirmation/disconfirmation strategies. It does not seem to matter if I do not 

correct the miscues with no meaning loss.   

Eunjung appreciated her active reading process revealed in her miscues. At the 

first RMA session, when she saw her tense substitution miscues, she said she read the 

words wrong because she did not pay close attention to them. Until the fourth session, 

she had insisted that all the miscues should be corrected. Compared to her reaction to the 

miscues during the first three RMA sessions, during this session she showed a big shift.  

At this point, I showed Eunjung another partial miscue that demonstrated her 

prediction and disconfirmation. I intended to discuss the role of prediction as an effective 

reading strategy use in reading: 

           ⓒ 기- 

요즘 인터넷 게시판을 보면 

(Corrected Korean Partial Miscue) 
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If [we] read online bulletin board these days,  

(English Translation of Korean Text) 

 

Researcher: Why do you think you made the miscue? 

Eunjung: I expected online news for online bulletin board. I think I saw something 

like ―news‖ in the prior passage of the text. I expected that word because of its 

topic and because of the prior content of the text. It is interesting I find myself 

predicting actively while reading. 

Eunjung understood that she built a semantic meaning by using clues from what 

she read and by predicting what would come next as she kept the topic of the text in her 

mind. She was aware that the reading process constantly involves not only because of 

visual perception, but also because of her use of prediction and confirmation/ 

disconfirmation:  She said, ―I begin to see what I am doing in reading through 

examining miscues. I predict all the time, using grammatical and semantic knowledge.‖ 

After discussing the two partial miscues, we discussed the issue of frustration that 

Eunjung brought up during her retelling. She admitted that she felt very frustrated even 

in L1 reading because she was not able to remember all the details: 

Researcher: Do you think you have to remember all the details in the text, even the 
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numerical percentage cited?  

Eunjung: There must be a reason the author cites the percentages. I think the author 

tries to support what he wants to assert, by using numbers as objective data, 

which readers can trust in. So I have to pay more attention to the percentage, to 

grasp the author‘s intention. 

Although Eunjung‘s retelling revealed that she understood the text and the main 

theme satisfactorily, she said she was frustrated because she had difficulty in 

comprehending all the details of the article, especially the numerical examples or the 

percentage cited in the text. As an experienced and advanced L1 reader, Eunjung 

expected that she would easily remember all the details. Her failure to remember the 

details bothered and frustrated her, which I inferred resulted mainly from her beliefs 

about reading as accurate rendition of the text. Moreover, she added that because the 

author used detailed information to support his assertion, readers should pay close 

attention, even to the details.    

In fact, Eunjung‘s frustration seemed to be caused by her beliefs that she should 

grasp the authors‘ intention perfectly. Her frustration did not matter seriously in her 

Korean reading, because she was such a proficient and experienced reader that she could 
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grasp a general theme and most of the details proficiently at the same time. However, her 

frustration could be an immense hinder for her self-evaluation and her reading 

comprehension in English reading. Especially in reading an English academic text, she 

would feel more frustrated as she might remember and pay attention to all the details. As 

Eunjung tried to get all the details because of her beliefs, she would be more concerned 

about the details or a word level translation rather than a global meaning.  

I judged that we should discuss readers‘ purposes and interests in order to 

encourage her to reflect her reading conception more deeply: 

Researcher: For instance, the readers who read a text for pleasure will assume very 

different meanings than those readers who read the same text with the purpose of 

writing a summary of it. Did you have different purpose of reading in Korean and 

in English? 

Eunjung: I read for various purposes in Korean . . . .I read for pleasure and for 

academic purposes. On the other hand, I only read English mainly for academic 

purposes.  

While Eunjung recalled her memories of Korean and English reading experiences, 

she began to be aware that she had various reading purposes of reading in Korean, while 
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she had limited purposes of reading in English. She appreciated her various reading 

experiences in Korean that would make her a proficient and experienced reader.  

Eunjung reflected on how she developed her Korean reading ability. Prior to the 

RMA sessions, she believed skill and drill exercises were the best way to learn to read. 

She now recognized that reading is more than reading just words. Now, she had a chance 

to reconstruct her perspectives of reading development. 

At the closing of this session, I asked Eunjung whether she would discard her 

beliefs about an accurate rendition. She answered that she did not want to give up her 

beliefs despite the change of her perspectives of miscues:  

I still believe I have to read the same as the text is written. I found I 

skipped quite a few words or sometimes added words in reading. I know I will 

constantly do it. Miscues were very strange for me at the beginning. I‘m 

beginning to change my view on reading, but it is hard to change my view 

completely. I‘m not quite sure yet, but I don‘t want to discard my notion of 

accurate reading. 

Interpretation of the Fifth RMA Session 

Prior to the fifth RMA session, Eunjung believed she would understand 
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everything, once she finished reading a text. As she did not remember all the details in a 

Korean text, she felt frustrated. Her frustration seemed to be caused by her beliefs about 

an accurate rendition of a text, which led her to focus on every word. As she was an 

experienced reader in Korean, her frustration wasn‘t a big problem. On the other hand, I 

could imagine how badly her frustration could affect her self-evaluation and confidence 

in English reading when she could not understand or remember all the details. Her 

frustration explained to me why she was more concerned about the details, word level 

translation and accuracy instead of focusing on the global meaning, especially in reading 

an English academic text.  

During the fifth session, Eunjung began to look at her miscues from a different 

perspective, as she fully understood why she made miscues. She understood that miscues 

are not caused by her lack of proper attention to the words. She accepted that reading 

process constantly involves not only visual perception, but also prediction and 

confirmation. Through examining her miscues caused by her prediction, she became 

aware that sometimes reading every word accurately would not be effective.  

Despite her complete understanding of reading process through examining 

miscues, Eunjung was still eager to hold onto her beliefs about reading as an accurate 
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rendition of a text and did not want to accept the concept of transaction between a reader 

and a text.  

The Last RMA Session: Oral Reading of English History Textbook 

Even during the fifth RMA session in which Eunjung became fully aware of her 

active reading process, she hesitated to discard her beliefs about reading as an exact 

reproduction. She continued to reveal her conception of reading, by asserting that reading 

is to grasp the authors‘ intention.  

Moreover, the last English reading showed that Eunjung again focused on the 

surface features of a text. She made a lot of miscues with high graphic similarities and 

with big meaning loss.  I planned to discuss why she again relied on graphic and phonic 

cues exclusively and made many grammatically and semantically unacceptable miscues 

that disrupted meaning.  

First, I showed Eunjung uncorrected miscues in two consecutive sentences. The 

miscues caused big meaning change, which disclosed she failed to understand the text:  

                  demand 

John Adams agreed to defend them. Although he did not want British soldiers  

fire trail 

in Boston, Adams believed the soldiers should have a fair trial. 

 (Uncorrected English Substitution Miscues) 
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As soon as Eunjung took a look at her miscues, she wondered why she failed to 

understand the sentences and said: 

I thought I knew all the words as the vocabularies are all basic and high 

frequent words, which I have studied before. However, although I am sure that I 

know all the words, such as fire, defend and trial, I do not succeed in 

understanding this part.  

Eunjung said that she did not understand the part well. At the first sight, she 

thought the text seemed to be too easy because it was written with high-frequent words. 

She did not think that she would have difficulty in understanding the part. However, she 

realized that she could not make meaning out of the part.  

As most of the miscues were not grammatically and semantically acceptable, I 

could infer that Eunjung did not use grammatical and semantic cues properly. As the 

miscues had high graphic similarities and caused serious meaning loss, I could infer that 

she focused on individual words or surface feature of the text.   

To help Eunjung reflect her excessive reliance on the graphophonic clues, I 

explained the notion of ―high graphic similarity‖ to her:  

When you had trouble in understanding the text, you produced 
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substitution miscues with high graphic similarity, such as demand for defend, 

trail for trial, and fire for fair. Although the miscues closely approximated the 

text, the meanings were not similar. Moreover, they did not make sense. When 

the graphic similarities of miscues are high, we can infer that reader seems to 

fail to get to the meanings.  

Eunjung agreed that she relied exclusively on graphic cues, which were 

accompanied by a concomitant loss of comprehension. Then, she wanted to read the parts 

again. After we reread the text together, she laughed for a few seconds. She found she 

was confused with two words, fire and defend, which she was sure she knew.  

Although the words have multiple meanings, depending on the context, Eunjung 

did not succeed in eliminating meanings unrelated to the context. She implied that she 

got confused after she encountered the word horrified in the previous sentence. She 

could not ignore the unknown word, but began to be too much concerned with the word 

whose meaning she was not sure. So, from that moment, she became stuck at that word. 

After encountering the unknown word, she just focused on words instead of keeping on 

reading to comprehend: 

Okay. I agree I was sounding out without monitoring my comprehension. 
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As the words have multiple meanings I should have figured out the meaning 

from the context. I think I got confused, since I encountered two or three 

unknown words in the previous sentences. I know I become too much concerned 

with the unfamiliar words.  

Eunjung realized that she did not infer the meanings of ambiguous words because 

she read the text at the word level. She often translated word-for-word from English to 

Korean, in reading in English. She was trained in Korea to believe that reading word-for-

word would help her enhance comprehension.  

According to Y. Goodman and Marek (1996), many readers believed in the skills 

model of reading because that was what they were taught. However, it did not always 

seem to prove to work very successfully when words have multiple or ambiguous 

meanings. According to Smith (1971; 1973), reading word-for-word is detrimental 

because readers are not able to construct meaningful relationships between the words and 

cannot comprehend what they read. Eunjung tried to focus on individual words because 

she believed that reading word-for-word would help her enhance reading comprehension. 

However, when she had to figure out the meanings of words with multiple or ambiguous 

meanings, her attempt did not work successfully to eliminate meanings unrelated to the 
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context because she relied exclusively on graphic cues, instead of properly using three 

language cues, such as graphophonic, syntactic and semantic cues.  

Through the discussion of the uncorrected substitution miscues, Eunjung began to 

be aware that readers should not ignore using even one of three language cues. At this 

point, in order not to discourage her to lose confidence in her L2 reading ability, I showed 

the miscues with low graphic similarity, which proved her use of effective prediction and 

successful disconfirmation strategies: 

ⓒ been 

1.  … so that they would not have to import  

 

ⓒ the 

2.  … soldiers had been sent to control the… 

(Corrected English Substitution Miscues) 

As the miscues had low graphic similarities, Eunjung realized her reading process 

easily and understood that she did not focus on the surface level of the text. In other 

words, she found that she did not use graphic cues exclusively. She understood that just 

as she did in L1 reading as a proficient reader, she used effective reading strategies in L2 

reading, including sampling, predicting, and confirming (Y. Goodman et al. 1996 p.30). 

She agreed that the miscues support her prediction and disconfirmation in L1 and L2 

reading. We talked about one more miscue that I coded as a substitution miscue:  
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This disagreement was only . . .  

(Uncorrected English Omission Miscue) 

 

Before I showed the miscue to Eunjung, I thought she read, ―This agreement was 

only ~‖ for ―This disagreement was only ~.‖ I coded she substituted agreement for 

disagreement. When she saw my coding on the transcript and listened to the recorded 

tape again, she asserted that she omitted a function word this because it was more 

possible for her to omit a function word which has no significant meaning: 

Researcher: You said you omitted this in this sentence. Do you think your miscue 

makes sense? 

Eunjung: Yes, because I can understand without a function word that does not carry 

a big meaning. If I substituted a word with an opposite meaning, I would have 

noticed and corrected it.  

Researcher: Do you think you should have corrected the miscue? 

Eunjung: Yes. Like what I said at the beginning of our meeting, I still think I have 

to read the text as it is written. I don‘t think that even the omission of an article or 

a function word can be allowed. Actually, I do not want to discard my belief 

about accurate rendition, because it‘s the principle that readers must obey. 
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But . . .um . . . after participating the several RMA sessions, I come to realize that 

I am an active reader to use effective reading strategies.  

Eunjung found that as she continuously monitored reading comprehension, she 

would have noticed and corrected the miscue if she substituted a word for a word with an 

opposite meaning. She asserted that she paid more attention to meaningful words than to 

function words. It is very amazing to hear her strong confidence in her L2 reading ability, 

compared to her deficient confidence during the initial interview and prior to this RMA 

session.  

Interpretation of the Last (Sixth) RMA Session 

During the last RMA session, through the discussion of the uncorrected 

substitution miscues with high graphic similarity and with critical meaning change, 

Eunjung began to be aware that, in order to successfully understand the text, readers 

should not use exclusively graphic cues by focusing only on the surface level of the text 

or ignore using one of three language cues, such as graphophonic, syntactic, and 

semantic cues. Through the discussion of the miscues with low graphic similarities, but 

without serious meaning change, she realized her active reading process in which she 

made a prediction, and a confirmation and a disconfirmation of her prediction by using 
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three language cues. She understood that while using three language cues, readers 

transact with text.  They bring the sum total of their background, belief system, and 

personal knowledge of language as they construct meaning (Goodman 1984; Rosenblatt 

1978).  

Eunjung showed a dramatic shift of her beliefs about reading and self-evaluation 

as a reader, although she still wanted to hold her beliefs about an accurate rendition of 

the text. She revalued her active role as an L1 and L2 reader and gained more confidence 

in her L2 reading ability. As she realized she did not read word for word or the text as it 

is written, she valued the transactive nature of the reading process (K. Goodman 1984).  

Eunjung‘s Changes at the Final Interview 

Right after the last RMA session, I interviewed Eunjung using the closing 

interview questions (Y. Goodman & Marek 1996) (see Appendix E). The final interview 

with Eunjung explored the change of her belief about reading and what ―good reading‖ 

meant to her, her awareness of reading process and her self-evaluation as a reader in 

Korean (L1) and English (L2) reading.  

Prior to the RMA sessions, Eunjung usually tries not to miss any details in the 

text. In order not to miss any small information, especially in English reading, she 
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generally tries to translate word-for-word or sentence-to-sentence and wants to find all 

the unfamiliar words in the dictionary. As she seldom tolerates lexical ambiguity, she 

tends to focus more on words, rather than overall meaning.  

First, Eunjung talked about her changes in her conception of miscues in Korean 

and English reading: 

       Before participating in this research, I strongly believed that reading is to 

read the text exactly as it is written. Well, at the beginning I had no idea why I 

produced a lot of miscues. I thought I would make miscues in English reading 

because I‘m not a good reader in English. However, I realize I make many 

miscues even in reading in Korean, although I am an experienced and advanced 

Korean reader.  

Before the RMA sessions, Eunjung held a belief that readers have to extract 

exactly the same meaning from the text. She viewed reading as an act of translation 

where meaning is assumed to reside in the text and is transmitted to the reader. From her 

point of view, she believed a reader needs to acquire the necessary reading skills in order 

to translate the text into meaning (Straw and Sadowy 1990). That‘s why she put emphasis 

on an exact reproduction of a text.  
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After participating in the RMA sessions, however, Eunjung began to revalue her 

view of reading: 

       After analyzing my miscues, I realized I don‘t really read ―perfectly and 

accurately,‖ both in L1 and L2. I think it doesn‘t matter if I make miscues, 

because I am still getting meaning out of it. In fact, I made more miscues when I 

concentrated on meaning, rather than on individual words. I come to know that I 

add, omit, or substitute words because I sample and utilize graphophonic, 

grammatical, and semantic cues.   

During the final interview, Eunjung had no difficulty verbalizing her beliefs 

about reading. She now fully believed that efficient readers sample and select cues from 

the text and make predictions that result in meaning (K. Goodman, 1997; 1996a).  

As Eunjung changed her beliefs about reading process and the role of readers, she 

came to have a different self-evaluation as a reader. Prior to the RMA sessions, 

influenced by her skill-based view of reading, she was very frustrated when she did not 

remember the details. Now, however, to the question of how she felt about herself as a 

reader in L1 and L2, Eunjung replied that she no longer considered herself a poor reader 

because she realized that she uses the same universal strategies in L1 and L2 reading, 
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such as sampling, predicting, confirming and disconfirming.  

When asked if she found the RMA sessions helpful, Eunjung said that the 

sessions we spent together served as a turning point in her conception about reading 

process: 

        The RMA sessions helped me raise my reading to a conscious level and 

revalue the reading process. I am constantly thinking what reading strategies I am 

using and what I am doing while reading. And, after participating in this research, 

I understand reading can be improved only through reading. I am more interested 

in reading English books. I recently bought two children‘s book, which I am able 

to read without relying on the dictionary. The RMA sessions give me motivation 

to read.  

During the closing interview, Eunjung came to be able to articulate that reading 

would be improved by reading itself rather than by studying linguistic skills. As the 

RMA as a revaluing tool involves getting readers to read real and meaningful texts, the 

participants appreciate their chances to engage in a real reading of various texts in all the  

RMA sessions. 
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Summary of Two Case Studies 

The summary part is organized and presented according to the order of my 

research questions. The major findings of this research are: 

Research Question 1: What Do Adult Proficient Korean ESL Readers Believe about 

Reading in L1 and L2? 

To address Research Question 1, I used the analysis of the data collected from 

initial interviews and included the first two or three RMA sessions to note common 

themes and patterns that emerged from the way that the participants talked about their 

beliefs about reading and their self-evaluation as readers in Korean and English.  

At the first interview and during the early RMA sessions, all the participants 

initially articulated the model of the reading process as skill-oriented. They believed that 

reading comprehension is just the simple accumulation of individual isolated word 

meanings. They all asserted that reading comprehension improves mainly through 

enlarging vocabulary knowledge and linguistic skills. 

Their skill-based view of reading resulted in their beliefs about good reading as 

an accurate rendition of a text. They believed they would understand the text perfectly 

when they comprehended every word accurately. So, they defined ―good readers‖ as 
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readers with excellent word recognition. They believed that reading improvement is 

achieved by enlarging abundant language skills, such as vocabulary and grammar 

knowledge.  

Usually it is expected that misconceptions about the reading process are 

characteristics of struggling readers. According to Y.M. Goodman and Marek (1996), 

many struggling readers believe the mastery of skills lead to reading comprehension and 

that they rarely articulate reading for the purpose of enjoyment, for constructing meaning 

from the text, or for gathering information (p.7). In addition, it is often supposed that 

ESL intermediate students view reading from a holistic perspective. According to Chin 

(1996), Korean intermediate and advanced ESL college students believe reading 

comprehension as an active process.  

The participants in this research were advanced readers in Korean (L1), but their 

beliefs about reading were different from my expectations. It was observed that those 

categorized as Korean advanced readers had a skill-based view of the reading process, as 

well as a perfectionist view of the reading process even in Korean.  
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Research Question 2: How Do Their Beliefs about Reading Affect the Way They Read in 

L1 and L2 and Their Evaluation of Themselves as Readers in L1 and L2 Reading? 

To address Research Question 2, I analyzed and interpreted the data collected 

from the all the RMA sessions to identify common themes and patterns that emerged 

from the participants‘ reading strategies revealed through their miscues and the 

discussion of the miscues.  

Throughout the entire six RMA sessions, the participants‘ beliefs about reading 

strongly affected the way they read, especially when they dealt with a difficult English 

(L2) text. The participants‘ beliefs about reading did not have a significant influence on 

their L1 reading, as they were already proficient at L1 reading. However, their beliefs 

about reading were sometimes detrimental in their L2 reading and reading 

comprehension development.  

Their primary concerns in reading were accurate word identification or exact 

reproduction of the text. Their view of reading promoted labored decoding and a focus 

on word accuracy, instead of a focus on meaning construction. They often focused on the 

surface features of a text, such as graphic and phonetic cues. They were more focused on 

words and often stuck to ineffective reading strategies to rely on the surface feature of 
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the text, especially when they encountered unknown words or unfamiliar topics in 

English reading. They often engaged in a repeated reading of text in an effort to produce 

an accurate rendition. Moreover, because of their concern, they often analyzed English 

texts.  

It is notable that the participants‘ prior reading experiences in English mostly 

focused on improving vocabulary knowledge through reading and meeting their course 

work requirements, rather than to read for pleasure. As they primarily tried to improve 

L2 reading through the rote memorization of grammar rules and vocabulary, they became 

more analytical and paid more attention to unknown words than to the overall meaning. 

As a consequence, the participants lost their motivation to read in English.  

As the participants‘ beliefs about reading affected how they read, how they read 

also had a big influence on their self-evaluation as readers. Because of their concern for 

an accurate reproduction of a text, they tended to feel frustrated when they could not 

remember all the details they read. Their frustration partially resulted from their beliefs 

that good readers always read fluently, know most of the words, remember everything 

that they read, and rarely make mistakes (Y. Goodman & Marek 1996 p.204).  

 



` 

 

231 

Research Question 3: How Do Their Beliefs about Reading and about Themselves as 

Readers Change During the Process of RMA? 

To address Research Question 3, I analyzed, compared, and interpreted the data 

collected from all the RMA sessions and from the final reading interview to note the 

participants‘ change over time.  

Throughout all the RMA sessions, including interviews, I was able to document 

and witness a shift in the participants‘ beliefs about reading and reading process. Their 

biggest change was a shift for readers ― . . . from a text reproduction model of the reading 

process to a meaning construction model‖ (Y. Goodman & Marek 1996 p.205).  

 The change mainly resulted from their awareness of reading process and reading 

strategy use. First, the participants became aware of their active reading process, through 

the discussion of miscues during the RMA sessions. They found themselves in a state of 

disequilibrium as they listened to their actual reading on the tape recorder which was 

conflicted with what they believed reading should be. Before the RMA sessions, they 

imagined that they would read the text just as it was written, on the basis of their beliefs. 

However, they realized that they omitted, inserted, and changed words in their actual 

reading, which supported their dynamic reading process to construct their own meaning, 
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such as sampling, predicting, and confirming and disconfirming their prediction.  

The participants came to realize that effective reading was not achieved when 

they focused on every word in a text. As they understood, ―Miscues are not simple 

deviation from the text, each equally detrimental to comprehension‖ (Y. Goodman & 

Marek 1996 p.ix), they began to value their active reading process. They realized that 

reading is about making meaning, not about producing a perfect rendition of the text.  

Secondly, during the RMA sessions, the participants became aware of their 

reading strategy use and their knowledge of language through the discussion of their L1 

and L2 miscues. They realized that miscues revealed the effectiveness or ineffectiveness 

of their reading strategy use as they examined their own reading strategy use by 

analyzing miscues in terms of graphophonic, grammatical and semantic acceptability. 

Their realization decreased their concerns for surface features of text and shifted away 

their belief about reading as an accurate text reproduction.  

The result of this research is consistent with other RMA research that proves, 

―Even the proficient readers do not value themselves as a good reader and retrospective 

miscue analysis can benefit them, as well‖ (Y. Goodman & Marek 1996 p.203). 

Moreover, this research shows that the participants who are advanced L1 readers reflect 
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their own beliefs about L1 reading and then are able to extend their reflection into their 

beliefs about L2 reading. After they come to value their reading strategies in L1 reading, 

they are easily able to revalue their reading process and reading strategy use in L2 

reading. They realize they use the same universal reading strategy, both in L1 and L2. 

In addition, congruous with other RMA research, the result of this research shows 

an increased level of self-confidence and self-assurance in the readers themselves 

because RMA sessions allow us to reveal their strengths as readers. Since the readers‘ 

misconceptions of reading serve to reinforce the negative self-evaluation of themselves 

as L2 readers, the change in their beliefs about reading seems to promote the positive 

self-evaluation.  

While all of the participants show change in their beliefs about reading, I have no 

way of discovering whether their change lead the participants to become effective and 

efficient readers anyway. Rather, I believe that I have helped them revalue their own 

abilities and that such revaluing is significant in order for them to continue to expand and 

develop their L2 reading proficiency.  I believe self-evaluation is an important part of 

the learning process because it involves students in their own learning (Carr 2002).  
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CHAPTER SIX 

CONCLUSIONS 

This chapter reviews the purpose and the procedures of the study which is 

followed by the summary. Then, the educational implications are discussed as they relate 

to reading education for ESL students that are growing rapidly these days. In addition, 

the limitation of this study and the suggestions for further study are discussed. Finally, I 

present final thoughts about what I learned about reading instruction through RMA.  

Purpose and Procedures of the Study 

The purpose of this study was to: (a) find what adult proficient Korean ESL 

readers believe about reading in Korean (L1) and English (L2), (b) whether their beliefs 

about reading affect the way they read in L1 and L2 and their evaluation of themselves as 

readers in L1 and L2 reading, and (c) how their beliefs about reading and about 

themselves as readers change during the process of RMA. 

To fulfill the goals, this study used RMA as a research and instructional tool. I 

worked with five adult Korean ESL readers—Chanho, Eunjung, Yoonjae, Insup, and 

Jiyoung. Each participant had an initial interview, six Retrospective Miscue Analysis 

(RMA) sessions followed by six Reading Miscue Inventory (RMI) sessions, and a 
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closing interview.  

During each RMI session, each participant read an L1 or an L2 text, one at a time. 

The participants‘ oral readings were recorded, transcribed, analyzed, and interpreted 

using Miscue Analysis Procedure III. On the basis of the analysis, I pre-selected 4-7 

miscues, which revealed the degree of the efficiency of the participants‘ reading strategy 

use, according to the purpose of each session. Each RMI session was followed by an 

RMA session, during which each participant and I discussed the selected miscues to 

explore how the RMA sessions would help a participant revalue his/her conception of 

reading and raise his/her awareness of reading process. 

All the discussions and interviews were conducted in Korean, even when we 

talked about L2 reading. The discussions and interviews were translated into English by 

the researcher. Then, they were analyzed and interpreted in order to see the change of the 

participants‘ beliefs about reading and their self-evaluation as a reader over time.   

Summary of the Study 

This research used Retrospective Miscue Analysis (RMA) as a research tool to 

increase the participants‘ awareness of their strengths in reading strategy use in Korean 

(L1) in which they are proficient and to help them expand their effective L1 reading 
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strategies into their English (L2) reading.  

Consistent with many researches on RMA, the findings of this research suggested 

that during RMA sessions about L1 and L2 reading, the participants actively engaged in 

the discussion of their miscues, reflected reading process through examining their 

miscues, revalued their strengths in using effective reading strategies, and became more 

aware of their active reading process (Goodman and Marek 1996).  

I was able to document and witness a shift in the participants‘ beliefs about 

reading and about their abilities as readers in L1 and L2. As a result of the increased 

awareness of reading process and the revaluation of their strengths in reading strategy use, 

they reflected their beliefs about reading as a word-accuracy reproduction of a text. At 

the first interview and during the early RMA sessions, they considered reading as an 

accurate rendition of a text. They believed they would understand the text perfectly when 

they comprehended every word accurately. Therefore, their primary concerns in reading 

were word recognition. They believed that reading comprehension would improve with 

the development of linguistic skills, such as word recognition, like some participants in 

Chin‘s research (1996). They thought that the reading is simply a process of making 

connections between isolated words. Their beliefs about reading as an accurate 
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reproduction were closely related with their skill-based views of reading. Because of their 

beliefs about reading, the participants were often over-reliant on the graphophonic cueing 

system, especially when they read difficult L2 texts. 

The participants slowly and steadily changed their views of the reading process 

and their beliefs about reading in L1 and L2 through the discussion of their miscues while 

participating in my RMA research. First and foremost, the participants realized that in 

order to satisfactorily comprehend the text, they constantly used three language cues, 

such as graphophonic, syntactic and semantic cues, effectively and efficiently in reading 

in L1 and L2. They began to revalue the effective and efficient reading as they discussed 

their miscues in terms of syntactic and semantic acceptability and realized why they 

sometimes did not notice or noticed and corrected miscues.  

Second, the participants changed from an accurate word-for-word rendition of a 

text to a more holistic view of reading as meaning construction. They understood they did 

not stick to the text exclusively, but drew upon their own experiences to understand the 

text better. In other words, they did not process the text word-for-word accurate 

translation, but transacted with the print. Now, the participants state that the word is not 

the most important unit in reading and that reading is not accomplished by accurate word-
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for-word or sentence-by-sentence translation, because they saw they did not understand 

well when they focused on word-for-word translation. They found while they 

satisfactorily read a text, they made substitutions, omissions, and insertions, without 

disruption to meaning and with some or no graphic and sound similarity (Goodman and 

Marek 1996). Moreover, when they saw their miscues in L1 reading, at which they were 

experienced and advanced, they admitted that, ―Very proficient readers also made 

[miscues]‖ (Y. Goodman & Marek 1996 p. ix). 

Third, they became aware of reading process in which they used universal reading 

strategies, both in L1 and L2, such as predicting, inferring, sampling, confirming/ 

disconfirming, and correcting when predicting is disconfirmed (Goodman 1996a). So, 

they realized that reading process in L2 reading was not different than that of L1 reading.  

Fourth, the participants began to have more positive self-evaluation of themselves 

as readers, especially in L2. They did not feel frustrated easily when they did not 

remember all the details after one time reading. The shift of their beliefs about reading 

was first made about Korean reading through appreciating their strengths revealed in 

high-quality miscues. Then, they had chances to reflect their L2 miscues from a different 

perspective, which led them to revalue themselves as an L2 reader. 
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During the closing interview, all the participants agreed that RMA sessions 

provided them with the opportunity to revalue their conception of reading as an accurate 

rendition of a text and that reading will be improved by reading itself rather than by 

linguistic skill development.  

Educational Implications 

While conducting my research, I found that RMA was a useful instructional tool 

to help shift the focus of these readers away from a skills oriented approach to the belief 

that reading is a search for meaning. After participating in RMA sessions, the participants 

realized they made submission, omission or insertion miscues while they were using 

three language cues effectively and reading strategies efficiently. Then, they began to 

make a shift from their beliefs that reading should be an exact reproduction of the 

published text (Goodman and Flurkey 1996).  

At the beginning of this study, the participants in this study showed a tendency 

similar to readers with less competence. Generally, readers with less competence are less 

sensitive to contextual information and consequently, use a more bottom-up strategy of 

relying primarily on graphic information (Cziko 1978). Because the readers in this study 

believed reading to be an accumulation of isolated word meaning and also as an accurate 
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rendition of a text, they focused on individual word recognition, which made their 

reading less effective. When they became more word-oriented, they could not 

successfully use an interactive strategy of graphic, syntactic, and semantic contextual 

information to understand the meaning of a text. Word-by-word decoding was often the 

only strategy the participants relied on, especially when they read a difficult L2 text. 

The result of the research signified important educational implications that 

teachers should not ignore, because I was able to observe the important influence of 

reading instruction on my ESL Korean participants‘ beliefs about reading. As the ESL 

readers were instruction-dependent, the way they read in English was influenced by the 

way they were taught in traditional L2 reading classes, which were word-oriented and 

overemphasized the importance of surface structure of the text, rather than the 

construction of meaning (Schulz 1983; Johnston, Allington et al. 1985). When teachers 

focus on teaching new words and grammar exclusively, recommend word-oriented 

reading strategies, and emphasize skills for isolated and individual words recognition 

(Weaver 1994), this type of reading instruction promotes slow and labored reading that 

obstructs comprehension (Bentum and Aaron 2003) instead of helping students improve 

it.  
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Therefore, my suggestion is that, instead of encouraging students to interpret 

every word, teachers should help L2 students be aware that reading is a process to 

construct meaning by using three language cues systems effectively. Although ESL 

readers do not appear to employ strategies or patterns of strategies different from those of 

English native speakers (Block 1986), they tend to feel they should know all the words in 

a text to understand it, and rely heavily on the dictionary (Auerbach and Paxton 1997). 

Therefore, the ESL/EFL learners should realize that the linguistic knowledge itself is not 

sufficient to be more strategic and independent readers.  

Teachers may start from what students already know from their L1 reading 

experience and how they use their knowledge of language, such as graphophonic, 

grammatical, and semantic knowledge, to comprehend L1 texts effectively and efficiently. 

When Korean EFL students start to learn English reading, they may already be advanced 

and experienced readers in L1. Frequently, even the advanced and experienced L1 

readers may not be aware of what they are doing in their L1 reading, although they have 

internalized various effective reading strategies in L1 reading. Through their 

retrospective conversations with teachers, they should learn to revalue their reading 

process in L1 to expand their effective L1 reading strategies to their L2 reading. So, they 
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should be helped to be aware of how efficiently they use reading strategies in L1 reading, 

such as the strategies used to predict what is coming up in the text, to confirm or 

disconfirm predictions, and to integrate this old and new information. 

Once students become aware of the reading process in L1, they can apply their 

effective L1 reading to their L2 reading. This can be achieved by using RMA, whose 

usefulness was demonstrated in this study and documented in the excerpts of the RMA 

transcripts in chapter 3, 4 and 5 of this dissertation. This suggests that teachers and 

teacher educators should become familiar with the strengths of RMA as an instructional 

tool and this should be part of teacher education programs in the teaching of ESL reading. 

Limitations 

This research has two major limitations: the generalizability of the findings and 

the short time period of the research. 

First, although the findings of this study with Korean ESL readers may be applied 

to other similar populations, that is to say, Korean ESL undergraduate students who are 

proficient in L1 and above intermediate level in L2, they do not support generalization to 

the larger population of ESL college students who come from diverse cultures. 

Additional research is needed to support any conclusions. 
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Secondly, although the participants increased their conscious awareness of 

effective and ineffective reading strategy that they use over time, and although they all 

articulated that it is ineffective to focus on word recognition during the last RMA session, 

they become concerned about word identification primarily when they encounter a 

difficult text with ambiguous words. As the RMA sessions came to an end as scheduled, 

the researcher had no further chance to discuss their reading strategy use. Perhaps the six 

RMA sessions were not long enough to see the full effect of the readers‘ awareness of 

their reading strategies and their change of views about reading process. Such research 

needs a longer time frame. 

Suggestion for Further Research 

This research supported that RMA increases readers‘ awareness of their effective 

and ineffective reading strategy use by examining their reading process in L1 and L2 

through the discussion of miscues. In addition, it supported that through their awareness 

of their reading process and understanding of effective and ineffective reading strategy 

use, the participants made a shift from a skill-based view of reading into transactive view 

of reading.  

However, despite the changes in their view of reading, the participants sometimes 
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returned to their previous reading behavior, focusing on words when they encountered 

unfamiliar words or contents. The period of this research was not long enough to explore 

how the change would affect their reading or result in L2 reading comprehension 

development. There needs to be observed changes in reading behavior and performance 

as a longitudinal study. Therefore, I suggest a longer period study to explore a solid effect 

of readers‘ increased awareness of reading process and the readers‘ change in their beliefs 

about reading.  

Another research suggestion would include the observation of classroom 

instruction to examine the relationship between students‘ and teachers‘ beliefs about 

reading.  

What I Learned from This Research and Final Thoughts 

Throughout the research, I have been engaged in exploration, reflection, and 

evaluation about reading process. I understood reading process by revaluing miscues 

because they reveal readers‘ efficiency and effectiveness in using their reading strategies, 

such as graphophonic, syntactic and semantic cueing systems. I learned about universal 

reading processes that readers use in L1 and L2 reading, such as predicting, inferring, 

sampling, confirming, and correcting as readers construct meaning from print (K. 
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Goodman 1984).  

Therefore, as an educator and researcher, I learned how to help ESL readers 

identify their strength and weakness in their reading strategy use and revalue their 

reading process. Especially, I learned how to help them become aware of their strengths 

in using effective reading strategy in L1 reading.  I helped them expand their awareness 

to apply their effective L1 strategies in L2 reading.  

In this way, I believe I helped them become more effective readers. Especially, I 

learned how to release ESL readers from the ineffective reading strategies associated 

with an obsession for accuracy and helped them revalue reading as a meaning-making 

process, rather than as an accurate reproduction of a text.  

Above all, the most important thing that I learned from this research was that I 

came to believe that if educators really want to support students, we need to move 

beyond the limitation of skills-oriented instructional practices to a more constructivist 

paradigm that places value on students‘ strengths. In this sense, I agree with Armstrong 

because he states that educators need to move away from the focus on students‘ deficits 

and move toward a focus on students‘ capabilities (Armstrong 2004). Moreover, beyond 

what Armstrong asserts, I came to believe that we, as teachers, start from what students 
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already know from their L1 reading experience. Then, we help them expand their 

previous experience into a new experience in L2 reading. We assist them to reposition 

themselves as competent readers by implementing a revaluing protocol. We help them 

realize they need to be in control of their reading process and that they read in order to 

make meaning both in L1 and L2 reading.  
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APPENDIX A   

READING INTERVIEW FOR ENGLISH (L2) READING 

 

Name ___________  Age_____       Date ______________________ 

Occupation____________  Educational Level _____________________ 

Sex ______________      Interview setting ______________________ 

 

1a. When you are reading in English and come to something you don‘t know, what 

do you do? Do you ever do anything else? 

2a. Who is a good reader in English you know? 

3a. What makes __________ a good reader? 

4a. Do you think ______________ever comes to something she/he doesn‘t know? 

5a. * ―Yes‖ When _____________ does come to something she/he doesn‘t know, 

what do you think she/he does? 

* ―No‖ Suppose __________ comes to something she/he doesn‘t know. What do you 

think she/he would do? 

6a. If you know a Korean was having trouble reading in English how would you help 

that person?  

7a. What would a teacher do to help that person? 

8a. How did you learn to read in English? 

9a. What would you like to do better as a reader in English?  

10a.Do you think you are a good reader in English? Why?  

11a.What do you read in English routinely, like every day or every week? 

12a.What do you like most of all to read?  

13a.What is the most difficult thing you have to read? 
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APPENDIX B 

READING INTERVIEW FOR KOREAN (L1) READING 

 

Name ___________  Age_____       Date ______________________ 

Occupation____________  Educational Level _____________________ 

Sex ______________      Interview setting ______________________ 

 

1b. When you are reading in Korean and come to something you don‘t know, what do 

you do? Do you ever do anything else? 

2b. Who is a good reader in Korean you know? 

3b. What makes __________ a good reader? 

4b. Do you think ______________ever comes to something she/he doesn‘t know? 

5b. * ―Yes‖ When _____________ does come to something she/he doesn‘t know, 

what do you think she/he does? 

* ―No‖ Suppose __________ comes to something she/he doesn‘t know. What do you 

think she/he would do? 

6b. If you know someone was having trouble reading in Korean how would you help 

that person?  

7b. What would a teacher do to help that person? 

8b. How did you learn to read in Korean? 

9b. What would you like to do better as a reader in Korean?  

10b. Do you think you are a good reader in Korean? Why?  

11b. What do you read in Korean routinely, like every day or every week? 

12b. What do you like most of all to read?  

13b. What is the most difficult thing you have to read? 
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APPENDIX C   

QUESTIONS DURING RMA SESSIONS 

 

1. Does the miscue make sense? 

2. Was the miscue corrected? 

3. Should it have been corrected? 

4. Why do you think you made the miscue? 

5. Did the miscue affect your understanding of the text? 
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APPENDIX D   

RMA RESPONSE FORM  

Session_____________________________________________ 

Session focus, if any __________________________________ 

Reader _____________________________________________ 

 

RMA Questions 

1. Does Miscue make sense? 

(Each miscue is listed)    (Reader comments are quoted) 

____________________  ___________________________________ 

____________________  ___________________________________ 

____________________  ___________________________________ 

____________________  ___________________________________ 

2. Did you correct miscue? Or should you correct miscue? 

____________________  ___________________________________ 

____________________  ___________________________________ 

____________________  ___________________________________ 

____________________  ___________________________________ 

3. Why do you think you made miscue?  

____________________  ___________________________________ 

____________________  ___________________________________ 

____________________  ___________________________________ 

____________________  ___________________________________ 

4. Did Miscue affect understanding?  

____________________  ___________________________________ 

____________________  ___________________________________ 

____________________  ___________________________________ 

____________________  ___________________________________ 

 

(Y. Goodman, et al. 1996)  
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APPENDIX E   

CLOSING INTERVIEW 

 

1. How do you feel about yourself as a reader? 

2. Do you have any different attitudes toward reading than you had at the 

beginning? 

3. Have there been any changes in your reading during the RMA sessions? 

4. How do you feel about your ability to continue improving your reading? 

5. Generally speaking, what do you think about the sessions we spent together? 

 

 

+ This form is from A.M. Marek‘ dissertation (1987): Retrospective Miscue Analysis as an 

Instructional Strategy with Adult Readers, Unpublished doctoral dissertation, University of Arizona, 

Tucson, AZ.  
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APPENDIX F   

THE PLANNED TIMELINE OF DATA COLLECTION 
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*Abbreviations used in the table 

RMI: Reading Miscue Inventory 

RMA: Retrospective Miscue Analysis 
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APPENDIX G   

SUBJECT'S CONSENT FORM 

 

Project Title: Adult Korean ESL Readers‘ Beliefs and Reading Strategies 

 

You are being asked to read the following material to ensure that you are informed of the 

nature of this research study and of how you will participate in it, if you consent to do so. 

Signing this form will indicate that you have been so informed and that you give your 

consent. Federal regulations require written informed consent prior to participation in 

this research study so that you can know the nature and risks of your participation and 

can decide to participate or not participate in a free and informed manner.  

 

PURPOSE 

You are being invited to participate voluntarily in the above-titled research project. The 

goal of the project is to better understand adult Korean English as a Second Language 

(ESL) readers‘ conception of reading and its influence on their use of reading strategies. 

The secondary purpose of this project is to explore how the conception of reading and 

reading strategies changes through the process of Retrospective Miscue Analysis (RMA).  

 

SELECTION CRITERIA  

To be eligible to participate, you must be a Korean ESL student in a college or a graduate 

school. You must be 18 or older. A maximum of 8 individuals may participate.  

 

PROCEDURE(S)  

The Principal Investigator, Misun Kim, will audio-tape participants‘ interviews about 

your conception of reading and evaluation of yourselves as a reader in English and 

Korean. After the initial interview, you will be asked to read aloud English and Korean 

texts. If you make miscues in reading, we will talk about your miscues or errors in 

reading. This study will focus on how your conception of reading and use of reading 

strategy change through the process of RMA. You will be asked to use false name or 

pseudonym on the audiotape. Any name mentioned on the audio tape will be dubbed out. 

Any student who does not want to participate can withdraw at any time. 
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RISKS  

Your decision whether or not to participate in the study will not cause any bad feelings. 

All participants will have the opportunity to listen to the audio-tapes to be sure they 

 

BENEFITS  

There is no direct benefit to you for your participating in this research. However, this 

project may provide valuable insights to reading process and reading strategy through the 

discussion of miscues. It may help to make improvements for participants reading 

attitude when you revalue or re-evaluate your own reading and yourselves as a reader. 

Moreover, this study is significant if this project contributes to the knowledge and 

understanding of reading instruction for the adult Korean ESL learners.  

 

CONFIDENTIALITY 

The names of all participants will not be exposed if the data is used for presentations 

and/or in publications. The data collected will only be seen by the Principal Investigator 

of this project, Misun Kim. In all the written documents, initials or other coding will be 

used so that no one may be identified. Once data or information are collected and entered 

into the computer, any information with reference to coding of each participant will be 

safely locked in a cabinet in Language, Reading, & Culture (LRC) office for 6 years until 

it is destroyed with a paper shredder. All data on the computer will be entered with fake 

names. Once the project is completed, all data on the computer will be permanently 

deleted. All audio tapes will be locked in a cabinet in the LRC office for 6 years. The 

tapes will then be erased and destroyed. 

 

PARTICIPATION COSTS AND SUBJECT COMPENSATION  

Participants will have 6 two-hour sessions without monetary costs. The schedule will be 

made for your convenience. There will be no compensation for participation. 

 

CONTACTS 

You can obtain further information about the research or voice concerns or complaints 

about the research by calling the Principal Investigator Misun Kim, Ph. D. Candidate at 

520-881-0889. If you have questions about your rights as a research participant, have 

questions, complaints, or concerns and can‘t reach the Principal investigator, or you want 

to talk with someone other than the investigator, you may call the University of Arizona 
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Human Subjects Protection Program office at (520) 626-6721.  (If out of state use the 

toll-free number 1-866-278-1455. If you would like to contact the Human Subjects 

Protection Program by email, please use the following email address: 

http://www.irb.arizona.edu/suggestionspp. 

 

AUTHORIZATION 

Before giving my consent by signing this form, the methods, inconveniences, risks, and 

benefits have been explained to me and my questions have been answered. I may ask 

questions at any time and I am free to withdraw from the project at any time without 

causing bad feelings. My participation in this project may be ended by the investigator 

for reasons that would be explained. New information developed during the course of 

this study which may affect my willingness to continue in this research project will be 

given to me as it becomes available. This consent form will be filed in an area designated 

by the Human Subjects Committee with access restricted by the principal investigator, 

Misun Kim, Ph.D. Candidate or authorized representative of the Language, Reading, and 

Culture Department. I do not give up any of my legal rights by signing this form. A copy 

of this signed consent form will be given to me.  

 

 

___________________________________ ____________________________  

Subject's Signature     Date 

 

INVESTIGATOR'S AFFIDAVIT: 

I have carefully explained to the subject the nature of the above project. I hereby certify 

that to the best of my knowledge the person who signed this consent form was informed 

of the nature, demands, benefits, and risks involved in his/her participation. 

 

_________________________________ __________________________________  

Signature of Investigator    Date 
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