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ABSTRACT 

Purpose--The purpose of this study was to investi

gate the individual differences in the reading processes of 

ninth grade retarded readers reading a populeir article and 

a science article. 

Source of Pata--Thirty-six ninth grade subjects at 

the Experimental Learning Center of the University of 

Arizona were used as the source of the data. The data came 

from tape recorded interviews of each subject describing 

their reading processes after having read each article, 

the responses to an unstructured question, the answers to 

comprehension tests, the results of the cloze procedure, 

and analysis of oral reading. 

Major Conclusions--

1. It is possible to identify the reading process of 

retarded readers by the use of introspective and 

retrospective methods. 

2. There are differences in the processes used by 

individual retarded readers. These differences 

were noted in their varying methods when reading. 

While usually associated with good readers, these 

methods were not effective as carried out. Their 

word recognition techniques were used singly or in 

combination. Other areas of the process where 

x 
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differences were noted were found in the reader's 

use of the writer's guides to meaning, methods to 

locate the main idea, bringing personal experience 

to the reading, generalizing, reading critically, 

and applying what they read. 

There are differences in the processes used by 

students of different levels and patterns of 

intelligence and different levels of comprehension 

on standardized tests. The higher IQ appeared to 

read more critically and gave more evidence of 

reading beyond the lines. 

Differences also occurred between the higher 

performance IQ group and the equal performance-

verbal IQ group. The latter gave more evidence of 

using word recognition techniques, were able to 

describe how they obtain main ideas, and appeared 

to read more critically. The former showed a 

greater tendency to read beyond the lines more. 

Further differences were observed between the 

high-level (HLR) and low-level reader (LLR). The 

LLR tended to vary his methods more in reading, but 

unsatisfactorily. The variation of methods appeared 

to be based on whim. 

The LLR showed a tendency to utilize his 

experience and past knowledge more than the HLR. 
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4. There are differences in the processes used in 

reading two different kinds of reading selections., 

Three aspects of the reading process were described 

for the popular article that were not for the 

science article: applies what is read, reads 

critically, and is not aware of literary form. For 

the science article, only one aspect of the reading 

process was described that was not described for 

the popular article: use of the writer's guides to 

meaning. These differences were the result of the 

nature of the selections. 

5» There are differences in the processes used by 

students from English speaking and Spanish speaking 

homes. The bilinguals appear to do more reading 

without purpose, vary their speed, and skip more 

unknown words without making an effort than do the 

Anglos. Also, they use Spanish as a method of word 

recognition. On the other hand, the Anglos show 

more of a tendency to sound out and use syllabica

tion as methods of word recognition than do the 

bilinguals. They also appear to read carefully and 

reread more than the bilinguals. 

Specific Findings--The subjects in this study show 

tendency to: 

1. Use a wide variety of methods when answering 

multiple-choice comprehension tests. 
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2o Allow their experiences to interfere with their 

comprehension« 

3 o Depend on vague recollections from their reading 

that distorts their understanding. 

Not to try to figure out unknown words. 

5 - Overlook clear contextual clues. 

60 Omit important sections of their reading. 

7. Use meaningful substitutions in their attempt to 

understand. 



I„ INTRODUCTION 

Research on the reading process has been relatively 

neglected. We do not know what goes on in the reader's 

mind between the stimulus of the written word and the 

response he makes to it; how students read selections of 

different kinds or what procedures they use in their 

attempt to gain an understanding of the selections. Very 

few studies have explored this area because of the inacces

sibility of the process and the difficulties inherent in 

quantifying and objectifying data obtained. 

The need for information about how students read is 

crucial. Without it we have to rely upon the assumptions 

of adults, and it is very possible that these assumptions 

may be incorrect. Yet these assumptions are used as a 

basis for instruction and for writing materials used in 

instruction. Strang (1962) has pointed out the imperative

ness of gathering information on the reading process: 

One type of research seems to be basic to the 
improvement of reading instruction. It under
lies programmed reading instruction with or 
without the use of machines; it is prerequisite 
to the construction of effective reading tests; 
it is essential for efficient instruction in 
reading at every grade level. This research 
deals with the dynamic process by which individ
uals of different ages, mental abilities, 
interests, and backgrounds actually comprehend 
and interpret what they read (p. 188). 

1 
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It is the purpose of this study to explore the 

reading processes of retarded readers in the ninth grade, 

to note individual differences and differences between 

certain subgroups, and to describe the reading processes 

most frequently employed by these students. 

Definitions of Reading as a Complex Process 

The concept of the reading process has changed 

considerably since the 19^ century. At that time it was 

largely thought of as a mechanical perceptual act. One of 

the first challengers of this view was Huey (1912) who felt 

that the process was composed of complex skills, abilities, 

and attitudes. 

Thorndike (1917) also challenged the common opinion 

of reading as a simple compounding of habits, and noted the 

following: 

Understanding a paragraph is like solving a 
problem in mathematics. It consists in selecting 
the right elements of the situation and putting 
them together in the right relations, and also 
with the right amount of weight or influence or 
force for each. The mind is assailed as it were 
by every word in the paragraph. It must select, 
repress, soften, emphasize, correlate, and 
organize, all under the influence of the right 
mental set or purpose or demand (p. 329)• 

Thus Thorndike speaks of reading as an elaborate reasoning 

process. 

The trend since that time, as noted by Fries (1963) 

has been toward broader and more complex definitions of the 

reading process. For many years Gray (1937, 19^0, 1956) 



wrote of the complexity of the reading process. In publi

cations dating from 19255 he has referred to this com

plexity. He has stated: "In harmony with the foregoing 

statements, reading is conceived today as a complex 

activity of four dimensions: the perception of words, a 

clear grasp of meaning, thoughtful reaction, and integra

tion" (1956, pp. 33-34). 

Many other authorities have expressed agreement 

with this complexity and broadness of reading and have 

written similar definitions. Strang (1955) writes of 

reading in this way: 

Reading is many-sided. It is a visual task 
involving sensation and perception. Reading is 
a psychological process; it involves fusing 
symbols with their meanings to comprehend an 
author's thought. Reading is a complex and 
unique experience involving the organism as a 
whole. It is a pattern of activities which 
varies with the reader's purpose and the kind 
of material which he is reading (p. 62). 

What may be considered the most complex and techni 

cal description of the reading process was written by 

Holmes (1961) who said reading is: 

. . . an audio-visual verbal processing skill 
of symbolic reasoning, sustained by the inter-
facilitation of an intricate hierarchy of sub
strata factors that have been mobilized as a 
psychological working-system and pressed into 
service in accordance with the purposes of the 
reader (p. 1). 



k 
Ma.ior Factors in the Total Reading Process 

In order to understand the focal point of this 

study, it is necessary to have in mind a superstructure of 

the total reading process; this will enable the reader to 

see the relationship of this study to the total field of 

reading. Such a superstructure has been suggested by 

Strang (1965? PP« ^9-73) and a modified version of it in 

diagram form is found on the following page. 

In the paradigm, there are four major categories: 

product, prerequisites, the reading process, and proce

dures . 

Product 

The product is concerned with the desired outcomes 

of learning to read. This category has offered many pos

sibilities for research because it is fairly accessible due 

to standardized tests. Important as this research has been, 

it is necessary to note that in focusing on the product, 

this research has been dealing with the status of an 

individual's reading rather than how this status was 

reached. 

Prerequisites 

The prerequisite category deals with factors that 

underlie both the product and the process and must be taken 

into account when teaching procedures are considered. 



f T * =f * 1 
Product Prerequisites Process Procedures 

The main competencies These underlie prod-
that enable students 
to read the lines 

vocabulary 

word-recognition 
skills 

uct and process 

readiness 

mental abilities 

linguistic factors 

listening 
comprehension 

Physical and psycho
logical attempts to 
explain the reading 
process 

value systems 

chemical 

J • ! neurological 

psychological 

-perception 

-conception 

-higher associa
tion processes 

The teaching 
process with 
procedures 
used based 
on the three 
preceding 
categories 

higher level 
competencies 

-int erpr e t ation 

-making general
izations and 
drawing conclu
sions 

-critical and 
creative reading 

applications 

-to personal 
development 

-to social problems 

Fig. 1„--The total reading process —a paradigm encompassing major factors VJ1 
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Thus, it has an effect on the other three categories in the 

total reading process. 

Process 

Process is a category that is concerned with the 

how of reading. Various attempts have been made to explain 

how students read. Some have been done on a chemical level, 

others on a neurological level, and still others on a 

psychological level. The literature relating to these sub

categories will be reviewed later in this chapter. 

Procedures 

Procedures, the fourth and final major category, is 

concerned with the effective teaching of reading. The most 

efficient procedures a teacher can use depends upon a great 

many factors. The arrows in Figure 1 indicate the previous 

categories all affect teaching procedures. Certainly it is 

necessary to know the reader's present status, his intel

lectual abilities and motivations, as well as the processes 

that he uses in order to make intelligent decisions about 

choosing teaching procedures that offer optimum opportunity 

for successful teaching. 

However, as indicated previously, little is known 

of the third category. 
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Review of the Literature of the Reading Process 

It is the purpose of this section to review briefly 

chemical and neurological attempts to understand the read

ing process, and to review extensively the psychological 

studies of the reading process to which this study is more 

directly related. 

Chemical 

It has been suggested that poor reading may be the 

result of an improper balance of two chemicals that control 

the transmission of nerve impulses from one neuron to 

another during the reading act. Smith and Carrigan (1959) 

have pointed out that the function of the chemical acetyl

choline (ACh) is to fire the neuron while cholinesterase 

(ChE) functions as a deactivator of ACh. Thus an over

production of either chemical will have an adverse effect 

upon the transmission of nerve impulses during the reading 

act with a resultant adverse effect on reading. 

Neurological 

While Smith and Carrigan have been concerned with 

chemical effects on the neurological system, other investi

gators have been focusing on the role of neurological 

impairment as a causative factor in reading disability. 

Reitan (196At) has noted that some of the consequences of 

neurological impairment that will have effect on a child's 

learning to read are: . .a loss in general adaptive 
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abilities, which is manifested by learning deficits and 

inability to sustain concentrated attention and motivation; 

a loss in the ability to appreciate the significance of 

language symbols; impairment in the ability to form and 

generalize rational concepts; and deficits in the percep

tion and manipulation of visuo-spatial configurations" 

(p. 109). 

Psychological 

The psychological process of reading deals with all 

that takes place between the intake or stimulus and the 

output or response. The first stages of this process have 

been explored and clarified by various investigators and 

the findings will be summarized. 

Perception.--The perceptual process refers to the 

interpretation of everything that we sense which involves 

sense stimulation, preparation for a response and the 

response. In reading, the reader is stimulated visually 

and this is the first step in the perceptual process. In 

an attempt to understand this first step, investigators 

such as Buswell (1959) and Tinker (1965) have extensively 

studied eye movements in reading. 

In a summary of this area of research, Russell 

(1961, p. 103) described the total process of eye movements 

in reading in the following manner: 

1. Number of fixations per line 
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2. Number of regressions 

3. Return sweeps to the next line--left-to-right 

diagonal sweep to a fixation at the beginning of 

the next line. 

4. Average length of fixations when words Eire seen 

5. Interfixation movements during which vision blurs 

6. Reading span--distance between two fixations 

7. Rhythmic movements--the two eyes working together 

in regular pattern line after line 

Having obtained a clear visual image of the stimu

lation, this image is carried to the brain and its meaning 

identified. However, as Dechant (1964) has pointed out, 

. . sensation is clothed with the perceiver's wealth of 

past experience and values, and the percept reflects the 

biological and environmental characteristics of the 

perceiver" (p. 19)• Eye movements, then, can be controlled 

by and are a reflection of the reader's background, 

personality, and motivation, and we would expect individual 

differences in the perceptual style of readers. Robinson 

(1964) summarized these differences and identified two 

basic perceptual styles. One style emphasizes the whole. 

The evidence indicates that whole perceivers tend to learn 

to read better than the others. The second style is one 

that emphasizes the parts and these perceivers are generally 

the poorer readers. However, as Tinker (1965) has pointed 
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out, the same person may vary his perceptual style at dif

ferent ages of maturity, at different times, and at differ

ent tasks. 

Conceptualization.--The next stage deals with 

conceptualization where the reader takes a percept and 

compares and/or associates it with other similar percepts. 

Out of this comparing and/or associating, the reader goes 

on to generalize and form a concept or generalized under

standing of a word or idea. Research evidence indicates a 

positive relationship between reading skill and conceptual 

ability, especially from the second grade on. One of the 

causative factors in reading difficulties lies in the lack 

or meagerness of concept formation in the reader. 

In summary, the reading process from visual stimu

lation in perception to conception has been dealt with by 

investigators, and their findings have clarified these 

beginning stages. However, what happens after this? How 

do individuals actually read? What methods do they use? 

The little evidence that is available will now be reviewed. 

Higher Association Processes Studied by Introspective-
Retrospective Verbalizations 

At least seven studies have utilized introspective 

and retrospective reports in an interview setting in order 

to obtain data on the reading process. Insights into the 

interests of 112 adolescent and adult readers as well as 

their reading patterns in approaching three different kinds 
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of reading selections were obtained by Strang (19^2). She 

found that in studying the individual cases there was 

evidence that a central core or radix determines the nature 

of an individual's reading pattern. 

Further evidence of the existence of a radix which 

directly influenced the reader was found by Gray and Rogers 

(1956)o The twenty-one adult readers in this investigation 

were highly influenced by interests and attitudes and to a 

great degree these were influential in the interpretation 

of the author's ideas. 

Swain (1953) interviewed twenty-nine college 

freshman students after they had read selections of three 

different kinds. The students were asked to think aloud as 

they answered multiple-choice questions. Based on the 

analysis of this recorded information, Swain described two 

categories of behavior, representing two aspects of the 

process. One category was labeled "restructuring of 

meaning" where the reader identified the author's meaning 

in light of his interests, experiences, or specific 

purposes. The other category was "analysis of language" 

where the reader examines the language of a reading passage 

to obtain meaning from the order in which the words are put 

down. Good readers were found to use restructuring more 

frequently than poor readers. Swain also found that 

correct answers seemed to be associated with flexibility 

and adaptability on the part of the good reader. Swain 
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can be criticized for basing her study on the processes 

used in answering questions which may not be the processes 

used when normally engaged in reading. 

Recognizing the lack of previous study of chil

dren's reading process, Piekarz (195^) decided to explore 

the reading processes of twenty-two sixth graders. She 

felt that the processes used by adults were already well 

established and therefore occurring for the most part at 

the subconscious level. Thus, she gave a single reading 

stimulus, an article on child-parent relationships, to 

children with higher than average reading achievement for 

their chronological age and grade placement. Utilizing a 

less structured approach than Swain, Piekarz asked her 

subjects to verbalize their thoughts and feelings con

cerning the reading selection as they read. She then 

tested their comprehension and divided her sample into 

higher- and lower-level readers. By analyzing their 

responses, Piekarz gained many interesting insights into 

the reading process. She found the high-level readers 

(HLR) made responses that were evenly divided over three 

broad categories, literal meaning, implied meaning, and 

critical evaluation, while the low-level readers (LLR) 

tended to limit their responses to literal meanings with 

very few responses fitting into the other two categories. 

She also found that the HLR tended to be more objective, 

while the LLR seemed to confuse the author's ideas with 



their own. The few evaluations that were made by this 

group were very subjective and highly emotional in nature. 

Unfortunately, Piekarz used a framework of cate

gories that she obtained from reading experts and factorial 

studies to analyze the subject's responses. This would 

seem to restrict the scope of the study to what we already 

know. Instead of having a preconceived set of categories 

into which the investigator puts responses, it would be a 

better procedure to develop categories based on an analysis 

of the responses. In this way there would be the possi

bility of discovering categories other than those already 

known. 

In order to get a more normal reading situation, 

Jenkinson (1957) had twenty-two high school students from 

the tenth, eleventh, and twelfth grade respond to the cloze 

procedure instead of answering questions as a basis for 

discriminating between high-and low-level readers. She 

also used this technique as a stimulus for introspection 

about their processes. The cloze procedure consisted of 

deleting every fifth word from a reading selection which 

the subjects then read and tried to fill in the deletions. 

They also gave the reasons for their choice of word. 

Jenkinson found that the students who were able to score 

well on the cloze tended to see more relationships among 

the various ideas, have a better understanding of language 
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structure and be, as in Piekarz's study, less subjective 

than those who scored low. 

Using a different stimulus, poetry, and a different 

grade level, the ninth, Letton (1958) systematically 

recorded the oral responses of her average and above 

average students. Dividing her subjects into higher-and 

lower-level readers, she compared their interpretive 

responses in reading poetry. The HLR's differed signifi

cantly from the LLR's in their ability to: (l) grasp the 

literal meaning, (2) secure the broader meanings inherent 

in a poem, (3) react to what they read, and (4) integrate 

the newly acquired ideas with their own experiences. Also, 

they were more familiar with poems and poets and had more 

positive attitudes toward poetry, as well as more favorable 

experiences with poetry. 

A more recent attempt to explore the reading 

process was in the area of the short story with eleventh 

graders who were above average readers. Dividing her 

subjects into HLR's and LLR's like other investigators, 

Rogers' (1965) findings were similar to Letton's to some 

extent. The HLR's knew more short stories and short story 

writers, and could grasp literal and implied meanings 

better than the LLR's. However, there were no significant 

differences in the expressed attitude of the two groups 

toward reading short stories or in their integration of 

ideas from the short story with their personal lives. 
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Summary 

The preceding investigations all used introspective-

retrospective procedures in order to ascertain the con

scious thought processes of readers using various kinds of 

stimuli. The stimuli ranged from passages of irony 

allegory, popular articles, poetry to the short story. The 

subjects used were also diversified in terms of age and 

grade level, from sixth graders to adults. However, the 

subjects were similar in two respects. They were all good 

readers and were of average or higher intelligence. What 

might be the reading processes of retarded readers who have 

baffled psychologists and reading teachers and who so 

desperately need our help? Because of the obvious dif

ficulties in obtaining information from these less able 

readers, investigators have ignored them in their research. 

In spite of the difficulty involved in obtaining intro

spective reports from this group, it was decided to explore 

the reading processes of ninth grade retarded readers, for 

if they are to be helped, attempts must be made to know 

what processes they use at different levels and with dif

ferent kinds of materials. 

The Problem and Hypotheses 

Previous sections of this chapter have shown us the 

need for studying the retarded reader. They have led 
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step-by-step to the formulation of the reasons for the 

present study. 

Statement of the Problem 

It is the purpose of this study tcf explore, by 

means of analysis of responses on reading exercises and by 

introspective and retrospective reports obtained in inter

views, the reading processes used by retarded readers in 

the ninth grade. 

Hypotheses 

1. It is possible to identify the reading process of 

retarded readers by the use of introspective and 

retrospective methods. 

2. There will be differences in the processes used by 

individual retarded readers. 

3« There will be differences in the processes used by 

students of different levels and patterns of 

intelligence and different levels of comprehension 

on standardized tests. 

4. There will be differences in the processes used in 

reading two different kinds of reading selections. 

5. There will be differences in the processes used by 

students from English-speaking and Spanish-speaking 

homes. 



Definitions of Terms 

For the purpose of this study, "retarded readers" 

will mean students reading two years or more below their 

grade level as measured by the Gray Oral Reading Test. 

"Reading process" includes any procedure used by 

the reader to arrive at his comprehension of the reading 

selection. 



II. METHOD OF STUDY 

There are four major sections developed in this 

chapter; the subjects, methods of obtaining insight into 

the reading process, the methodology of this study, and 

the treatment of the data. 

The Subjects ^ 

The subjects were chosen from eighth grade students 

who had been referred to school psychologists by classroom 

teachers because of reading difficulties. From these 

referrals, a group of forty-five students were chosen to 

attend ninth grade classes at the Experimental Learning 

Center of the University of Arizona; it was here they were 

interviewed for this study. 

Of the original subjects, only thirty-six were 

actually used in this investigation. Five subjects were 

not available for interviews because of their having moved 

or dropped out of school. One subject was used as a trial 

subject in the testing of the interview schedules, two 

others were eliminated because their interviews failed to 

record, and another was never adequately tested because of 

absence during the testing periods. 

In a study that focuses on individuality rather 

than commonality of the student's reading process, it is 

18 



necessary to have sufficient information to describe ade

quately the subjects.. Thus, six tests were administered to 

the groupo To get an understanding of how the subjects 

read orally, the Gray Oral Reading Test was individually 

administered. Three standardized reading tests were also 

administered to obtain information about competency in 

silent reading of paragraphs and vocabulary knowledge. The 

three tests were: (l) The Metropolitan Reading Achievement 

Test for Grades 3-^5 Form B; (2) The Metropolitan Reading 

Achievement Test for Grades 5-6, Form BM; and (3) The 

Stanford Reading Achievement Test for Grades 7 •> 8, 9? Form 
W„ The Sequential Test of Educational Progress Listening 

Test, Form 3A was also administered to the subjects. The 

results of these five tests were tabulated and are sum

marized in Tables 1-5 • 

That these subjects represent a group of readers 

who are not functioning at or near grade level in oral 

reading, word knowledge, comprehension, and listening is 

shown in Tables 1-5° Table 1 indicates that the sample 

ranged in oral reading grade scores from 1.0 to 6.2. Thus, 

all subjects meet the definition of retarded reader given 

in Chapter I. 

The results of the Metropolitan Reading Test for 

grades 3-^ in Table 2 show the median grade score in word 

knowledge is 5.7 and 4.3 in reading. The former falls at 

the 75*b percentile and the latter at the 45<b percentile. 
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TABLE 1 

RESULTS OF THE GRAY ORAL READING TEST-

MI spronunciation 
Grade Omis- Inser- Substi- Repe- Inver-
Score Aid Gross Partial sion tion tution tition sion 

1.0 0 0 3 1 0 6 5 1 
6 = 2 0 4 28 1 1 1 6 0 
1.9 7 2 5 0 0 3 19 0 
1.2 0 0 1 0 0 1 44 0 
2 c 6 2 4 10 3 2 8 8 0 
2.1 0 0 2 0 0 2 18 0 
1.0 4 1 1 0 2 17 18 0 
4.0 0 9 11 1 3 11 6 0 
2.0 2 1 8 1 1 12 28 0 
1.7 1 1 8 0 1 9 9 0 
6.4 1 7 20 5 4 3 7 2 
1.9 1 1 10 1 0 10 15 1 
4.4 0 4 32 0 0 6 4 0 
1.6 7 0 11 0 0 9 20 0 
4.2 0 1 8 7 0 11 4 0 
3 « 3 0 1 32 0 0 2 8 0 
5.8 1 4 23 2 0 2 7 0 
5.4 1 l 18 2 1 4 9 0 
3-8 0 0 24 1 1 7 6 0 
3.8 0 3 11 0 0 1 22 0 
5-1 1 1 34 0 1 2 1 0 
2.6 3 2 12 1 0 6 16 0 
l.l 0 4 27 0 1 0 9 0 
4.0 0 3 15 2 0 8 9 0 
2.6 0 0 13 0 2 4 6 0 
3-4 1 3 8 8 1 4 9 0 
3.0 2 0 11 0 3 8 13 0 
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TABLE 2 

METROPOLITAN READING TEST, GRADES 3-4, FORM B 

Word Knowledge Reading 

Sub- Raw Standard Grade Raw Standard Grade 
iect Score Score Score °/o±le • Score Score Score %ile 

1 11 31 2.3 1 11 35 2.5 5 
2 46 70 7.6 95 36 58 5.3 65 
3 23 45 3-4 20 26 49 3.9 35 
4 44 66 6 06 90 12 37 2.6 5 
5 39 58 5.4 70 35 57 5-1 60 
6 39 58 5.4 70 33 55 4.7 55 
7 19 4i 3-0 10 17 4i 3.1 15 
8 ^5 68 7.1 95 33 55 4.7 55 
9 42 63 6.1 85 26 49 3-9 35 
10 30 50 4.0 35 30 53 4.4 50 
11 44 66 6.6 90 39 64 6.8 85 
12 33 53 4.5 45 28 51 4.2 40 
13 44 66 6.6 90 34 56 4.9 60 
14 36 55 4.8 55 29 52 4.3 45 
15 4i 62 5-9 80 29 52 4.3 45 
16 39 58 5.4 70 27 50 4.0 35 
17 43 64 6.2 85 33 55 4.7 55 
18 39 58 5-4 70 25 48 3.8 30 
19 42 63 6. l 85 27 50 4.0 35 
20 46 70 7-6 95 40 66 7.2 90 
21 38 57 5.2 65 35 57 5-1 60 
22 40 6o 5-7 75 25 48 3-8 30 
23 24 46 3-5 25 l4 39 2.8 10 
24 4i 62 5.9 8o 36 58 5.3 65 
25 34 53 4.5 45 28 51 4.2 4o 
26 37 56 5.0 6o 18 42 3.2 15 
27 46 70 7.6 95 33 55 4.7 55 
28 43 64 6.2 85 31 53 4.4 50 
29 4o 6o 5.7 75 23 46 3-6 25 
30 19 4i 3-0 10 18 42 3.2 15 
31 38 57 5-2 65 23 46 3-6 25 
32 35 54 4.7 50 35 57 5.1 60 
33 30 50 4.0 35 27 50 4.0 35 
34 43 64 6.2 85 29 52 4.3 45 
35 42 63 6.1 85 32 54 4.5 50 
?6 42 6 ?  6. l 85 33 55 4.7 55 

Raw Grade Raw Grade 
Score Score °/o±le Score Score %ile 

lang e 11 -4b 2 :.3' -7.6 1-95 11-40 2.5 -7. 2 5-90 
13 42 • 90 6 .2 85 33.64 4 .9 60 
4d 39 .83 5 • 7 75 29.IO 4 • 3 45 
U 34 • 50 4 • 5 45 24.75 3 .8 30 
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TABLE 3 

METROPOLITAN READING TEST, GRADES 5-6, FORM BM 

Word Knowledge Reading 
Sub- Raw Standard Grade Raw Standard Grade 
ject Score Score Score %ile Score Score Score %ile 

1 11 32 3-1 5 13 37 3 0 8 10 
2 33 49 6.0 4o 25 51 6.3 45 
3 10 31 3-0 2 10 33 3.3 5 
4 24 43 4.9 20 9 31 3.1 5 
5 27 45 5.3 25 20 48 5.7 35 
6 23 42 4.7 20 17 42 4.7 20 
7 7 27 3.0- 1 10 33 3.3 5 
8 33: 49 6.0 4o 29 55 7-3 60 

9 37 51 6.4 50 21 47 5.5 30 
10 16 37 3.8 10 17 42 4.7 20 
11 4l 54 7.1 60 33 59 8.7 75 
12 34 50 6.2 45 16 40 4.4 15 
13 36 51 6.4 50 29 55 7.3 60 
14 28 45 5-3 25 20 46 5.3 30 
15 28 45 5-3 25 19 45 5.1 25 
l6 32 48 5.8 35 10 33 3-3 5 
17 38 52 6 .6 50 22 48 5.7 35 
18 37 , 51 6.4 50 24 50 6.1 45 
19 28 45 5-3 25 23 49 5.9 40 
20 44 57 7-9 70 26 52 6.6 50 
21 33 49 6.0 4o 27 53 6.8 55 
22 32 48 5-8 35 25 51 6.3 45 
23 14 35 3-6 5 8 30 3.0 2 
24 28 45 5-3 25 27 53 6.8 55 
25 26 44 5.1 25 9 31 3.1 5 
26 16 37 3-C 10 13 37 3.8 10 
27 4o 54 7.1 6o 22 48 5.7 35 
28 22 42 4.7 20 16 4o 4.4 15 
29 24 43 4.9 20 17 44 4.9 25 
30 19 4o 4.3 15 14 38 4.0 10 
31 28 45 5-3 25 12 36 3.7 5 
32 26 44 5-1 25 18 44 4.9 25 
33 16 37 3.8 10 16 4o 4.4 15 
34 34 50 6.2 45 21 47 5.5 30 
35 32 48 5.8 35 19 45 5.1 25 
36 32 48 5.8 35 24 50 6.1 45 

Raw Grade Raw Grade 
Score Score %ile Score Score %ile 

Range 7 -44 3 .0-7.9 1-70 8-33 3-0-8. 7 2-75 
Q3 33 .61 6.2 45 23.70 6.1 45 
Md 29 .17 5.3 30 19.00 5-1 25 
<*1 22 .50 4.7 20 13.50 3.8 10 
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TABLE 4 

STANFORD READING TEST GRADES 
7, 8, 9, FORM W 

TABLE 5 

STEP LISTENING TEST 
FORM 3A 

Con
Sub Raw- Grade 

%ile 
Sub Raw verted %ile 

ject Score Score %ile ject Score Score Band 
1 15 4.8 4 1 30 256 2-10 
2 12 k.2 2 2 4i 268 11-32 
3 10 3.8 1 3 4o 267 8-27 
4 5 2.5 .1 4 33 260 4-16 
5 20 5-6 10 5 45 272 20-39 
6 11 k.O 1 6 30 256 2-10 
7 9 3.5 1 7 26 251 • 3-4 
8 11 k.O 1 8 38 265 7-22 
9 16 5.0 6 9 51 278 34-56 
10 16 5-0 6 10 35 262 5-18 
11 23 6.2 12 11 43 270 16-34 
12 19 5-4 8 12 38 265 7-22 
13 26 6.5 18 13 37 264 7-22 
14 10 3-8 1 l4 55 282 44-67 
15 l4 4.6 4 15 32 258 3-12 
16 12 4.2 2 16 47 274 24-44 
17 18 5.3 8 17 
18 20 5-6 10 18 31 257 2-10 
19 25 6.4 16 19 32 258 3-12 
20 23 6 .2 l4 20 48 275 24-44 
21 12 k.2 2 21 34 261 4-i6 
22 20 5.6 10 22 38 265 7-22 
23 11 4.0 1 23 37 264 7-22 2k 18 5-3 8 24 48 275 24-44 
25 18 5.3 8 25 33 260 4-16 
26 - - - 26 24 248 .2-3 
27 20 5.6 2 27 37 264 7-22 
28 14 4.6 2 28 50 277 29-50 
29 8 3-2 1 29 36 263 5-18 
30 14 4.6 4 30 37 264 7-22 
31 13 4.4 4 31 42 269 11-32 
32 22 6.0 12 32 33 260 4-l6 
33 9 3-5 1 33 32 258 3-12 3k 23 6.2 l4 34 36 263 5-18 
35 23 6.2 14 35 43 280 39-61 
36 10 3.8 1 36 28 253 .8-6 

Raw- Grade Raw 
Score Score %ile Score %ile Band 

Range 5-2b 2.5-6.5 TTE Range 24-55 0.2-3 to kk-(>7 
Q3 19.80 5.6 10 Q3 42.75 39 -6l 
Md 14.83 4.8 4 Md 36.66 7 -22 
Q1 11.08 4.0 l Q1 32.37 3 -12 
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In Table 3 the median grade score for word knowledge in the 

Metropolitan Reading Test 5-6 is 5-3 at the 304b percentile 

and 5.1 at the 25*-b percentile for reading. On the Stanford 

Reading Test, grades 7? 8, 9) the median grade score for 

reading as shown in Table 4 is 4.8, the percentile. The 

STEP Listening Test in Table 5 indicates a median percentile 

band of 7-22 for the sample. 

Other information about the sample was obtained 

from their permanent record files in their high school. 

Each subject was given a Wechsler Intelligence Scale for 

Children (WISC) or a Wechsler Adult Intelligence Scale 

(WAIS) upon their referral to the school psychologist. The 

results of this testing are summarized in Table 6 where it 

is noted that the range of the full scale IQ is from 77 to 

99 with a median IQ of approximately 86. 

Further information obtained from the permanent 

record cards has been summarized in Appendix 7- The final 

sample was composed of twenty girls and sixteen boys. Of 

this group, twenty-two Mexican-American subjects lived in 

homes where Spanish was the major language of communica

tion. The remaining fourteen students, four Negroes and 

ten Anglos, lived in homes where English was the language 

spoken at home. Thirteen of the subjects lived with other 

than their original parents because of separation, divorce 

and remarriage, or death. Fathers' or step-fathers' 

occupations ranged from unemployed and unskilled work to 
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TABLE 6 

WECHSLER INTELLIGENCE QUOTIENT SCORES 

Subj ect Verbal IQ Performance IQ Full Scale IQ 

1 81 85 81 
2 82 108 9k 
*3 82 • 85 82 k 95 83 88 
*5 87 76 80 
6 85 90 86 
7 72 99 83 
8 76 89 80 
9 91 87 88 
10 75 91 85 
11 85 96 89 
12 86 110 97 
13 85 107 95 
l't 91 96 93 
15 82 90 80 
*16 85 86 8k 
17 87 97 91 

* *18 80 _ -

19 86 85 8k 
20 79 86 80 
21 79 106 91 
*22 77 99 86 
23 73 87 78 2,k 81 99 88 
25 8k 87 8k 
26 90 108 99 
27 80 119 98 
28 8k 104 93 
29 79 103 89 
30 76 110 91 
31 75 93 82 
32 79 79 77 
33 76 103 88 3k 82 85 82 
35 89 83 8k 

* 36 81 100 92 

Range 
Q3 
Md 
Ql 

Full Scale 
77-99 
91.62 
86 .17 
81.87 

* Subjects given the Wechsler Adult Intelligence Scale. 
** Testing was stopped because of language difficulty. 



service station owner. Ten of the mothers or step-mothers 

were working either part or full time. The number of 

children in the families ranged from one to fourteen with 

an average of a little more than five per family. 

Methods of Obtaining Insight Into the Reading Process 

There have been many methods utilized in studying 

the reading process. Strang (1965) has described eight of 

them. Each method will be described in this section. 

Observation of Eye Movements 

There have been many investigations of the reading 

process based on observation or photography of the movement 

of the eyes as the subject reads. Judd and Buswell^s 

(1922) study typifies research of this kind. 

Usually a camera is utilized in this type of 

research. As the subject reads, his eye movements are 

photographed as they fixate, regress and make return 

sweeps. One of the difficulties in using photographs of 

eye movements is that they are affected by the reader's 

purpose and the material being read. Thus analyzing the 

photographs gives great difficulty to the investigator. 

However, Tinker (1958) reported on an informal 

device for observing eye movements that has certain 

advantages over the machine approach described above. He 

described the "peep-hole" method in the following way: 



28 

Upon a 9xL2 inch cardboard attach two paragraphs 
of 6 to 10 lines of reading material of appro
priate difficulty, one paragraph just above the 
center of the card and the other just below the 
center. In the middle of the cardboard cut a 
small hole, 1/4 to 3/8 inches in diameter. Hold 
the cardboard at the proper reading distance 
directly in front of the pupil and place your 
eye immediately behind the opening. You now 
have the most advantageous viewpoint from which 
to see the successive movements and fixation 
pauses of one of the pupil's eyes as he reads 
the material on the cardboard (pp. 575-579)° 

That the informal peep-hole method has certain advantages 

over the use of photography has been noted (Strang, 1964). 

•'When the individual makes an unusually long pause, a 

regression of a detailed examination of a word or phrase, 

the teacher can ask him what happened at this point" 

(p. 117) • Thus, a combination of observation and questions 

designed to have the subject give valuable introspective 

comments make this technique a useful one. 

Observation of the Reader 

Important information may be gleaned from observing 

a student in a reading situation. How the student 

approaches a passage, his handling of the material to be 

read, his questions, responses, all give the investigator 

an opportunity to make inferences about the reader's 

process. However, because of the possible errors inherent 

in observation and in inferring, it is usually important to 

attempt verification of inferences by exploratory 

inquiries, seeking more objective information. 
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Oral Reading 

Oral reading of a passage offers the investigator 

the opportunity to study the subject's reading. However, 

additional diagnostic information can come from oral 

reading if the investigator is quick to follow-up on 

repetitions, substitutions, and other errors. When these 

happen, the investigator may obtain information about the 

reading process by simply asking what took place. 

Analysis of Errors 

As noted in the first chapter, standardized and 

informal tests deal mainly with the product of reading and 

most of the importance of information obtained is lost 

because of the lack of study of-individual responses. One 

classic study of students 1 errors in reading sentences was 

done by Thorndike (1917)° That this method still holds 

promise was shown by Black (195^)• He classified the 

errors in comprehension made by college students and found 

eight categories: (l) failure to understand a writer's 

intention, (2) failure to detect irony, (3) difficult 

words, (k) difficult allusions, (5) metaphors not under

stood, (6) failure to see how the context influences 

meaning, (7) inadequate background information, and (8) 

reader's preconceptions. 

This method would be especially useful with students 

who might be expected to have difficulty verbalizing. 
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Analysis of Response to Unstructured Questions 

Asking the reader "What did the author say?" or 

"What did you read?" gives him the opportunity to take the 

lead and structure his own response. In doing this he may 

offer interesting and valuable insights into his thought 

processes, and these may be sifted by analysing his 

response. Gray and Rogers (1956) and Strang (19^2) used 

this technique successfully, and the latter has summarized 

the different approaches of styles of reading that may be 

observed in studying responses to this kind of question: 

Some students select a few isolated, unimportant, 

or irrelevant details 

Some select the main ideas 

Some select the main ideas, and cite supporting 

details 

Some compose a brief, terse summary 

Some offer a vague, general summary 

Some tend to be carried away by their emotional 

response to the passage 

Some tend to elaborate on details that are purely 

personal in significance or interest 

Some use a passage as a springboard for creative 

thinking 

Some make a well organized summary of the author's 

pattern of thought 
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Some compose a full and accurate summary, and 

supplement it with their own reflection, and critical 

evaluations (Strang, 1965? P« 63). 

Direct Questioning 

There are two techniques that involve direct 

questioningo One is where, upon completion of a compre

hension quiz on an informal test, the investigator explores 

methods used by the reader by asking questions such as "How 

did you get the main idea?" and "How did you get the 

important details?" The second technique is a point blank 

asking of questions such as "How do you read a given assign

ment?" Students will vary in the ability to give intro

spective and retrospective answers to questions like these, 

but sometimes revealing responses give valuable insights 

into their reading processes. 

Unstructured Interviews 

Unstructured interviews offer a unique opportunity 

to obtain retrospective-introspective verbalizations and 

reports. Van Dalen (1962) reports that, "In an informal 

unstructured interview, one can penetrate behind initial 

answers, follow up unexpected clues, redirect the inquiry 

on the basis of emerging data into more fruitful channels, 

and modify categories to provide for a more meaningful 

analysis of data" (p. 259). 
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Letton (1958) was able to identify differences in 

the introspective-retrospective verbalizations of student's 

interpretations of poetry, after recording and analyzing 

the subject's oral responses. Her study was used as a 

model for an investigation of student interpretations of a 

short story by Rogers (1965)" She elicited responses by 

use of an unstructured question that gave her subjects the 

opportunity to talk freely about what they thought and felt 

about the story. She followed this up with rather specific 

questions about the story as well as by a questionnaire to 

explore habits and attitudes with respect to short stories. 

In an attempt to get more deeply into the reading 

process, Swain (1953) asked her students to introspect 

while they read three different passages, and then had them 

answer questions about them. Similarly, Piekarz (1956) 

successfully used this technique with sixth graders and had 

them verbalize their thoughts and feelings about a single 

selection. She then grouped their responses into cate

gories already determined before the interviews took place. 

Introspective techniques in a case study setting 

were used by Strang (19^2) and Gray and Rogers (1956) to 

explore reading patterns and maturity in reading. 

One of the most unique variations of introspection 

was used in connection with the cloze procedure by 

Jenkinson. This procedure "... derives its name from 

the 'closure' concept of Gestalt psychology. Just as there 
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is an apparent human tendency to see a not-quite-complete 

circle as a whole circle--by 'mentally closing the gap' and 

making the image conform to a familiar shape--so it seems 

that humans try to complete a mutilated sentence by filling 

in those words that make the finished pattern of language 

symbols fit the apparent meaning" (Taylor, 1957? P» 19)• 

Jenkinson chose high-level and low-level readers on the 

basis of the cloze paragraphs and then interviewed each 

subject. In the interview she had them verbalize their 

reasons for choosing words to fill the deletions. She then 

was able to analyze their responses and compare the reading 

processes of the two groups. 

Method of This Investigation 

Each of the thirty-six subjects was interviewed 

twice in loosely structured interviews that were tape-

recorded (see Appendix 8). In each interview the procedure 

was essentially the same; only the stimulus changed. In 

the first interview the subjects were asked to read silently 

a popular article and in the second a science article. 

Selection of the Stimuli 

The following criteria were used in choosing the 

two reading selections: 

1. The two selections had to differ in the kind of 

reading that would be demanded of the reader. 

2. Both selections should be of interest to teen-agers. 
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3- The popular article should have ideas and concepts 

that the reader would be able to relate to his own 

experience. 

4. Both selections should be representative of what 

ninth graders read either by choice or assignment. 

5. Both selections should be of moderate difficulty 

so that some would find them difficult and others 

find them relatively easy to read. 

6. Both selections should be of such a length that 

they could be read within a twenty to thirty minute 

time period. 

The two selections chosen were "Why I Quit School," a 

popular article written by Shavers (1964), and "Whales--

The World's Largest Animals." The article on whales was 

taken from a text by Witty (1956) and it is a science 

article. 

In order to satisfy criteria 1, 3» and 4, both 

passages were submitted to six reading teachers and two 

librarians. All eight judges agreed that the two selec

tions satisfied the three criteria. The second criterion 

was met by having the two selections given to a class of 

ninth grade retarded readers from the same high school as 

the sample and asking them to indicate whether or not they 

thought the selections would be interesting to other ninth 

graders like themselves. All fifteen members of the class 

indicated they liked the popular article. For the science 
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article, twelve of the fifteen students indicated a liking 

for the article, but two said they didn't like it and one 

offered no opinion. The sixth criterion was satisfied by 

the same group of ninth graders, none of whom took more 

than twenty minutes to complete the silent reading of each 

article. 

To satisfy the fifth criterion, both selections 

were checked for readability by using the Flesch (1951) 

formula. The popular article reading ease score of ninety-

four indicated a fifth grade reading level. The science 

article reading ease score of eighty-six indicated a sixth 

grade reading level. 

Unstructured and Specific Questions 

After reading the article, the subject was asked 

an unstructured question, "Tell me what you read? What did 

the author say?" When it was obvious the student was 

finished with his free response, the investigator then 

asked general questions in an attempt to obtain further 

information concerning his method of: 

1. identifying main ideas 

2. identifying clearly stated details 

3• inferring author's intent, purpose, point of view 

4. making inferences 

5« identifying word meanings through context clues 

6. relating ideas obtained to their experiences 



The responses to these general questions were followed by 

more specific questions such as: 

1. What did you do to get the main ideas? 

2. What did you do when you came to a word you didn't 

know? 

These questions were merely entering wedges into more 

specific introspection. The students' responses were 

followed by further inquiry on the part of the investigator. 

Multiple-Choice Comprehension Test 

Following the exploration of the unstructured 

question, the subject's comprehension was tested in a 

second way, by administering a test of multiple-choice 

questions covering the same areas mentioned above. To 

validate the questions, both tests were given to eight 

judges, six reading teachers and two librarians. The 

judges had to determine if the item actually was testing 

the area it was supposed to, such as a main idea, or 

author's purpose. Also, they had to agree on the same 

correct answer as the investigator. As a result of dis

cussion, changes were made in the wording of some test 

questions and answers. Also, one test item was dropped 

from the science comprehension test. The final result was 

that all judges agreed on the thirteen comprehension 

questions for the science article and all agreed with 

thirteen of the fourteen questions for the popular article. 
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Seven of the eight judges gave their agreement to question 

thirteen, but one thought the correct answer was £* instead 

of c_. 

The tests were also checked for reliability by the 

test-retest method. Both were administered to a total of 

twenty-three ninth grade students from a population similar 

to the one used in the study. A retest was given two weeks 

later and five of the original group were absent, leaving 

eighteen students who had taken both tests twice. The 

statistical procedure used to obtain the reliability 

coefficient was the rank-difference correlation method 

(Garret, 1958, pp. 371-375) • The coefficient for the 

popular article test was .77 and for the science test, . 75« 

Upon completion of the comprehension test, the 

subject was asked questions such as: 

1. How did you get this correct answer? 

2. Why did you get this wrong? 

3- Why did you choose this for an answer? 

k. Why didn't you choose this? 

Once again, the investigator would follow up the responses 

to these questions with further inquiry. 

The Cloze Procedure 

The next step in the interview involved the use of 

the cloze procedure. It was decided that the cloze 

paragraphs would be created by deleting every seventh word 
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from the running words. Ten paragraphs were chosen from 

both selections and were given to a sample population 

similar to the one in this investigation. It was found 

that the length of time needed to complete this number was 

too long, and so in the actual study only five paragraphs 

were used from each selection. It was decided that five 

paragraphs, the last, on the first page of each selection 

would be used. Deletions were begun with the fourth word 

of the fourth paragraph and every seventh word thereafter. 

Each deletion was replaced by a line equal to ten space 

lengths. 

In the popular article a total of thirty-nine 

deletions were made and twenty-eight in the science article. 

These deleted words were then checked against the Thorndike-

Lorge (19^) word count to determine the frequency of use. 

Of the thirty-nine words deleted in the popular article, 

95% were in the first thousand most common words; the other 

two words were zoo and commercials. Of the twenty-eight 

deleted words from the science article, 71% were in the 

first thousand and 82% were in the second thousand most 

commonly used words; the remaining words were lungs, whale, 

blowhole, and spout. 

Oral Reading and the "Peep-Hole" Method 

The final stage in the interview was the oral 

reading of two paragraphs. These paragraphs were attached 
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to the 9x12 inch card Tinker (1958) suggested and described 

in the use of the peep-hole method. As the subject read, 

the investigator observed eye movements and when necessary 

asked such questions as "What happened there?" "What was 

the. trouble?" and "Why did you go back?" 

Trial Interviews 

Each of the two passages was given to a subject 

from the original forty-five subjects in an interview 

setting. All procedures were followed as previously 

described except for oral reading. In each interview the 

trial subject was asked to read orally the entire passage. 

As this proved to be too time consuming, it was decided to 

limit oral reading to two paragraphs. This was the only 

change made on the basis of the two trial interviews. The 

subject used in the trial interviews was not included in 

the final sample. 

Treatment of the Data 

The first step in the treatment of the data was the 

analysis of the tape recordings to categorize and to show 

the range and frequency of the reading processes used by 

students in the sample and revealed by introspective and 

retrospective reports, and determine the frequencies of 

common responses. 

Six complete interviews, including the responses 

to the unstructured question, were submitted to a judge to 
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determine the reliability of identification of the reading 

process. There was 75-6% agreement between the judge and 

the investigator. 

Following this it was necessary to tabulate and 

compare the different processes used by the following 

groups: 

1. High and low IQ.. 

2. High performance and similar verbal-performance IQ. 

3• Bilingual and Anglo. 

4. Lowest quarter reading comprehension and highest 

quarter reading comprehension on the Stanford 

Reading Achievement Test. 

Finally, the presentation of five individual cases 

that offered insights into problems, difficulties, and 

processes used was important to indicate the degree of 

individuality in the reading processes of ninth grade 

subjects. 



Ill. FINDINGS 

In this chapter is included detailed data on the 

reading processes reported by thirty-six severely retarded 

readers and inferred from their responses to two selections. 

These data, obtained from two interviews with each subject, 

will be presented in the following order: (l) retrospec

tive responses describing the reading processes that the 

subjects identified in the interviews, (2) responses to the 

unstructured question, "What did the author say?," (3) the 

short-answer comprehension test responses, (4) the 

responses obtained using the cloze procedure, (5) the oral 

reading analysis of two paragraphs from each selection, 

(6) the "peep-hole" procedure and responses obtained from 

observing the eye movements while the subjects read 

orally. 

Reading Process Indicated by Retrospective 
Responses in Two Interviews 

This section of the chapter will be presented in 

seven parts: (l) categories formed, (2) frequency of 

processes reported in each article, (3) illustrations of 

categorizations of subjects' statements, (4) reading 

processes of high- and low-level readers, (5) reading 

processes of high and low IQ. groups, (6) reading processes 

of high performance and equal performance-verbal IQ 

4l 
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groups, and (7) reading processes of bilingual and Anglo 

groups. 

Categories of the Reading Process 

Upon completion of the silent reading, each subject 

was asked a number of direct questions such as, "How did 

you get the main ideas?" Their responses led the investi

gator to pose other questions in an attempt to explore 

further the reading processes of the subject. The responses 

fell into two groups: (l) the subjects' direct statements 

about the process, and (2) the investigator's inferences 

concerning the process. Upon analysis, it was found that 

the subjects' direct statements about the process fell into 

the following categories and sub-divisions: 

Reads without purpose 

Varies methods when reading 

skips around in reading 

reads at different speeds 

rereads parts of the articles 

reads carefully 

deliberates 

Uses word recognition techniques 

skips the word, makes no effort 

spells the words for sounds 

translates 

sounds out 
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syllabicates 

uses context 

An analysis of the responses from which the 

investigator could make inferences about the subjects' 

reading process fell into the following categories and sub

divisions : 

Uses writer's guides to meaning 

doesn't read bold print 

reads bold print and sees no value 

recognizes sections or parts 
\ 

uses bold print 

Is not aware of literary form 

misses identification of biographical writing 

misses story within a story 

Uses methods to locate the main idea 

that which is most interesting 

that which comes first 

that which makes the best sense 

that which is talked about the most 

Reads beyond the lines 

generalizes 

integrates idea with experience or previous 

knowledge 

relates knowledge of a relationship to another 

relationship 
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Reads critically 

Applies what is read 

will not make the same mistake as the character 

has feeling response 

Frequency of Processes Reported in Reading Each Article 

In addition to the overview of the various reading 

processes used by these subjects, the frequencies of 

methods used in reading a popular article and a scientific 

article were calculated. The following number and percent

ages in order of frequency were based on a total of 368 

responses--201 for the popular article and 167 for the 

science article. The following describes the processes 

found in reading the popular article: 

Frequency of 
Category mention of method % 

Varies methods when reading 58 29 

Uses word recognition techniques 56 28 

Reads beyond the lines 33 16 

Applies what is read 21 10 

Reads critically 14 7 

Uses methods to locate main idea 8 k 

Is not aware of literary form 6 3 

Reads without purpose 5 2 
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A similar summary of the processes found in reading 

the science article follows: 

Frequency of 
Category mention of method %_ 

Varies methods when reading 57 3^ 

Uses word recognition techniques kj 26 

Uses writer's guides to meaning 30 l8 

Reads beyond the lines 23 1^ 

Reads without purpose 8 5 

Uses methods to locate main idea 6 k 

Although most of the categories were common to both 

the popular and the science articles, several of them, 

because of the difference in the nature of the stimulus, 

were found in only one of the two articles. The category, 

"Uses the writer's guides to meaning," was found only in 

connection with the science article for the popular article 

did not have bold print headings. Similarly, the "Is not 

aware of literary form," "Reads critically," and "Applies 

what is read" categories are only found in the responses 

related to the reading of the popular article. 

Illustrations of Categorization of Subjects' Statements 

To indicate the individuality of response and the 

specific kinds of responses classified under a given 

category, illustrative statements under each category will 

be given. 



Reads Without Purpose.--That subjects begin to read 

without any purpose was indicated by such responses as: 

Subject 13: "I just read for kicks." 

Subject k: "I don't know. I just read it straight 

through a" 

Varies Methods When Reading.--Five general methods 

were used in reading the two articles. One method was 

based on skipping around while reading. Certain portions 

of the passages were eliminated on the basis of whim, 

interest, and length of sentences and paragraphs: 

Subject 2: "I read it, but [in] the last part, I just 

looked at the words. I started skipping over the 

words." 

Subject 17: "I did skip some." (WHY?) I wanted to 

finish it." 

Subject l4t: "Not all of it. I just, on some of it, 

where it wasn't very long, I just looked over the 

words." 

Subject 19: "I read the first part. Then skimmed the 

top [top of the page^ and read the bottom." 

A second method was to read the material at differ

ent speeds. Sometimes the subject read fast if he liked 

the material or was interested. Other subjects read slowly 

for the same reason: 

Subject 23: "I got more interested in the middle." 

(WHAT DID YOU DO? DID YOU DO ANYTHING DIFFERENTLY?) 



"I paid more attention in the middle. I read it more 

slowly." 

Subject jki "You usually read faster," (WHY?) "Cause 

you don't like it and you want to get through with it." 

Subject 17: "I read fast. (WHEN?) "If I like it." 

A third method used was rereading. Rereading was 

done when the subject couldn't remember something, didn't 

understand what he'd read, or missed some words: 

Subject 35: "First time I didn't get it, but the 

second time it started coming through." 

Subject 31: "I went back to the part about the 

breakfast." (WHY?) "Because I had forgotten most of 

it. » 

Subject l4: "Well, I go back over it and see if I can 

find the words I can't read." 

A fourth method involved careful reading. The 

subject assumed the investigator would ask questions and 

so certain portions were read with an idea to answering 

these questions. Also, special attempts were made to 

understand certain portions of the reading: 

Subject 5: "When I read it, I thought that would be 

one of the questions." 

Subject 33: "I wanted to read a little harder in the 

beginning so I could understand what it was about." 
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Finally, subjects made deliberate attempts to 

remember what they read by keeping the main ideas in their 

minds or by visualizing what they were reading: 

Subject 23: "I read and I start to put things together 

so I can remembero" (HOW DO YOU DO THAT? CAN YOU GIVE 

ME AN EXAMPLE?) "Well I read about the father ran 

away, then he quit school, then he went back to work--I 

put them together." 

Subject 24: "I was picturing the house of the guy. I 

was picturing him lonely, I guess." 

Subject 36: "Well, I was watching the whales down 

getting squids, and the whale's tail is perpendicular." 

Uses Word Recognition Techniques.--Word recognition 

techniques are many and varied as shown by the processes 

mentioned by the subjects. There are subjects who skip the 

word and make no effort. Others spell the words for sounds, 

use Spanish, sound out the word, syllabicate, and use 

contextual clues. Still others use a combination of these 

techniques: 

Subject 10: "I went by it." 

Subject 7'• "I just went over them." 

Subject l4: "I spell them to see how they sound." 

Subject 33- "Just think, like some word would come up 

in my mind, like I heard my mother once talking in 

Spanish. Then I remember." 



Subject 19! "If I didn't know how to pronounce it, I 

would sound it out." 

Subject 15: "Well I look at them and see if I can sort 

of put them into syllables and try it from there." 

Subject 2: "Well I read the sentence and then read the 

word and sometimes it looks like the word fits in the 

sentence." 

Subject 9*. "I try to sound it out. If I can't sound 

it out, I look at the sentence and see if it makes more 

sense and if I don't know it, I skip it." 

Uses Writer's Guides to Meaning.--One way in which 

the subjects read the science article differently from the 

popular article was through the use or misuse of the bold 

print headings. The individuality of the process was again 

illustrated by the. way the subjects approached the bold 

print headings: some paid no attention to the bold print, 

some said they read the bold print and saw no value, others 

noticed them and still others read and used them: 

Subject 7: "I skipped over them." 

Subject 5: "I don't know, they steer you off of the 

story too much." 

Subject 12: "I don't know, I figured I had to read 

them so I did." 

Subject 15: "Yeh, those, they gave me a, that there 

told you what it would be in the paragraph. So there 

you get a great deal from just that." 
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Subject 3^'* "I read them because I knew that what the 

title was had something to do with the story." 

Subject 29: "Well I read the title and the title was 

good for the paragraph.'1 

Subject 31: "There's two more parts that I read and I 

can't remember the titles." "I use the titles to 

remember what I read." 

Is Not Aware of Literary Form.--In reading the 

popular article, a number of students missed the fact that 

the author was writing about himself. Also, subjects con

fused the characters in the article with those in the read

ing books described by the author: 

Subject 26: "Is he the one who wrote the story?" 

Subject 28: "It probably happened to him [the author] 

too." 

Subject 36: "I think it was the rich guy in the 

story." 

Uses Methods to Locate the Main Idea.—It was very 

difficult for the subjects to explain how they got the main 

ideas of what they read. In both articles they described 

main idea gathering according to what was most interesting, 

talked about the most, came first, or made the best sense. 

Subject l6: "Well, if I don't find it interesting, I 

don't think it's important." 

Subject 19: "Well, you read a little bit about the 

story and what it says mostly, I think would be it." 



Subject 12: "Well, if you're going to tell a story, 

you usually tell what's important and what it's about 

first o " 

Subject 3: "I just read the sentence, uhhh, the 

paragraph and which to me makes best sense, I pick it." 

Reads Beyond the Lines.--As evidence of their 

reading beyond the lines, the subjects generalized, 

integrated ideas with experience or previous knowledge, and 

related knowledge of a relationship to another relation

ship. Examples of generalizations: 

Subject 9s "I didn't know it, but I wasn't surprised. 

Different animals have different ways of breathing." 

Subject 6: "Well, usually they don't hardly let the 

Negroes do most of the good jobs." 

The subjects had a marked tendency to relate the 

story to themselves and so integrated ideas from the 

reading with their own experiences or previous knowledge: 

Subject 31: "When I was reading about the breakfast, 

I went half-way through and started thinking that I 

used to do the same thing." 

Subject 8: "In a way, finding a job is difficult and 

I've other friends trying to find a job too." 

Subject 28: "I have a friend who did almost the same 

thing as this boy." 



Subject 29: "I have, well, it's not my uncle, but I 

call him my uncle, and he didn't finish school and he 

couldn't find a job." 

Subject 2: "I thought of my mother who also comes home 

too tired to eat." 

Subject 13: "He's just like me. Sometimes I feel like 

him. " 

Subject 35 5 "I knew about blue whales." (HOW?) "I 

read it in a book?" 

Subject 4: "I remembered one about Popeye. This whale 

ate him and it was dark in there and everything. He 

smoked a pipe, you know, and he just lit up that old 

pipe and the whale let him out." 

In addition to generalizing and integrating ideas 

with their own experience and knowledge, some subjects 

related a knowledge of a relationship to another relation

ship in the story: 

Subject 26: "That's the same thing like buffalo. They 

were slaughtered. Pretty soon there's not going to be 

any. " 

Subject 36: "They don't want them to be killed off. 

They might be extinct like they did buffalo." 

Reads Critically.--There was evidence of critical 

reading in the popular article where subjects judged the 

actions of the characters. However, there was no evidence 

of this facet of critical reading in the science article: 
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Subject k: "I thought he was crazy for quitting school 

anyhow. He should've finished." 

Subject 13: "He was lazy." 

Subject 22: "Well, that was mean of her to say that. 

She doesn't know what goes on." 

Subject 27s "Well he was poor and he tried to make a 

career by himself, but he did the wrong thing." 

Applies What is Read.--In the popular article, 

there were subjects who indicated they would not make the 

same mistake as the author. Also, as further evidence of 

application of what they read, there were subjects who 

showed some feeling response as a result of reading the 

article: 

Subject 35'• "I thought of not dropping out of school." 

Subject 2ki "I felt sorry for him." 

Subject 8: "I felt sorry for the mother. She worked 

hard at the laundry and probably didn't get enough 

money to support both of them." 

Subject 22: "I felt hateful toward the mother." 

The outstanding features of the responses are their 

uniqueness and individuality. Not only were different 

methods used, but the same method was employed by different 

subjects for different reasons. As an example, one subject 

read fast because he was interested while another read fast 

because he didn't like the article and wanted to get 

finished with' it. 



Although the five general methods as stated are 

ones usually recommended by reading authorities, several 

of them were not effective as actually carried out. For 

example, the good reader does vary his rate and method when 

reading, but he does this in accord with his purpose and 

with the difficulty of the reading material. These sub

jects seemed to read fast or slow and skip words and parts 

of the articles without rhyme or reason. On the other 

hand, their reasons for rereading and their attempts to 

remember what they read were more natural. 

Their word recognition methods were still more 

varied. Although some subjects used a combination of 

phonics and context clues, none described a comprehensive, 

systematic method of word attack. 

Having been given a valuable guide to the author's 

meaning means very little to some of the subjects. They 

see the bold print heading as having little value and so 

skip them, take slight notice of them, or just read them 

because they are there like the other words. On the other 

hand, some subjects seem to know the inherent value of the 

bold print headings and used them as a guide in their 

reading of the science article. 

A few subjects missed the fact that the popular 

article is an autobiography. Others confused the 

characters in the article with those described in the 

reading books used in school and described by the author. 
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A variety of approaches were described as methods 

used to obtain the main idea of a reading. Some subjects 

felt that the most interesting ideas were the main ones. 

Others felt that what was talked about the most was the 

central idea. Still others felt that what came first or 

what made the best sense had to be the main ideas of what 

was read. 

Nowhere is the individuality and uniqueness of the 

subjects' responses more evident than where they integrate 

their experience or previous knowledge with the story. 

Different subjects thought of their families, themselves, 

school, the films, television, their friends, their 

neighbors, and other things they had read. Sometimes they 

generalized and at other times they were able to relate 

knowledge of a relationship to another relationship in the 

story. 

In reading the popular article, some subjects 

tended to judge the action of the characters. This was not 

limited to the main character because the mother and 

father also came under the critical eye of some subjects. 

Some subjects applied what they had read and 

indicated they would not make the same errors the boy in 

the popular, article did; they would stay in school. Others 

showed they were emotionally affected by what they read and 

indicated some sort of feeling response as a result of the 

reading. 
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Reading Processes of High Level Readers (HLR) and Low Level 
Readers (LLR) 

To ascertain whether students having different 

levels of comprehension employed different reading 

processes, the reading processes of students in the upper 

quarter on the Stanford Reading Achievement Test were 

compared with those of students in the lowest quarter. The 

number and percentage of each reading process used in each 

type of article is given for the HLR and LLR in Table 7* 

A comparison of the reading processes of these two 

groups shows that in both the popular and science articles, 

more LLR gave responses in the category labeled "varies 

methods when reading." Of the total number of twenty-six 

in this category for the popular article, 18 or 69% were 

made by the LLR while only 8 or 31% were made by the HLR. 

Similarly, the LLR gave more of the total response in this 

category in the science article. Of the total number of 

thirty-two, 20 or 62% of the total were given by the LLR 

while only 12 or 37°/° of the total were given by the HLR. 

The differences in the reading processes in this category 

may be the result of the LLR changing his method on the 

basis of whim. Rather than selecting a method he deems 

appropriate for a given reason, he seems rather desultory 

in his approach. 

The LLR also differs in his process from the HLR 

in the category, "reads beyond the lines." In the popular 



TABLE 7 

COMPARISON OF READING PROCESSES OF HIGH LEVEL READERS (HLR) 
AND LOW LEVEL READERS (LLR) 

Popular Article Science Article 

HLR LLR HLR LLR 
Category Number % Number % Number % Number % 

Reads without purpose 1 11 1 11 2 22 0 0 
Varies methods when reading 

skips around when reading 1 11 2 22 0 0 1 11 
reads at different speeds 1 11 4 44 2 22 2 22 
rereads parts of the articles 1 11 3 33 4 44 5 56 
reads carefully 2 22 2 22 2 22 6 67 
deliberates 3 33 7 78 4 44 6 67 

Uses word recognition techniques 
skips the word, no effort i 0 0 1 11 2 22 1 11 
spells the word for sounds 0 0 1 11 0 0 1 11 
translates 1 11 2 22 1 JLl 1 11 
sounds out 5 56 4 44 1 11 5 56 
syllabicates 5 56 3 33 4 44 2 22 
uses context 3 33 2 22 3 33 2 22 

Uses writer's guides to meaning 
doesn't read bold print - - - - 3 33 1 11 
reads bold print but sees no value - - - - 2 22 2 22 
recognizes sections or parts - - - - 2 22 1 11 
uses bold print - - - - 2 22 4 44 

Is not aware of literary form 
misses story within a story 1 11 1 11 - - - -

Uses methods to locate the main idea 
that which is most interesting 1 11 3 33 0 0 2 22 
that which makes best sense - - - - 0 0 1 11 



TABLE 7--Continued 

that which is talked about most 3 33 0 0 
Reads beyond the lines 

generalizes 0 0 1 n l 11 0 0 
integrates idea with experience of 
previous knowledge 

thought of friends 2 22 2 22 - - - -

thought of family 0 0 5 56 - - - -

thought of school - - - - 2 22 0 0 
thought of movies - - - - 0 0 3 33 
thought of TV 1 11 0 0 0 0 1 11 
thought of neighbors 0 0 1 11 - - - -

thought of self 2 22 3 33 1 11 0 0 
thought of books 1 11 0 0 1 11 3 33 

relates knowledge of a relationship 
to another relationship - - - - 0 0 3 33 

Reads critically 5 56 5 56 - - - -

Applies what is read 
will not make the same mistake as 
the character 1 11 1 11 - - - -

has feeling response 2 22 k kk - - - -
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article of the eighteen responses given, the LLR gave 12 or 

67% of the total, while the HLR gave only 6 or 33%° The 

same results were noted in the science article. Here the 

LLR gave ten of the fifteen total responses while the HLR 

gave only five with the resultant percentages 67 to 33 in 

favor of the LLR. The reason for the difference here seems 

to lie with the LLR tendency to relate the story to them

selves—to take it personally, to think about their 

families, friends, and themselves. 

Certain other differences between the HLR and LLR 

are noted but the differences are not so great as in the 

two categories previously described. However, it is 

interesting to note that in the two articles at least one 

more HLR than LLR reported the following processes; 

reads without purpose 

syllabicates 

uses context 

doesn't read bold print 

recognizes sections or parts of the articles 

uses that which is talked about most to locate the main 

idea 

Similarly, at least one more LLR than HLR reported these 

processes: 

spells the word for sounds 

translates 

sounds out 
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related knowledge of one relationship to another 

relationship 

has feeling response 

In this particular group of retarded readers, there 

was a tendency for the LLR to vary their method of reading 

rather aimlessly. They depend a little more than do the 

HLR on spelling out and sounding out. Occasionally they 

see relationships. The HLR used syllabication and context 

clues a little more often in word recognition. As the 

numbers are so small, these differences are merely sugges

tive for further study. 

Comparison of the Reading Processes of High and Low IQ 

In an attempt to compare the reading processes of 

subjects with differing patterns of intelligence, the 

subjects with the highest and lowest full scale IQ's were 

chosen. The mean IQ for the high group was 95 • 6 while the 

mean IQ. for the low group was 79* In comparing the 

reading processes of the high and low IQ groups as shown 

in Table 8, certain differences appear. In the category 

"reads beyond the lines," in the science article the high 

IQ group gave 8, or 80% of the responses while the low IQ 

group gave 2 or only 20% of the total responses. Also, the 

high IQ group reads more critically than does the low IQ. 

In this category, "reads critically," of the total fre

quency of mention of this item, 6 or S7% were given by the 



TABLE 8 

COMPARISON OF READING PROCESS OF HIGH AND LOW IQ. 

Popular Article Science Article 

High IQ Low IQ High IQ Low IQ 
Category- Number % Numb er % Number °/o Numb er % 

Reads without purpose 1 ik 1 Ik 1 14 3 43 
Varies methods when reading 

skips around in reading 2 29 0 0 1 14 1 l4 
reads at different speeds 2 29 3 43 0 0 2 29 
rereads parts of the articles 3 43 0 0 2 29 2 29 
reads carefully 1 14 3 43 3 43 2 29 
deliberates 4 57 5 71 2 29 3 43 

Uses word recognition techniques 
skips the word, makes no effort 0 0 0 0 2 29 2 29 
spells the words for sounds 0 0 0 0 1 14 0 0 
translates 1 l4 l Ik 0 0 2 29 
sounds out 5 71 2 29 4 57 1 14 
syllabicates 1 l4 3 43 1 14 2 29 
uses context 4 57 3 43 2 29 2 29 

Uses writer's guides to meaning 
14 doesn't read bold print - - - - 1 14 2 29 

reads bold print and sees no value - - - - 5 71 0 0 
uses bold print to remember - - - - 0 0 3 43 

Is not aware of literary form 
misses identification of biographical 
writing 2 29 0 0 - - - -

Uses methods to locate the main idea 
that which is most interesting 1 14 1 i4 1 l4 1 Ik 
that which comes first 1 Ik 0 0 - - - -

that which is talked about most 0 0 1 i4 1 14 1 i4 

I 
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TABLE 8--Continued 

Reads beyond the lines 
14 generalizes 2 29 1 14 - - - -

integrates idea with experience or 
previous knowledge 

l4 thought of friends 1 l4 2 29 - - - -

thought of family 2 29 1 l4 - - - -

thought of school 0 0 1 lk l 14 1 14 
thought of movies - - - - 3 43 0 0 
thought of TV 0 0 1 l4 0 0 1 14 
thought of self 2 29 2 29 1 lk 0 0 
thought of hunting - - - - 1 lk 0 0 

relates knowledge of a relationship 
to another relationship 1 l4 0 0 2 29 0 0 

Reads critically 6 86 3 43 - - - -

Applies what is read 
will not make the same mistake 0 0 1 l4 - - - -

has feeling response 4 57 3 43 - - - -

CTv 
DO 
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high IQ group while only 3 or 33% were given by the low IQ 

group. 

Other differences between the two groups was noted. 

At least one more subject in the high IQ group than in the 

low IQ group reported the following processes in the two 

articles: 

skips around in reading 

rereads parts of the articles 

spells the word for sounds 

sounds out 

uses context 

reads bold print and sees no value 

misses identification of biographical writing 

uses that which comes first to locate the main idea 

has feeling response 

Similarly, at least one more subject in the low IQ group 

than in the high IQ group reported these processes: 

reads without purpose 

reads at different speeds 

reads carefully 

deliberates 

translates 

syllabicates 

doesn't read bold print 

uses bold print to remember 
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uses that which is talked about the most to locate the 

main idea 

will not make the same mistake as the character 

The individual responses of the high IQ group 

indicate a tendency to read beyond the lines and to read 

more critically than those of the low IQ group. There is 

no clear indication, however, that they have better reading 

habits than the low IQ group. 

Comparison of the Reading Processes of High Performance 
and Equal Performance-Verbal IQ 

To compare the reading processes of subjects with 

differing patterns of intelligence other than that of low 

and high IQ, two groups with high performance IQ and equal 

performance-verbal IQ were formed. The eight subjects in 

the high performance IQ group had a mean difference of 28.5 

IQ points in favor of their performance IQ's. The smallest 

difference for an individual subject was twenty-four points. 

The mean diffei-ence of the verbal and performance IQ scores 

for the equal performance-verbal IQ group was 2.k IQ points. 

The largest difference for an individual subject in this 

group of eight subjects was four IQ points. 

A comparison of the reading processes of these two 

groups is shown in Table 9* In the category "varies 

methods when reading," for the popular article, there are 

more high performance subjects mentioning each of the sub

divisions in this category except for "deliberates." Of 



TABLE 9 

COMPARISON OF READING PROCESSES OF HIGH PERFORMANCE AND 
EQUAL PERFORMANCE-VERBAL IQ 

Popular Article Science Article 

Equal Equal 
High Performance- High Performance-

Performance Verbal Performance Verbal 
Category Number % Number % Number % Number % 

Reads without purpose 0 0 1 12 1 12 2 25 
Varies methods when reading 

skips around in reading 3 37 1 12 0 0 2 25 
reads at different speeds 4 50 1 12 1 12 k 50 
rereads parts of the 
articles 3 37 2 25 0 0 2 25 
reads carefully 3 37 1 12 k 50 1 12 
deliberates 3 37 k 50 2 25 3 37 

Uses word recognition techniques 
skips the word, makes no 
effort 2 25 0 0 2 25 3 37 
translates 1 12 1 12 0 0 2 25 
sounds out 3 37 5 62 2 25 3 37 
syllabicates 2 25 3 37 1 12 3 37 
uses context 3 37 3 37 0 0 1 12 

Uses writer's guides to meaning 
doesn't read bold print - - - - 1 12 2 25 
reads bold print and sees 
no value - - - - k 50 2 25 
recognizes sections or parts - - - - 1 12 1 12 
uses bold print - - - - 1 12 2 25 



TABLE 9 —Continued 

Is not aware of literary form 
misses story within a story 

Uses methods to locate the main 
idea 

that which is most 
interesting 
that which makes the best 
s ens e 
that which is talked about 
most 

Reads beyond the lines 
generalizes 
integrates idea with 
experience or previous 
knowledge 

thought of friends 
thought of family 
thought of school 
thought of movies 
thought of neighbors 
thought of books 
thought of self 

relates knowledge of a 
relationship to another 
relationship 

Reads critically 
Applies what is read 

has feeling response 

0 

3 
2 
0 

0 

12 

12 

12 

37 
25 
0 

12 

0 

37 

25 

2 
1 
1 

25 

0 

25 

12 

25 
12 
12 

0 

12 

50 

25 

0 

0 

1 
3 

0 2 

0 1 

0 2 

12 
37 

25 

12 

0 
0 

25 

12 

25 

0 
0 

25 

0 

<J\ a\ 
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the total frequency of mention of this category, l6 or 6k% 
come from the high performance IQ group while the equal 

performance-verbal IQ group mentioned only 9 or 36% of the 

total. However, the reverse of this is true for the science 

article where 12 or 63% of the total frequency was given 

by the equal performance-verbal IQ group as opposed to 7 or 

37°/° by the high performance IQ group. 

Another difference is noted in the category, "uses 

word recognition techniques." In every sub-division of 

this category for the science article, more equal 

performance-verbal IQ subjects mentioned these processes 

than did the high performance IQ subjects. Of the total 

frequency of mention of these processes, 10 or 67% were 

made by the equal performance-verbal IQ group. On the 

other hand, only 5 or 33% were mentioned by the high 

performance IQ group. 

A third category where a difference between the 

two groups is noted is in "uses methods to locate the main 

idea." For the science article, no mention is made by the 

high performance IQ group while the equal performance-

verbal IQ group made mention of this process three times. 

A fourth difference is found in the category, 

"reads beyond the lines." Of the total frequency of 

mention in this item, 7 or Gk°/o were made by the high 
performance IQ group, while the equal performance-verbal 

IQ group made k or 36% of the total. 
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Other differences between the groups were noted. 

At least one more subject in the high performance IQ group 

than in the equal performance-verbal IQ group reported the 

following processes in the two articles: 

reads bold print and sees no value 

Similarly at least one more subject in the equal 

performance-verbal IQ group than in the high performance 

IQ group reported the following processes: 

reads without purpose 

doesn't read bold print 

uses bold print 

misses story within a story 

reads critically 

The equal performance-verbal IQ group seem to make 

more of an attempt to attack unknown words and are more 

actively seeking out the main ideas in the more difficult 

article. However, no clear pattern of the reading process 

of these two groups emerge from the data. 

Comparison of the Reading Processes of Bilingual and 
Anglo Groups 

In the total sample of thirty-six subjects, twenty-

two of them come from homes where Spanish is spoken. This 

fact was established by examining the school records. By 

designating this group "bilingual," it was then possible to 

compare the reading processes of twenty-two bilinguals with 
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those of the remaining twelve subjects who were labeled 

Anglos• 

When the various categories of reading process are 

broken down into their components as in Table 10, certain 

differences between the bilingual and Anglo group emerge. 

In the category "reads without purpose," 32% of the 

bilinguals do so while only 7% of the.Anglos read without 

purpose in the science article. In the same article, 57% 

of the Anglos "rereads parts of the article" while only 27% 

of the bilinguals do so. Also, 50% of the Anglos "reads 

carefully"when reading the science article, but only 27% of 

the bilinguals do. In the popular article 36% of the 

bilinguals "read at different speeds" while only l4% of 

the Anglos do so. The bilinguals also seem to skip more 

words in their word recognition attempts. In reading the 

popular article 27% of the bilinguals "skips the word, 

makes no effort" while only 7% of the Anglos do the same. 

On the other hand in the science article 57% of the Anglos 

"sounds out" the unknown word while only 1^% of the 

bilinguals attempt to figure out the unknown word using 

this method. In the science article the Anglos also 

syllabicates more than the bilingual as the 36% to 14% 

ratio shows. 

In summary it would appear that the science 

article, a more difficult article, gives the bilingual more 

difficulty and he does less about it than does the Anglo. 



TABLE 10 

COMPARISON OF READING PROCESSES OF BILINGUAL AND ANGLO GROUPS 

Category 

Popular Article Science Article 

Bilingual Anglo 
Number % Number °/o 

Bilingual Anglo 
Number % Number % 

Reads without purpose 
Varies methods when reading 

skips around in reading 
reads at different speeds 
rereads parts of the articles 
reads carefully 
deliberates 

Uses word recognition techniques 
skips the word, makes no effort 
spells the word for sounds 
translates 
sounds out 
syllabicates 
uses context 

Uses writer's guides to meaning 
doesn't read bold print 
reads bold print and sees no value 
recognizes sections or parts 
uses bold print 

Is not aware of literary form 
misses identification of 
biographical writing 
misses story within a story 

Uses methods to locate the main idea 
that which is most interesting 

2 9 3 21 7 32 1 7 

5 23 1 7 2 9 3 21 
8 36 2 l4 6 27 2 Ik k 18 k 29 6 27 8 57 
5 23 k 29 6 27 7 50 
15 68 10 71 10 k5 7 50 

6 27 1 7 7 32 3 21 
0 0 1 7 1 k 1 7 k 18 0 0 3 ik 0 0 
10 k5 8 57 3 lk 8 57 
8 36 6 43 3 lk 5 36 
9 4l 3 21 7 32 2 lk 

_ _ _ 3 Ik 2 Ik 
- - - - 8 36 4 29 
— — — — 3 l4 1 7 
- - - - k 18 5 36 

2 9 1 7 _ _ 

2 9 l 7 - - - -

2 9 l 7 0 0 3 21 o 



TABLE 10--Continued 

that which comes first 0 0 1 7 
that which makes the best sense - - - - 0 0 l 7 
that which is talked about most 3 1 4 1 7 2 9 0 0 

Reads beyond the lines 
generalizes 2 9 2 14 1 4 l 7 
integrates idea with experience or 
previous knowledge 

14 thought of friends 7 32 2 14 - - - -

thought of family 3 l4 3 21 - - - -

thought of school 1 4 0 0 1 4 l 7 
thought of movies - - - - 2 9 2 14 
thought of TV 0 0 1 7 1 4 1 7 
thought of neighbors 1 4 0 0 - - - -

thought of books 0 0 1 7 3 14 3 21 
thought of self 4 18 5 36 1 4 0 0 
thought of hunting - - - - 1 4 0 0 

relates knowledge of a relationship 
l4 to another relationship 1 4 0 0 3 l4 2 14 

Reads critically 8 36 6 43 - - - -

Applies what is read 
will not make the same mistake as the 
character l 4 3 21 - - - -

has feeling response 11 50 6 43 — — — 
— 

' H 
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The former reads this article with less purpose and there 

is some indication that he skips more unknown words when he 

comes to them. He also varies his speed as parts of the 

article become interesting, difficult, or boring. On the 

other hand in reading this more difficult article, the 

Anglo rereads more parts of the article than does the 

bilingual indicating an attempt to overcome the difficulty. 

He also reads more carefully and in attacking unknown words 

will make more of an effort than the bilingual does by 

sounding out the word and also using syllabication. 

Data From the Unstructured Question 

One of the best ways to obtain clues of the 

individual's reading process is through the use of an 

unstructured question. In answering such a question he 

shows, to some extent, how his mind works, for example 

whether he sees the significance of the article as a whole, 

or merely picks out isolated details; whether he is wordy 

or terse in his response. 

After reading the articles in separate interviews, 

each subject was asked "What did the author say?" An 

analysis of the responses uncovered seven categories in the 

popular article and six in the science article. These 

categories and the number and percentage of subjects found 

within them are summarized in Tables 11 and 12. 



73 

TABLE 11 

RESPONSES TO THE UNSTRUCTURED QUESTION 
IN THE POPULAR ARTICLE 

Categories 
Number of 
Responses °/o 

Few isolated, unimportant, or irrelevant 
8 details 3 8 

The main ideas 3 8 
The main ideas and supporting details 7 19 
Brief terse summary 6 17 
Vague general summary 11 31 
Emotional response to the passage 3 8 
Elaborate on details that are personal in 
significance or interest 3 8 

TABLE 12 

RESPONSES TO THE UNSTRUCTURED QUESTION 
IN THE SCIENCE ARTICLE 

Number of 
Categories Responses % 

Few isolated, unimportant, or irrelevant 
details 5 l4t 

The main ideas 7 19 
The main ideas and supporting details 6 17 
Brief Terse Summary 12 33 
Vague general summary 5 14 
Elaborate on details that are personal in 
significance or interest 1 3 
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Eleven of the thirty-six responses for the popular 

article were categorized as "vague general summaries." 

These responses were so vague that they might easily be 

descriptive of many different articles. Typical of 

responses in this category are the following: 

Subject 3: "It was about a little colored boy." 

Subject 7' "He was talking about work and about jobs 

and a kid that can't find a job." 

Subject 18: "He said something about jobs and about 

school. About going to college." 

Seven subjects gave responses that indicated they 

understood the "main ideas and supporting details" of the 

article. The following are examples of responses placed in 

this category: 

Subject 4: "He told about ".his kid. He was going to 

school and the teacher was telling him what he ought to 

learn to go to college. And his mother was making $k0 

a week and he knew people who was making $50 a week and 

he thought, 'Well, maybe if I quit school and get a 

job, maybe I can dress nice and I won't be poor or 

nothing.' So he quit school and he got a job at a gas 

station, but all he was doing was pumping gas and maybe 

greased a car once in a while and washed cars. And he 

thought that the school should teach what a person 

should learn, not that they think he should learn." 



Subject 8: "Well, it said about, about this colored 

boy who was very poor and he went to school and all his 

other friends had good clothes and he didn't. He felt 

out of place. His father went away and his mother 

worked at the laundry. So he decided to quit school 

because it wasn't doing any good for him. So he quit 

it and, ahhh, he tried to find jobs. He had a job but 

it didn't last very long. He didn't find a good job 

and he would have to get out." 

There were six responses that could be classified 

under the third category: the "brief terse summary." 

Subject 11: "This was a story about a colored guy that 

couldn't get a job and he was poor and his mother 

worked in a laundry. And she only made $40 a week." 

Subject 17s "That he didn't have things the other kids 

had. He got a job in a service station. He wanted to 

work on a car but they wouldn't let him." 

Three responses fell in each of the next four 

categories: "few isolated, unimportant, or irrelevant 

ideas"; "the main ideas"; "emotional response to the 

passage"; and "elaborate on details that are personal in 

significance or interest." Subject 19 typifies responses 

in the "few isolated, unimportant or irrelevant ideas" 

category: 

Subject 19: "Well, it said, ahh, some kids when they 

were small, their father left them and they were poor 
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and the mother, she had too much things to do so she 

would send them to school as much as she could. You 

know, see how far they could get and if they could do 

better, then maybe they could have a job." 

For the "main ideas" category, subject 13's response 

is representative: 

Subject 13s "It say about a boy that, he thought he 

was left out. And he just, some kids had all the fun 

and he didn't. He was just imagining things and the 

other kids didn't. They didn't have to imagine too 

much. And he just dropped out of school. He thought 

he was just left out." 

That subject 261s emotional response to the passage 

may be related to his own family difficulties seems likely. 

As seen in Appendix 7? both parents have left him with his 

grandparents to go to California. Perhaps this is why part 

of his response focuses on the minor fact that the father 

of the main character in the story ran away when he was a 

boy. 

Subject 26: "It told about books he read, uhh, lot of 

people read about in the books, families and the father. 

They had cars, nice houses, nice clothes, and they're 

all going different places. Well, what teenagers do 

nowadays. Well they want money to take their girls 

out. And where they get their money isn't from jobs. 

They get it from their parents. That isn't right. The 
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thing to do is to finish school and go to college if 

you want to. That's going to give you a better life. 

Well you drop out and you get a job, well you're just 

going to be getting a little bit of scrap. (Anything 

else?) This boy, his father and his mother, his father 

gave his mother brothers and sisters and he ran out and 

the poor mother had to do all the suffering by support

ing them and feeding them, giving them a place to sleep 

and food and clothing. That's pretty bad." 

In the category, "elaborate on details that are 

personal in significance or interest," subject 21's 

response was chosen because of information given in the 

rest of the interview where she indicated that she only 

remembered items that were of interest to her. She told 

of the first part, "I didn't pay too much attention to it. 

I just went through it until I came to the interesting 

part." Consequently her response is completely related 

to the second part of the reading. 

Subject 21: "Well, this boy goes and tries, he's 

trying to look for a job, but, well the job doesn't 

last very long, and, well, he only greased cars. And 

he's trying to get to this other part in the town and 

he can't because of his color. And he wants to become, 

I mean he wants to get a good job and have money and 

dress right." 
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The categories uncovered in analyzing the responses 

to the unstructured question posed after the silent reading 

of the science article were the same except for the lack of 

a category labeled "emotional response to the passage." 

This is not surprising in light of the subject of the 

science article, whales. However, since the kinds of 

responses are different in number, the order of the cate

gories changed. In the popular article almost one-third 

of the responses were in the "vague general summary" 

category. For the science article, this category was 

replaced by the "brief terse summary." This category 

represents the greatest number of responses. Typical of 

them were: 

Subject 1: "He describes all kinds of whales, how much 

they weigh, how much they eat, what they do, and stuff 

like that." 

Subject 3: "It was talking about different kinds of 

whales, how long they are and how much they eat and all 

about how they breathe." 

Seven responses dealt with "main ideas" and this 

was the second largest category. Representative examples 

of this category are: 

Subject 9: "I read about certain classifications of 

whales and read about how they are becoming extinct, 

and tells about the killer whale and the ones that 

don't, aren't killers." 
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Subject 17"» "About the whales. About how whales 

breathe, and different kinds of them* And if they 

should kill whales." 

The third largest category dealt with the "main 

ideas and supporting details." Here the subjects seemed 

to be utilizing the bold print headings that precede each 

of the separate sections the passage was broken into. 

Sometimes they recall the sections in order as did subject 

5: 

Subject 5: "It just tells about, uhh, about the 

whales, the biggest ones, the blue whales. I think 

it's about 100 feet or something like that. And it 

tells how they breathe and it goes on and tells about 

what their blowhole's about. Then it tells about the 

two kinds of whales they've got. One's a toothed 

whale, or something like that, and one's a bone-

something whale. I forgot what the rest of it was 

about. And they're trying to, so many peoples killed 

their whales that the United States and the countries 

is trying to prevent it." 

Subject 15! "Oh, let me see. Oh, some of them here 

are different sub-titles of how they hunt them and 

everything. Killer whales travel in groups to get 

their food and everything. That was just about what 

was in that. The first part has something about how 

many different kinds of whales, about four or five 



different kinds that they named in the book. How long 

they grew, to 100 feet, and some of the small ones 

grew to about 60 feet. Then they got into where, how 

they breathe. They said that, uhh, when they go down, 

I think it was the force of the gravity on the bottom 

or something would push up their skin, or something, 

and it would press against their lungs and they 

wouldn't be able to breathe or something like that. 
f 

And they had this, uhh, big hole where that's the only 

place where they breathe because they don't breathe 

through the mouth. And uhh, what they call a blowhole, 

I think it was. Big round hole on the top of their 

head. And, uhh, let's see. I'm trying to remember 

what was after that." 

As in the responses to the popular article, there 

were responses to the science article that could be used to 

describe many other science passages; these were "vague 

general summaries": 

Subject 7: "There's different kinds of whales. 

There's large ones and there's small ones." 

Subject 29: "It told &bout different kinds of whales 

and all the sizes of the fish, I mean whale. And it 

just told about different kinds of whales." 

Subject 32: "He just said about the whales." 
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Five subjects chose a few isolated, unimportant, or 

irrelevant details and gave responses similar to the 

following: 

Subject 13:, "It said about whales, how old the whales 

must be before he dies. How big it is. What were the 

meanest whales and they are mammals. How they eat. 

How they keep from freezing. And, uhhh, that's all." 

Subject 20: "Well, he told about whales and they're 

warm-blooded. And the different kinds there are and 

they have blubber to keep them warm. And that thirty-

one thousand, three hundred, or eight huhdred, something 

like that, have been killed. That there, some with 

toothed and some with not and, oh, I can't remember 

much." 

There was only one response relevant to the last 

category, namely, "elaborates on details that are personal 

in significance or interest." During the interview, 

subject 8 mentioned that "The part that was interesting was 

the_ part that they don't breathe through their mouth but up 

here or something. And they would go on land, it would 

crush their lungs." With this knowledge and her reading 

response to the unstructured question, it seems likely her 

interest in these details was the basis for her response. 

Subject 8: "How large the whale is and the largest. 

How they breathe and what they eat and if they would 

get on the, that they're really heavy but the water 
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lifted it up and makes it lighter. And they don't 

breathe through their mouth. They breathe through 

the top, on here somewhere (points to the top of her 

head). And they would get on the, some island, the 

pressure of the whale would crush his lungs and QieJ 

wouldn't be able to breathe. Then how people are 

killing whales and how they're trying to stop it so 

they won't go away and there'll be some more left. I 

don't like it." 

In summary, when analyzing the responses to the 

unstructured question for each article, the subjects used 

many different approaches in reading these articles. Of 

the seven approaches used by the sample in the reading of 

the popular article only two, with a total of 10 or 27% of 

the subjects, resulted in the obtaining of the main ideas 

or the main ideas and supporting details. The other styles 

indicate subjects who begin reading without any direction 

or purpose. Some stimulus in the article evokes their 

emotions or interest which results in their remembering 

these parts of the article. If the content is not associ

ated with emotion or interest, they can only recall a few 

irrelevant details, make a brief terse summary, or a 

summary that is so vague and general it could apply to any 

number of articles. 

For the science article, only six categories were 

formed. These six are also found in the popular article. 
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The nature of the science article no doubt precluded an 

emotional response to the article. An analysis of these 

categories again reveals that few of the approaches used 

in reading the article resulted in the obtaining of the 

main idea or the main idea and supporting details. Only 

13 or 36% of the subjects used an approach that helped them 

understand what the author was saying. 

Data From the Comprehension Tests 

In addition to the unstructured question, each 

subject was given a comprehension test of the multiple-

choice type for each of the two articles. Upon completion 

of the test, the investigator obtained the subjects' 

retrospective comments as to why they chose the answer 

they did or why they hadn't picked a different choice. 

As seen in Table 13 •> the subjects' understanding 

of the two passages varied considerably. The range is 

extensive between subject 18 and subject 13 on the popular 

article test, and the same is true for the science article 

test where subject 1 and subject 27 differ by a large 

margin. However, analysis of this sort tends to hide more 

information than it gives. When the subjects' comments 

about how they went about choosing answers are taken into 

consideration, a simple comparison of percentages seems 

futile. In analyzing their retrospective comments, it was 

discovered that a wide variety of methods were used in 
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TABLE 13 

RESULTS OF THE COMPREHENSION TEST ON TWO ARTICLES 

Popular Article Science Article 

Subject Raw Score °/o Raw Score % 

1 6  43 3 23 
2  6  43 7 54 
3 8 57 10 77 
4 9 64 9 69 
5 10 71 10 77 
6 7 50 8 6 2  
7 8 57 7 54 
8 8 57 8 6 2  
9 10 71 11 85 
10 10 71 7 54 
11 9 64 10 77 
12 9 64 8 6 2  
13 11 79 10 77 
14 6 43 10 77 
15 9 64 6 46 
16 9 64 6  46 
17 6  43 7 54 
18 1 7 7 54 
19 5 36 8 6 2  
20 9 64 9 6 9  
21 7 50 6  46 
22 8 57 5 38 
23 7 50 8 6 2  2k 5 36 9 69 
25 5 36 7 54 
26 6 43 8 6 2  
27 9 64 12 92 
28 7 50 8 6 2  
29 8 57 10 77 
30 6 43 5 38 
31 9 64 10 77 
32 9 64 7 54 
33 5 36 9 69 
3^ 4 29 ' 9 69 
35 7 50 7 54 
36 7 50 9 6 9  

Range 1-11 7-79 3-12 2 3 - 9 2  
CU 6.0 42.6 6.7 53-8 
Q2 7-5 53-6 8.1 6 2 . 3  
Q3 8 . 9  6 3 . 6  9.5 73.1 
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choosing correct and incorrect answers. The following were 

used to get correct answers: 

1. guessed 

2. was surprised by the information and remembered it 

3. had partial information 

k. had previous knowledge 

5• could only read this choice 

6. picked the longest choice 

7. picked the middle answer 

8. reasoned out the choice without reading 

The incorrect answers were chosen with a similar kind of 

variety of methods: 

1. guessed 

2. had partial information 

3- had previous knowledge 

4. could only read some of the choices 

5« picked the longest choice 

6. misread some of the questions 

7' focused on a time different from that indicated 

When the responses were tabulated so that it could 

be clearly seen how many subjects picked the correct as 

well as the incorrect choices, certain questions seemed to 

offer possibilities for analysis. Tables 14 and 15 show 

that 25% or less were able to pick the correct choice for 

the first, sixth, ninth, and thirteenth qxiestions of the 
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TABLE l4 

RESPONSES TO TEST QUESTIONS OF THE POPULAR ARTICLE 

Choice Choic e Choice Choice Skill Correct 
Question A B C D Tested Answer 

1 9 5 1 20 Main idea B 

2 2 0 k 30 Inf erence D 

3 7 0 27 2 Fact C 

4 5 k 26 1 Main idea C 

5 6 2 0 27 Fact D 

6 14 6 k 11 Inference C 

7 5 3 26 1 Inf erence C 

8 20 1 6 9 Inference A 

9 3 11 15 7 Inference D 

10 5 1 27 3 Fact C 

11 1 30 0 5 Inf erence B 

12 23 8 1 k Fact A 

13 11 13 k 7 Inference C 

l4 5 k l6 10 Fact D 
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TABLE 15 

RESPONSES TO TEST QUESTIONS OF THE SCIENCE ARTICLE 

Question 
Choice 

A 
Choice 

B 
Choice 

C 
Choice 

D 
Skill 
Tested 

Correct 
Answer 

1 7 23 2 1 Main idea B 

2 0 7 26 0 Main idea C 

3 5 20 3 7 Inference B 

k 1 1 32 0 Inf erence C 

5 25 3 5 2 Fact A 

6 2 k 3 25 Vocabulary D 

7 k 0 l6 16 Inference C 

8 30 0 4 l F act A 

9 k 11 7 Vocabulary C 

10 0 9 19 7 Main idea B 

11 18 2 7 8 F act A 

12 0 1 7 27 Inf erence D 

13 22 6 1 k F act A 
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popular article test and the ninth and tenth questions of 

the science article test. These will now be discussed in 

an attempt to understand what happened. 

The first question of the popular article quiz was 

testing whether or not the subjects could get the main idea 

of the article. Only five chose the correct answer, "B," 

"Why I quit school." The overwhelming number of subjects 

picked "D," "The Life of a Young Boy," the more vague and 

general response. When asked about this, the typical 

response was similar to that given by subject 2, "Well, 

it's not about quitting school, it's about the life of a 

young boy and what happened to him." 

The sixth question was designed to test if the 

subjects could infer the main character's future. Only 

four subjects chose the correct answer "C," "be a trouble 

maker." Subject 10 stated her reason for picking this 

answer very forcefully and clearly: 

Subject 10: "Because most boys that quit school and 

can't keep a job very long, they don't have any money. 

And they feel like killing someone or something like 

that." 

However, many subjects were hopeful for the boy and 

expressed this hope by choosing other answers: 

Subject k: "Cause he'll realize how foolish he is and 

maybe in a couple of months or two, and decide he better 

go back and finish school, and he'll do so." 
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Subject 20: "Well, if I did something like that, I 

think I'd go back to school." 

Subject 9: "I thought of that [be a trouble maker] but 

I wasn't sure, with this thing they're putting on now, 

I thought he might get a job. (WHAT THING?) What do 

you call it? War on poverty or something?" 

Subject 18: "He'll learn to be a mechanic from the 

other guys." 

Questions nine and thirteen are closely related in 

that the major idea for the subjects is that education is 

important and is needed to get a good job. This is not 

stated in the story but the subjects are quick to indicate 

that they hear this from their parents, other members of 

the family, their teachers and guidance counselors, and 

their friends. Thus, in question nine only seven subjects 

chose the correct answer but fifteen chose "C," "he was not 

well educated." In question thirteen the subjects again 

allow their experiences to interfere with their choosing 

the correct answer. Only four pick the correct answer but 

thirteen pick "B," "stop others from dropping out of 

school." Further evidence to support the idea that their 

experiences played an important part in their reading of 

this article and answering the questions is found in 

question fourteen where the largest number of answers is 

"C," "he didn't stay in school long enough," an incorrect 

answer. 
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In the test of the science article, only questions 

nine and ten have as few as 25% of the sample scoring 

correctly. Question nine was intended to test whether the 

subjects could identify the meaning of a word that was 

defined in the text itself. The word "plankton" was 

defined as ". . . very small sea animals and plants." Only 

seven subjects chose the correct answer; ten subjects left 

the answer blank. An explanation for this may be that when 

confronted with a difficult word in a difficult selection 

that has many unknown words, the reader may tend to make no 

effort to unlock its meaning. Whatever the explanation, 

contextual clues in its simplest form was not used by 

twenty-nine subjects. 

In the tenth question the largest number of 

responses were for an incorrect choice "C," "Different 

Kinds of Whales." The retrospective comments offered no 

help in explaining the reasoning for this choice. Since 

the reading selection was divided into five parts and 

since, in the first, third, and fourth parts the author 

does speak of different kinds of whales, the readers may 

have lost sight of the other two sections and have chosen 

the incorrect response. 

Another interesting thing seemed to be occurring 

over and over again with some of the subjects. When asked 

a question related to something specifically mentioned in 

the text, they frequently seemed to have a vague 
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recollection that something was said about it in the selec

tion. This vague recollection was then used as a basis for 

choosing an incorrect response. This seemed to have 

happened in the eighth question of the popular article 

test. Here there was a vague recollection of something 

being said about the boy being shy. However, the text 

indicated that the boy was not shy. By giving under 

potency to the word "not," an incorrect answer was chosen. 

On the same test, question twelve offered a similar situa

tion. Some of the readers recalling that the article said 

something about $50, used this vague recollection as a 

basis for choosing the answer to the question about how 

much the mother earned. This incorrect answer was chosen 

by almost 25% of the sample. In the test, on the science 

article, sixteen subjects chose an incorrect answer in a 

similar manner. Many of them based their answer on the 

idea that somewhere the article had mentioned a ton. Thus, 

in question seven when they were asked to indicate how much 

a whalebone whale weighted, they chose the incorrect answer 

"D," "a ton." The passage had stated that the whalebone 

whale eats about a ton of food a day and this vague recall 

about a ton proved the undoing of many of the readers. 

This may also explain why the subjects did well on 

most of the inference questions. The multiple-choice 

question may stimulate the reader to recall some idea he 

vaguely remembers and, using this, he chooses the correct 
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answero It would be easier to make the inference when the 

correct answer is there for the reader to see, as on a 

multiple-choice test, than during the actual reading where 

the reader must make the inference with no help other than 

the stated idea or fact. Also, maybe other subjects did 

what subject 9 did, used his experience. When asked to 

explain why he had chosen the correct answer to question 

seven on the science article test, he explained that his 

father had a pick-up truck that weighed one-half a ton, and 

he knew a whale was bigger than the trunk. Also he said 

he knew that an elephant weighed more than three tons and a 

whale was bigger than an elephant, so that was why he was 

able to pick the correct answer. 

Findings From the Cloze Procedure 

The cloze procedure offers an opportunity to explore 

the reading processes of the subject through the use of 

introspection. As stated in chapter two, certain para

graphs were chosen from each of the two selections and every 

seventh word was deleted, starting with the fourth word of 

the fourth paragraph. Each of the subjects was given an 

opportunity to read these paragraphs and put in the word 

they felt belonged in the deletion. The reading was done 

silently and the subjects were asked to think aloud, to 

indicate why they had chosen the word they did. 



The responses given to the cloze procedure for the 

last paragraph of the popular article were not used in the 

analysis made by the investigator. Many of the subjects 

gave up on this paragraph and it may have been that too 

many blanks were left for the subjects to fill in. 

In analyzing the responses and the introspective 

comments made while choosing them, eight different 

approaches to the problem were uncovered. In attempting 

to obtain meaning from these deleted paragraphs, the 

subjects: 

1. used other words as clues 

2. generalized 

3« looked ahead in the sentence 

k. read the entire sentence 

5- recognized structure clues 

6. reasoned out the answers 

7- used their experiences and language 

8. gave up easily 

The subjects used these approaches in various combination 

which do not represent unique and distinct approaches used 

individually by a single subject. 

Typical of those who used words as clues were 

subjects 2 and 35. The word in parenthesis is the word 

the subjects inserted: 

Subject 2: (IN) "because of 'school"' (HOUSE) "'grass' 

and 'trees' go with a house." 
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Subject 35: (HOUSE) "because of 'live in'." 

In generalizing, the subjects' responses were represented 

by: 

Subject 1: (CAR) "That's what most kids have." 

(STORE) "Most fathers work in stores." 

Subject 9". (IN) "That's where you read books mostly." 

(BEDROOM) "That's where you usually lay and 

think." 

Looking ahead in the reading sometimes gave the subject a 

clue to what might be placed in a deletion that came 

earlier: 

Subject 5'- (MOTHER) "It says 'and the father'." 

Subject l4b: (MOTHER) "The kids would have a mother and 

a father." 

Rereading the entire sentence seemed to offer the subject 

an easy opportunity to explain why the word was chosen. 

Rather than attempt an explanation, it was simpler to read 

the words that surrounded the blank. On the other hand it 

may be an indication of the reader paying attention to the 

whole rather than just the peirts of the sentence. There 

was also previous indication that one thing the subjects 

did when they did not understand what they had read was to 

go back and reread the sentence, paragraph, or section. 

Certain of the deleted words had a sentence 

structure that offered a clue to their meaning. Some 

subjects were able to see and use this clue: 
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Subject 9 5 (OR) "One thing after another. Sort of 

like a comma." 

Subject 12: (AND) "Because it's two statements. What 

you hear on radio and see on the TV." 

A number of subjects said that they reasoned out 

the word they used to fill the deletion: 

Subject 15: (BANK) "He drives a big car and every

thing. You could just about put anything anybody does 

in there." 

Subject 9: (WON'T) "The kid in the story had to dream, 

but the other kids already had it." 

Sometimes the subjects used their own experience in 

attempting to solve the difficulty of thinking of the 

deleted word. Once again, as noted in other parts of this 

chapter, their personal experiences interfered with their 

understanding of a story or article: 

Subject 21: (NIGHT) "When I think, it's at night." 

Subject 22: (WHILE) "Well, I'm dreaming all the time. 

It looks like I'm awake, but I'm dreaming. Then some

one calls me and I stop dreaming." 

Typical of those who gave up easily were subjects 

10 and 32. Subject 10 in the cloze procedure for the 

science article merely went down the page quickly, stopping 

to fill in those she seemed to be able to do almost 

immediately. As a result, she gave thirteen responses and 

ten of them are correct. After getting to the twentieth 
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deletion she simply stated, "I don't know these," and 

stopped. Subject 32 did essentially the same thing. He 

attempted seven deletions in all and got five of these 

correct. He gave no response as to how he arrived at the 

answers, but merely repeated a number of times, "I can't 

remember what I read." 

In a second approach to an analysis of the cloze 

procedure, all the responses were broken down into four 

major categories, (A) correct, (B) synonym, (C) meaningful 

but not a synonym, and (D) meaningless. In their attempt 

to fill the deletions, the subjects' responses show they 

constantly use meaning. Only 12% of the responses in the 

popular article and 9% in the science article were meaning

less responses. This is shown in Table 16. 

In summary the findings from the cloze procedure 

tend to support previous findings about the reading 

processes of the subjects in this investigation. First 

of all, support is given to their descriptions of rereading. 

Secondly, giving up easily when faced with difficulty also 

was in evidence. Thirdly, some subjects used their experi

ence and background in filling in the blanks; this tends to 

support a previous finding. Finally, some subjects use 

contextual clues in their attempt at attacking unknown 

words. This was reinforced by their using other words as 

clues, looking ahead in the sentence, and recognizing 

structure clues. 
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TABLE 16 

GROUP RESPONSE ON THE CLOZE PROCEDURE IN 
THE TWO ARTICLES 

Kinds of Responses 

Popular Article Science Article 

Kinds of Responses Number % Number °/o 

Correct 403 3 4  391 39 

Synonym 59 5 132 13 

Meaningful but not a 
8 synonym 205 17 79 8 

Meaningless ikk 12 87 9 

No response 377 32 319 31 

Totals 1188 100 1008 100 

That the subjects have an over-riding concern for 

meaning was shown by the fact that most of their responses 

were of the meaningful type. 

Findings From the Oral Reading 

Oral reading has been used effectively in the past 

to gain information about the reading process. It offers 

the investigator an opportunity to observe the reading act 

which enables him to infer about such items as word recogni

tion techniques and the reader's approach to reading. Two 

paragraphs from each of the popular and science articles 

were read orally by all subjects. The paragraphs from the 
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popular article had one hundred and seventy-five running 

words while the paragraphs from the science article had 

one hundred and twenty-five. Aside from the fact that the 

science article was more difficult than the popular 

article, a main difference in the two was that the science 

article had bold print headings. The bold print heading 

for the oral reading in the science article was included, 

but no direction was given as to whether this was to be 

read or not. 

One of the most striking findings when one compares 

the oral reading analysis found in Tables 17 and 18 is that 

there are many more omissions, eighty-one, in the science 

oral reading than in the popular oral reading where there 

were only eleven. The reason for this is that 33% of the 

subjects omitted the oral reading of the five word heading. 

A second finding supports a previous finding in the 

cloze procedure. A comparison of meaningful and meaningless 

substitutions showed that 78% of all substitutions in the 

popular article oral reading were meaningful. For the 

science oral reading it was found that 76% of the substitu

tions were of the meaningful variety. 

A third finding deals with the relationship of 

fluency in oral reading and comprehension. Fluency in oral 

reading may or may not indicate that understanding has 

taken place. Subject 17 read from the popular article and 

made no oral reading errors. In reading from the science 
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TABLE 17 

ORAL READING ANALYSIS FROM THE POPULAR ARTICLE 

Mi s pr onunc i at i on Omis Inser Meaningful Meaningless Repe 
Aid Gross Partial sion tion Substitution Substitution titii 

3 1 6 2 2 13 11 5 
0 0 0 1 0 2 0 1 
1 0 2 0 0 4 0 7 
1 0 4 1 1 2 0 6 
0 0 0 0 0 0 0 3 
0 1 3 0 0 2 1 5 
0 0 7 1 3 8 2 6 
1 0 1 1 2 0 0 2 
0 0 1 1 1 2 1 7 
0 0 2 0 1 1 0 10 
0 0 0 0 1 1 0 2 
0 0 0 0 1 6 0 3 
0 0 0 0 2 1 0 2 
0 0 2 0 0 6 0 5 
0 0 2 0 1 0 0 2 
0 0 0 0 1 l 0 5 
0 0 0 0 0 0 0 0 
0 0 0 0 1 0 0 6 
0 0 0 0 1 2 0 l 
0 0 1 0 0 1 0 0 
0 1 0 0 1 0 0 0 
0 1 1 0 0 2 0 0 
0 3 5 0 0 1 2 0 
0 0 2 0 1 0 0 2 
0 0 2 0 1 0 0 1 
0 0 1 1 1 1 0 2 
0 0 1 0 1 0 0 2 



TABLE 17--Continued 

2 8  1  2  2  1  3 0 1  k 
2 9  0 1  5 0 3 0 5 
3 0  3 3 2  0 0 1  0 5 
3 1  0 3 k 0 0 2  0 3 
3 2  0 0 2  1  1  k 0 3 
33 0 1  5 1  2  0 0 5 
34 0 0 0 0 1  1  0 0 
35 1  0 2  0 2  1  0 k 
36 0 k 6  0 2  2  0 2  

T o t a l s  1 1  2 1  71 1 1  38 70 1 8  116 
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10 
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TABLE 18 

ORAL READING ANALYSIS FROM THE SCIENCE ARTICLE 

Mispronunciation Omis Inser Meaningful Meaningless Repe 
Aid Gross Partial sion tion Substitution Substitution tit i< 

4 6 10 6 0 1 2 3 
0 0 1 0 0 0 0 0 
3 3 4 5 0 1 0 2 
1 1 l 0 0 0 0 2 
0 0 7 0 0 4 0 1 
1 0 6 0 2 0 1 4 
7 2 5 11 0 2 1 l 
1 1 1 0 0 0 0 0 
0 0 3 1 0 1 0 0 
2 0 4 0 0 0 0 6 
0 0 l 0 2 0 0 2 
0 0 2 0 0 0 0 2 
0 0 1 5 1 2 0 2 
0 0 4 5 0 0 0 4 
0 1 l 0 0 1 0 0 
1 0 0 0 0 1 0 1 
0 0 l 0 0 0 0 2 
0 0 l 5 0 0 0 3 
0 0 3 5 0 2 0 0 
0 - 3 0 0 0 0 1 
0 0 2 5 0 1 0 0 
0 2 2 0 0 1 0 3 
2 1 4 0 0 1 0 1 
1 0 4 0 0 1 0 1 
0 0 3 1 0 2 0 0 
0 0 3 0 0 0 0 4 
1 1 2 1 0 0 0 5 

H 



TABLE l8--Continued 

28 1 0 6 k 0 1 1 5 
29 1 0 3 0 k 1 0 10 
30 4 3 5 1 0 0 2 3 
31 1 0 2 5 0 0 0 1 
32 0 0 3 8 1 1 1 1 
33 2 3 6 2 3 2 0 0 
34 0 0 2 5 0 0 0 1 
35 0 0 2 5 0 0 0 2 
36 0 0 1 1 2 0 0 2 

Totals 33 2k 109 81 15 26 8 75 



N»-

103 

article she also read well, making only one partial mis

pronunciation and two repetitions. However, when comparing 

this excellent performance with comprehension as measured 

by the tests, it appears as though her understanding of the 

passages is relatively poor when compared to the rest of 

the sample. In the comprehension test for the popular 

article she had a raw score of six placing her at the first 

quartile. For the science test of comprehension she had a 

raw score of seven placing her just above the first 

quartile. Subject 2 with only one omission, two meaningful 

substitutions, and one repetition in the popular article 

oral reading and almost a perfect reading of the science 

article paragraphs has the same poor quality comprehension 

scores. On the other hand, subject 20 read orally very 

well from both articles and scored in or near the upper 

quarter in both comprehension tests. 

The Peep-Hole Procedure 

The peep-hole procedure proved not to be effective 

with these subjects in this investigation. One reason it 

was not effective was because the students were reading 

orally and they should have been reading silently. Also, 

the students were uncomfortable with the investigator 

staring at them through the hole in the cardboard. At one 

time when the investigator asked what had happened, the 
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subject indicated she was looking through the hole trying 

to see the investigator. 



IVo ILLUSTRATIVE CASES 

In order to supplement the findings reported on in 

Chapter three, five illustrative cases were chosen to 

illustrate the individuality of the reading process. 

Subject 10 was chosen because of her passivity in 

reading and brevity of response to all variations of 

questions and exercises. 

Subject 15 represents the reader who allows his 

personal experience to interfere with his understanding of 

what he is reading. 

Subject 21 is typical of the reader who has no 

purpose for reading, but if somewhere in the material she 

is reading, something catches her interest, she changes her 

approach to the reading and becomes more concerned with 

meaning. 

Subject 2 6  allows his emotions to enter into the 

reading and to a considerable extent his emotional response 

to the story directs his reading. Also, he is a very 

active reader and makes judgments on what he is reading. 

Subject 5 was chosen because of her deliberate 

attempt to obtain the main ideas and details of what she 

reads and because she does it well and clearly states how 

she does it. 

105 
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Aside from the above reasons for choosing these 

five subjects, some attempt was made to have a representa

tive sample of the total group. Thus, three girls and two 

boys make up the group. Also, the group includes one 

Negro, two Mexican-Americans, and two Anglos. 

The five subjects chosen for this chapter will be 

treated in the following manner: (l) the reasons for 

choosing each, (2) a description of the subject taken from 

the school records, and (3) a description of their reading 

processes. 

Subject 10--A Passive Reader 

Subject 10, a Negro girl, was chosen because of her 

lack of interest in the various procedures used in this 

study. She made very little attempt to do or say anything 

more than she felt was called for; she was extremely 

passive. 

Subject 10 was born January 17? 19^9 and is the 

youngest of four children in the family. Her father is not 

living with the family and her mother has had to do part-

time work to support the family. 

Her responses to the unstructured question, "What 

did the author say?" in both the science and popular 

article are extremes of brevity and seem typical of this 

subject. For the science article she said, "Ah, he said 

that a certain kind of whale is a hundred feet and some is 
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50, 60 feet long. And all of them is not killers. And 

that they made a law that a person can catch only so many 

whales." For the popular article she said, "This boy was 

going to school and they (mumble) let the teacher see it. 

He thought the teacher was talking to the kids and not 

him." This kind of response was similar to the brief one-

word answers given to the investigator during the course of 

both interviews. For the most part her monosyllabic 

answers to the investigator's questions gave no clues to 

the reading processes used by the subject. She did indi

cate that she used no word attack techniques in reading the 

popular article, merely skipping the unknown words: 

Investigator (I): What happened when you came to a 

word you didn't know? 

Subject (S): I went by it. 

I: Alright. Did you try to figure it out in any way? 

S: Nope. 

I: So you just skipped it, right? 

S: Uh, huh. 

However in the more difficult science article she indicated 

that she used context clues in an attempt to get at dif

ficult words: 

I: Okay. What about when you came to a word you 

didn't know? What did you do then? 

S: X don't know. I read around it, and then I can 

figure it out. 
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In her oral reading, when subject 10 had difficulties with 

words, she either sat in silence until the investigator 

gave her the word, or she repeated the phrase just prior 

to the difficult word. She made no evident attempt to 

sound out the word, at least not orally. 

This attitude of not showing any effort was also in 

evidence in the cloze procedure. For the science article, 

subject 10 only seemed to answer those that came easily. 

As to explaining how she arrived at the words she chose, 

she usually gave a single word answer or said, "I don't 

know." During the cloze procedure for the popular article, 

she was antagonistic toward reading and said, "I don't like 

to read anything." In filling out the deleted paragraphs 

here, she gave no reasons for choosing any response after 

the ninth deletion. For the nine deletions where she gave 

reasons, they were of the "I don't know," "It said so," and 

"It's in the story" variety. 

In spite of her dislike for reading, passivity, and 

giving up easily, she did quite well on the comprehension 

test for the popular article where she scored in the upper 

quarter of the sample. On the science article, she scored 

just above the first quarter. Part of the reason for this 

low score may be that she read the popular article more 

carefully even though she would not say why or how she did 

this. Also, this article may have had special significance 

for a Negro. 
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Sub.ject 15--A Reader Using Personal Experience 

Sometimes the great use of personal experience by 

the reader interferes vrith his understanding of the article 

read. Subject 15 is a good example of this. Having had 

seven years experience pumping gas and greasing cars in a 

service station, he had a good deal of experience to call 

on when reading the popular article. 

Subject 15 is a Caucasian boy born on April l4, 

19^9. He is the second of four children in the family and 

his father is a service station owner. It is this last 

fact that accounts for his knowledge and experience of 

service stations and this was evident in his reading of the 

popular article. 

His responses to the unstructured questions were 

quite the opposite of those given by subject 10. As her 

responses were brief, so his are long. For the popular 

article, his response elaborates more on the character's 

work in the service station than anything else. When 

talking about this, he was precise and knew all of the 

important facts. However, when talking about the rest of 

the article, he was vague and obviously missed the central 

theme of the story: 

"Well, uhh, let me see. What it meant, uhh, when 

he was a kid, his dad ran away from home when he was a 

small guy, and he only had two brothers and sister and 

just him. And his mother was working at a laundry, that 
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she wasn't making enough money to support them or what they 

wanted and everything. And he was trying to get a job and 

everything. And he was trying to get a job and everything 

only he was getting a little older and he couldn't keep 

them because he didn't like them. He just couldn't do 

them. He got to be around eighteen. He got some gas 

chasing jobs and he didn't like that either. He wanted to 

do something besides working on one thing all the time. As 

it said in there, he was pumping gas, maybe greasing one 

car out of five or something and he got other jobs like 

sweeping floors. I forgot what other jobs he got. There 

was something in there about his school too. What do you 

need about something. It said about school and it said 

something about the teachers. Uhh, like if he was supposed 

to read a story or something he didn't understand, the 

teachers wouldn't help him or anything. That's what it was 

trying to point out. That's just about all." 

His experiences in the service station not only 

directed his attention in the reading, but they interfered 

with it also. For example he didn't realize the main 

character in the story was a Negro boy. When the investi

gator realized he didn't know the story was concerned with 

a Negro boy, he asked the subject to read the paragraph 

that included the service station owner's comment, "Boy, I 

can't do that. You ain't the right color for that kind of 

work." 
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I: What do you think the word color means? 

S: It seems like when you get grease on you or some

thing . 

I: Okay. You think he's always dirty and that's why 

they don't want him to work on the cars? 

S: You always have to keep clean when you're out front. 

You have to wash you hands and everything before you 

wash the windows so you don't get grease and stuff on 

them. 

However, when reading the science article, subject 

15 uses the bold print headings to try and remember what he 

read. His unstructured response shows no evidence of 

experience interfering with his reading: 

I: Now tell me what you read? What did the author 

say? 

S: Oh, let me see. Oh, some of them here are differ

ent sub-titles of how they hunt and everything. That 

ivas just about what was in that £part of the article] . 

The first part had something about how many different 

kinds of whales. About four or five different kinds 

that they named in the book. How long they grew, to 

about 100 feet and some of the small ones grew to about 

60 feet. Then they got into where, uhh, how they 

breathe. They said that, uhh, when they go down, I 

think it was the force of gravity on the bottom or 

something, would push up their skin or something and it 
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•would press against their lungs and they wouldn't be 

able to breathe, or something like that. And then they 

had this, uhh, big hole where that's the only place 

where they breathe because they don't breathe through 

the mouth. And uhh, what they call a blowhole I think 

it was. Big round hole on the top of their head. And, 

uhh, let's see. I'm trying to remember what was after 

that. 

VThen the reading gets difficult for him, as in the 

science article, subject 15 rereads in order to get meaning 

out of what he didn't understand. 

In word recognition, he used both syllabication and 

context clues. However, he uses the context only if the 

syllabication doesn't work: 

I: What do you do when you come to a word you don't 

know? 

S: Well, I look at them and see if I can sort of put 

them into syllables and try it from there. 

I: Suppose that doesn't work. What do you do then? 

S: If that doesn't work, half of the time I just read 

the sentence over again sometimes and see if I can get 

it from just what the word means or something. 

On occasions where there are many difficult words, as in 

the science article, he uses little effort with unknown 

words: 

I: What did you do when you came to the word plankton? 
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S: That was one of the big words, so I just didn't 

give it any thought -

In his oral reading, he read very slowly and for 

the most part word by word. However, very few errors were 

made in either passage. In attempting to answer short 

answer questions about what was read, he admits to doing a 

good deal of guessing: 

I: In number nine, what made you pick "D," "toothed 

whales"? Why didn't you pick "C," "small sea animals 

and plants"? 

S: I was just guessing. I thought that might have 

something to do with it. 

Subject 21--A Reader With No Purpose 

Rather than attempting to make a decision about how 

to read a specific piece of writing, many of the subjects 

in the sample just began to read allowing the material to 

affect them. Subject 21 is typical of those subjects who 

allow the material to control them. She had no purpose 

when she began reading, but if something caught her 

interest or touched something in her life, she read more 

attentively instead of going through the motions of 

reading. 

A Mexican-American girl, subject 21 was born in 

19^9 •> on the tenth of November. She is the third child of 

seven. Her father is not living with the family. 
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When talking about the first part of the popular 

article she said, "I didn't pay too much attention to it. 

I just went through it until I came to the interesting 

part." The interesting part to her was about the diffi

culty in getting a job and she talked about this being so 

because of a friend who had the same difficulty: 

I: Did you think of anything while you were reading 

the article? 

S: After I read it, it reminded me of some of my 

friends. 

I: Could you tell me about that. 

S: Well, to one of my friends it happened. X think 

she was part Indian. X would read some paragraphs and 

think of her and then I would read again. 

The unstructured question drew the following 

response which shows that none of what she gives in the 

response has to do with the first part of the popular 

article: 

"Well, this boy goes and tries, he's trying to look 

for a job, but well, the job didn't last very long and, 

well, he only greased cars. And he's trying to get to this 

other part in the town and he can't because of his color. 

And I guess that's why he loses his job, because of his 

color. And he wants to become, I mean he wants to get a 

good job and have money and dress right." 
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Her interest in this story leads her to a feeling 

response which may be for her Indian friend as well as the 

character in the article: "Well, I felt sad about it. 

Well, just because of their color, I don't think they 

should lose their job." 

When reading the science article, subject 21 finds 

no part of the article interests her in any way: 

I: What do you do when you read something you don't 

like. Do you read it differently than if you do like 

it? 

S: If I don't like it, I'll think of something else. 

I: Did you think of something else when you read this 

article? 

S: I was thinking about other stories and not about 

that Qthe article^ . 

I: What were you thinking about? 

S: Well, I was thinking of what we had just finished 

discussing in class. 

I: What was that? 

S": Well, this boy, he got his teeth knocked out. He 

was mad and Mr. S said it shouldn't bother 

him. " 

As a result of this preoccupation with other things, 

subject 21 has to guess when she answers some of the 

comprehension test questions and when she must write a 

summary of what the author said, it has to be vague because 
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she can't remember what she read: "Well about how whales 

lived and about the future and the weight and size and 

where they lived." 

When reading orally, she is alirost flawless. She 

reads quickly and well, and, on the basis of what we 

already know, probably without comprehension unless she's 

interested in what she's reading. Also, in reading the 

science material orally, she ignored the bold print heading 

and began with the first word of the first sentence. 

Subject 26--A Reader Who is Emotionally Involved 

"I just read it, just like, try to put yourself 

into it." This comment of subject 26 was one of a number 

that showed he is an active reader who gets emotionally 

involved, makes critical comments on what he reads, and 

seems to pay attention to meaning at all times. Thus, he 

is quite unlike subjects 10 and 21. 

Born on October 29? 19^8? subject 26 is a Mexican-

American who is an only child. He is currently living 

with his grandparents because his mother and father left 

him and are living in another city. 

When subject 26 identified with the characters in 

the popular article as he indicated in the quote above, he 

responded emotionally to the article. Perhaps because of 

his own family difficulties, he seems to focus a good deal 

on a single line in the story, "My father ran off when I 
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was just a kid, and my mother worked in a laundry." This 

tendency appears again in the response to the unstructured 

question: 

"It told about books he read, uhh, lot of people 

read about in the books, uhh, families and the father« 

They had cars, nice house, nice clothes, and they're all 

going different places. Well, what teenagers do nowadays, 

well they want money to take their girls out. And where 

they get their money isn't from jobs. They get it from 

their parents. That isn't right. The thing to do is to 

finish school and go to college if you want to. That's 

going to give you a better life. Well, you drop out and 

you get a job, well you're just going to be getting a little 

bit of scrap. (pause, ANYTHING ELSE?) This boy, his 

father and his mother, uhh, his father gave his mother 

brothers and sisters and he ran out and the poor mother had 

to do all the suffering by supporting them and feeding 

them, giving them a place to sleep and food and clothing. 

That's pretty bad." Further evidence to indicate he was 

emotionally involved is shown by the following: 

I: What title would you give this story? 

S: What title? 

I: Yes. 

S: I have to make a couple up. 

I: Think about it for a bit. 



S: The father, uhh, stranded. The father has a family 

and he doesn't support them. 

The cloze procedure supports the inference that 

this subject reads in an active way. Here he used reason

ing for explanations of why he made the choices he did. 

Also, he argued with the text: "It's not true. They don't 

live in a nice house," and at one time he indicated there 

was no need to put a word in the deleted spot because the 

sentence made sense as it was. 

When trying to read the science article in the same 

way he read the popular article, he complained it didn't 

work: "I don't know, but I try to put myself, like follow 

them when they're fishing, but it won't work. That isn't 

my story." His attempt at identifying fails because of the 

nature of the science article. However, he reads beyond 

the lines in the science article and perhaps this integra

tion of his experience and knowledge helps him to remember. 

His response to the unstructured question shows he sees the 

rules for protection of whales as a kind of hunting season, 

even though that's not mentioned in the text: 

"It's a story about different kinds of whales. 

Their length, how many hundred feet, some of them Eire 100 

and some feet, some are 80 feet. Uhh, these men that hunt 

whales, they look for that white, uhh, I don't know, it's 

a big thing of water. And they say 'Blow she goes' or 

something like that. I don't know. There was something 
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about giving them seasons because they've been killing too 

many whales. So they're thinking of giving them a season 

so they can only kill so many a year. They cannot kill, I 

don't know, it's something like calfs or something like 

that." 

I: You said "in season" about whales. Did that remind 

you of something? Are you a hunter? 

S: Yeh, deer, javelina, quail, and fish. 

Also, he compares the plight of the whales to that of the 

buffalo and warns that "That's the same thing like buffalo; 

they were slaughtered. Pretty soon there's not going to be 

any." Perhaps this accounts for his better score on the 

science comprehension test where he is just below the 

median while in the other test he scores at the first 

quartile. 

In his oral reading there is further evidence that 

he is reading with meaning for he complains "It doesn't 

make sense," when he puts in an insertion or a substitu

tion. Thereupon he returns to the beginning of the 

sentence or phrase and corrects himself. 

For word recognition techniques in the popular 

article, he indicates that he sounds out the words: 

I: Did you ever stop? 

S: I stopped to review a few more words that I 

couldn't sound out. 

I: What did you do when you came to these words? 
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S: I tried to sound them out. 

I: Anything else? 

S: That's about it. It kind of gives you the picture 

of what the word means. 

In reading the science article, subject 26 indicated he did 

more than sound out the words that were giving him trouble. 

After indicating he sounds out these words the investigator 

asked: 

I: What do you do if that doesn't work? 

S: I try to think what they mean. 

I: Could you explain that? 

S: You go along with the story a little bit longer. 

He also explained that there were some very difficult words 

in the science article and for these: "Well, I skipped 

over those hard words--the words that I got stuck with and 

I just kept going." 

Subject 3 —A Good Reader 

Subject 5 was chosen as an illustrative case 

because she was one of the better readers. She reads 

carefully and deliberates about what she is reading so that 

she can recall the material as evidenced by her comprehen

sion test scores both placing her in the upper quarter of 

the sample. 

The fourth child of five, Subject 5 was born on 

March 11, 19^8* She is Caucasian and English is the only 
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language spoken in the home. Her father is ill and cannot 

work. Consequently, her mother works as a janitress. 

In both articles, subject 5 was able to give a good 

summary of the main ideas and details when asked, "What did 

the author say?" For the science article she said: 

"It just tells about, uhh, about the whales, the 

biggest ones, the blue whales. I think its about 100 feet 

or something like that. And it tells how they breathe and 

it goes on and tells about what their blowhole's about. 

Then it tells about the two kinds of whales they've got. 

One's a toothed whale, or something like that, and one's a 

bone-something whale. I forgot what the rest of it was 

about. And they're trying to, so many peoples killed their 

whales that the United States and the countries is trying 

to prevent it." For the popular article she said: 

"It's about a colored guy when he was going to 

school. He felt left out cause he was colored. And his 

father left when he was only a kid and his mother went out 

and worked and makes $40 a week. And he thought he'd quit 

school and go out and get a job, get a house and car like 

they put in books, and he couldn't do it. He worked at a 

gas station and he got, he quit cause he couldn't be a 

mechanic. And off and on he got jobs like that. And he 

couldn't keep any of them." 
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When asked to describe what she does when she 

reads, the subject was able to describe the process she 

used quite easily: 

I: Can you describe what you do when you read? 

S: Just read and go a little further and think back 

what I read and put it together. 

I: You read and then go back and put it together. What 

do you mean put it together? 

S: Like the first paragraph, read that. Then read the 

second one and compare them together. 

I: Okay. That's obviously something that's been very 

helpful to you. What happens when you get to the third 

paragraph? What do you do then? 

S: Just go on to the third and fourth and then go back 

and compare the other ones with them. 

I: So you keep going back and compare. When you 

compare, what do you do? What do you mean? 

S: Well, you just remember what the first two para

graphs are about. Then you read the second two and see 

how they fit in with the first two, if they go together. 

I: You see how they go together. Do you do anything 

when you're finished? 

S: Just go back and think what the story was about. 

Combining this deliberate and purposeful approach 

to reading an article to get the meaning with her ability 

to summarize, no doubt helps subject 5 to remember what she 
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reads. She explained about her summarizing in the follow

ing way: "Whenever I've finished a story at home, I go 

tell mom what they're about." 

She also does a good deal of reading beyond the 

lines as witnessed by her references to friends, other 

books, and the news which she thought about when she was 

reading the popular article: 

I: How come you remembered so much about the family? 

S: I don't know. It's just like families now-a-days. 

You hear it over the news and stuff like that. 

I: You hear it over the news? 

S: Mostly. If friends come over you hear them talk 

about a family in a land across the ocean or families 

in poor places. Or read about them. We just read a 

story like this in Mr. S 's class. It's about 

a girl who lived in a poor part of town and she didn't 

like it there. And her mother worked all day and she'd 

get mad cause she made up stories about living in a big 

house and that. 

During the cloze procedure, subject 5 gave few 

reasons for choosing the words she did. She very frequently 

indicated her reasons by saying, "It's in the story," or 

"Like the story," or "It sounds right." For the science 

cloze procedure she showed hostility about doing the dele

tions. She made no comments and gave no reasons for her 

choices after the first three words. Prior to the 
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interview, on the walk from classroom to interviewing room, 

she indicated that for some reason she had a difficult time 

in the classroom. She was talking about her reading and 

said "If I don't like it, I don't read it. It takes me 

longer to read a piece I'm not interested in because I stop 

and think of other things that have nothing to do with the 

reading." So it would appear what happened in the class

room was related to a reading lesson. However, the attitude 

is one similar to that expressed by Subject 21 and no doubt 

affects the reading of an article that is not interesting 

to the reader. 

Her oral reading of the popular article paragraphs 

was good and there were only three repetitions. However, 

she had a much more difficult time reading the paragraphs 

of the science article. Here the only evidence she gave 

of word attack was to sound out the word, and when she 

couldn't get it quickly, she went on. There is further 

evidence of this approach in her comments about word 

attack: 

I: What did you do when you came to "plankton"? 

S: I just skipped over it. 

I: Do you do that a lot? 

S: Sometimes, when I don't feel like reading. 



V. SUMMARY AND CONCLUSIONS 

Chapter five will present the major conclusions 

drawn from the testing of five hypotheses. These will be 

followed by specific findings and suggestions for further 

research. 

Major Conclusions 

Five hypotheses were proposed and investigated wit 

respect to the reading processes of ninth grade retarded 

readers while reading a popular and science article. Thes 

hypotheses were rejected or accepted as indicated: 

Hypothesis 1: It is possible to identify the 

reading process of retarded readers by the use of intro

spective and retrospective methods. 

Evidence presented in chapter one has shown that 

introspective-retrospective verbalization has been 

established by other investigators as a useful method in 

obtaining descriptions of the reading process. Further 

evidence in support of this hypothesis came from the many 

descriptions of processes elicited from a relatively 

uncommunicative group of subjects. For example, one 

subject explained that he visualizes when he reads: "I 

was picturing the house of the guy. I was picturing him 

lonely, I guess." Another subject described the process 
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by saying, "I read i^t, but the la^t part, I just looked at 

the words. I started skipping over the words." 

Thus, evidence from other investigators such as 

those previously described and verbalizations were the 

basis for the acceptance of the first hypothesis. 

Hypothesis 2: There will be differences in the 

processes used by individual retarded readers. 

Support for accepting this hypothesis comes from 

the same source of verbalizations mentioned previously. 

Some subjects report they have no reasons for reading an 

article, "I just read for kicks," while others have very 

definite purposes in mind, "I read and I start to put 

things together so I can remember." These differences are 

noted in almost all of the categories. 

There was a wide variety and individuality in the 

methods used when reading. Portions of the articles were 

read, reread, or not read based on whim, interest, and 

length of sentence and paragraph. Thus comments like, "I 

read the first part. Then skimmed the top and read the 

bottom," were given as well as others like, "I just, on 

some of it, where it wasn't very long, I just looked over 

the words." 

Individuality of word recognition techniques was 

also noted. Some subjects skip the unknown word: "I went 

by it." Others spell them to get the sounds of the 

letters: "I spell them to see how they sound." Others use 
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Spanish: "Just think, like some word would come up in my 

mind, like I heard my mother once talking in Spanish. Then 

I remember." Others sound the word out: "Well, if X don't 

know how to pronounce it, I would sound it out." Others 

syllabicate: "Well, I look at them and see if I can sort 

of put them into syllables and try it from there." Others 

use context: "Well, I read the sentence and then read the 

word and sometimes it looks like the word fits in the 

sentence." Still others use a few techniques in combina

tion: "I try to sound it out. If I can't sound it out, I 

look at the sentence and see if it makes more sense and if 

I don't know it, I skip it." 

Many differences were noted in the use of writer's 

guides to meaning also. Some subjects didn't bother 

reading the bold print headings: "I skipped over them." 

Others read them because they were there just like all the 

other words: "I don't know, I figured X had to read them 

so I did." Some subjects recognized the value of the bold 

print headings: "I read them because I knew that what the 

title was, had something to do with the story." 

A varied approach to finding the main idea was also 

reported. Subjects look for the main idea as something 

that is interesting: "Well, if I don't find it interesting, 

I don't think it's important." Other subjects feel that 

whatever is talked about the most is the main idea: "Well, 

you read a little bit about the story and what it says 
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mostly, I think would be it." A third difference about 

main idea gathering is that some subjects feel whatever 

comes first is the main idea: "Well, if you're going to 

tell a story, you usually tell what's important and what 

it's about first." Finally, there were subjects who 

thought that the main idea is what makes the best sense; 

"I just read the sentence, uhh, the paragraph and which 

to me makes best sense, I pick it." 

In reading beyond the lines, once again the 

striking thing is the difference noted in the reading 

process. Some students generalized; "Well, usually they 

don't hardly let the Negroes do most of the good jobs." 

Other students related the story to many facets of their 

lives. They thought of friends: "I have a friend who did 

almost the same thing as this boy." They thought of their 

families, TV, books they'd read, movies, themselves, and 

one subject thought of hunting. Other subjects were able 

to relate the knowledge they had about a relationship to 

another relationship: "That's the same like buffalo. They 

were slaughtered. Pretty soon there's not going to be 

any. " 

Some of the subjects read critically when reading 

the popular article. Their critical reading consisted of 

judging the characters: "He was lazy." "I thought he was 

crazy for quitting school anyhow." 
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The individuality of the process was also seen in 

the last category where the subjects applied what they 

read. Some felt they would not make the mistake the boy 

made; "I thought of not dropping out of school." Others 

had a feeling response toward the characters; "I felt 

sorry for the boy." "I felt hateful toward the mother." 

Other evidence in support of this hypothesis comes 

from the responses to the unstructured questions. Here, it 

may be inferred that with such a wide variety of response, 

the process used will be different with each category of 

response. 

This kind of evidence was used to accept hypothesis 

two. 

Hypothesis 3• There will be differences in the 

processes used by students of different levels and pattern 

of intelligence and different levels of comprehension on 

standardized tests. 

Evidence supporting this hypothesis comes from 

three sources; (l) a comparison of the high IQ subjects 

with the low IQ, subjects, (2) a comparison of the high 

level readers (HLR) with the low level readers (LLR), and 

(3) a comparison of the high performance IQ subjects with 

the equal performance-verbal IQ subjects. 

In comparing the high IQ subjects with the low IQ 

subjects, it was found that the former seemed to read more 

critically and gave more evidence of reading beyond the 
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lines than did the latter. In the critical reading cate

gory, there were a total of nine responses given by both 

groups. Six of these or 67% were given by the high IQ 

subjects while three or 33% were given by the low IQ 

subjects. Of the total responses of ten in the category, 

"reads beyond the lines" for the science article, eight 

responses or 80% were given by the high IQ group. 

Differences also occurred between the high perform

ance IQ group and the equal performance-verbal IQ group. 

In the category, "varies methods when reading," there are 

twenty-five responses given for the popular article and l6 

or 6k% of these responses were given by the high perform

ance IQ group. However the reverse is true for the science 

article where 12 or 63% of the total were given by the equal 

performance-verbal IQ group. A second difference is noted 

in word recognition of the science article. Here 10 or 67% 

were given by the equal performance-verbal IQ group as 

opposed to 5 or 33% given by the other group. A third and 

fourth difference lies in the fact that no responses for 

identifying how maiii ideas are located or for critical 

reading are given in the science article by the high 

performance group. On the other hand the equal performance-

verbal group gave three in the former and two in the latter. 

A fifth difference in the reading of the science article is 

noted in the "reads beyond the lines" category. The high 
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performance group gave 7 or Gk% of the total while only k 

or 36% were given by the other group. 

In comparing the LLR with the HLR, differences 

appear in their varying methods for reading and in reading 

beyond the lines where the LLR gave more responses in both 

the popular and science articles for these categories. In 

the popular article 18 or 69% of the total of 26 responses 

in varying methods for reading were made by the LLR. 

Similarly, in the science article the LLR gave 20 or 62% 

of the total of 32 responses in this same category. For 

reading beyond the lines, the LLR gave 12 or 67% while the 

HLR gave 6 or 33% of the total responses. Finally, in the 

science article, the LLR gave 67^ of the total of 15 

responses in the same category. 

Thus the evidence from these three comparisons 

serves as a basis for accepting hypothesis three. 

Hypothesis k: There will be differences in the 

processes used in reading two different kinds of selec

tions . 

Support for accepting this hypothesis comes from 

the categories formed from the reading of each article. 

In the popular article nine categories were formed and 

three of these were not found in the reading processes 

used in the science article. They are: (l) applies what 

is read, (2) reads critically, and (3) is not aware of 
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literary form. Also, the category "uses writer's guides to 

meaning," is not found in the popular article. 

The fourth hypothesis was accepted on the basis of 

this evidence. 

Hypothesis 5° There will be differences in the 

processes used by students from English speaking and 

Spanish speaking homes. 

There appear to be seven categories or sub

categories where a difference in reading processes between 

the Anglo and the bilingual appear. In reading the science 

article, 7 or 32% of the subjects read without purpose as 

opposed to only 1 or 7% of the Anglos. In a sub-category 

for the same article, 7 or 50% of the Anglos read care

fully, while only 6 or 27% of the bilinguals do so. Also 

in the same article, 8 or 57% of the Anglos reread parts 

of the article while only 6 or 27% of the bilinguals do so. 

In two sub-categories of word recognition techniques, the 

Anglo group shows a higher percentage of its members. In 

sounding out words, 57% of the Anglos as compared with only 

14% of the bilinguals do so. In syllabication 36% of the 

Anglos as opposed to l4% of the bilinguals use this tech

nique . 

In the popular article, 8 or 36% of the bilinguals 

read at different speeds while only 2 or 1^% of the Anglos 

do so. Also in the same article, 6 or 27% of the 
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bilinguals skip the unknown word without making any effort 

while only 1 or 7% of the Anglos do so. 

A sub-category of word recognition techniques that 

is done only by the bilinguals in both articles deals with 

translation. In the popular article, k or 18% of the 

bilinguals translate. In the science article, 3 or 1^% of 

the bilinguals use this technique. 

Hypothesis 5, on the basis of this evidence, was 

accepted. 

Specific Findings 

There were seven specific findings on the subjects 

in this study: 

1. They use a wide variety of methods when answering 

multiple-choice comprehension tests 

2. They often allow their own experiences to interfere 

with their comprehension of what they read 

3- They often depend on vague recollections of an idea 

or detail in the passages read and this distorts 

their understanding of the passage 

k. They often do not bother to figure out unknown 

words in the reading 

5* They often overlook clear contextual clues such as 

the definition of the difficult word in the sentence 

6. They often omit important sections or parts of the 

reading 
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7. They often use meaningful substitutions in their 

attempts to understand what they are reading. 

Suggestions for Further Research 

Further studies like this should be made so we can 

learn about the reading processes of different subjects at 

varying grade levels. Certain variations of the materials 

read should be utilized to ascertain how students read 

different materials. The following specific suggestions 

follow along these lines: 

1. Similar studies should be made on all grade levels 

from about the 5- grade on up to see if there is a 

sequential development of the reading process. 

2. Other stimuli could be used in similar studies. 

Material from social studies, mathematics and the 

lesser areas of the curriculum like home economics, 

and industrial arts. 

3» The subjects could be changed so that a study of 

the reading processes of different bilingual groups 

such as the Mexican-American, American Indian, and 

the Puerto Rican could be obtained and explored. 

k. Contrast the reading processes of subjects with 

similar IQ.'s but with different patterns of 

performance and verbal IQ, for example high 

performance, equal performance-verbal, and high 

verbal subjects. 

I 
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5. Experiment with different combinations of methods 

to obtain information about the reading process. 

All the studies in this area have dealt with 

verbalizations of the process and perhaps the 

writing of the process might give the subjects a 

better opportunity to organize their thoughts and 

give insights not obtained before. 

6. Study the effects of similar stimuli written in 

different forms. For example use problem solving, 

classification writing and cause and effect rela

tionships all in the science area. 

7. More intensive study of the reading process of 

individuals of different abilities and backgrounds 

exploring more deeply into the reasons for certain 

kinds of responses to reading. 



APPENDIX 1 

POPULAR ARTICLE USED IN THE INVESTIGATION 

Why I Quit School 

by David Shavers (196^), as told to William Meek 

You ever have the feeling you don't belong? That's 

the way it was with me and school, right from the start. 

I don't mean embarrassed, or shy, or like that. I 

was never shy. But even in first grade, I felt like, some

how, what the teacher said was meant for the other kids, 

not me. 

Like, one time we were supposed to get up and tell 

what we had for breakfast. Some of the other kids told 

about how they had orange juice and Rice Krispies and eggs 

and things. You know, the things you're supposed to eat. 

Know what I'd had? A cup of coffee. Well, I couldn't say 

that, so I said the same things the others said. But I'd 

never had all them things. I don't think I averaged a 

glass of orange juice a year. 

We were poor, you know? My father ran off when I 

was just a kid, and my mother worked in a laundry. She 

started to work at 7 o'clock, so we had to fix our own 

breakfast or go without. Usually, we went without. We 
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lived in two rooms in a basement--my mother, my sister, my 

two brothers, and me. 

I remember the books we had in school. You know, 

the reading books, in the first three or four grades? 

Where the family's all smiles and healthy looking, and they 

live in a nice house with lots of grass and trees all 

around, and the kids have a dog, and the father works in an 

office downtown and drives a big car? 

The families in the books were always going some

where—to the beach or the zoo or on vacation or some other 

place. I used to sit there in school and think hard, 

trying to imagine what it would be like to live like that. 

Most of the other kids didn't have to imagine. 

Well, after a while you quit dreaming. You get the 

feeling you're out of it, you know? You're different. 

What you read don't apply to you. What you hear on radio 

or see on TV don't mean you. You even feel left out of the 

commercials, like you're just sitting there while the guy 

sells Chevrolets to somebody else. 

The same goes for what you're studying. None of it 

meant me. The arithmetic, where there's this problem about 

how you invest $50 a week and make eight per cent or some

thing. I never saw $50. Know what my mother made a week? 

Forty dollars. And she worked hard. She used to come home 

and fix supper and be too tired to eat. 
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And then the teachers used to say, "Study this," or 

"Study that, because you'll need it when you go to college." 

What college? I had about as much chance to go to college 

as to fly to the moon. 

Well, I quit. I couldn't see doing all that work 

to learn a bunch of stuff that wouldn't never do me any 

good. What I wanted was to learn a trade, but the school I 

went to didn't have any courses like that, only wood

working. I did good in it, but it was just one year. I 

thought if I quit I could maybe get a job and learn some

thing . 

But of course it didn't work out that way. I got a 

job in a gas station, and I felt like, boy, this is it: 

I'll learn to be a mechanic. All I did, though, was pump 

gas and wash cars and sometimes grease one. I asked the 

guy, "Why don't you let me work on a car sometime?" and he 

just laughed and said, "Boy, I can't do that. You ain't 

the right color for that kind of work." He thought that 

was funny, and he used to tell it every chance he got, and 

people would laugh. 

You get tired of people laughing. I just quit the 

job . 

So now I'm 18. My mother says I've got to either 

get a job or get out, and I can't find a job. I've been a 

bus boy, and I've been a sweeper in a factory, and I've 

done pick-and-shovel work. But none of them jobs lasted. 
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I used to think, some day I'll have me a good job 

and a car and money, and I'll dress good, and like that. 

Now I think, maybe, with luck, I'll make enough to eat on. 

Mainly, I think how nice it would be to have a job, some

thing to do, a place to go every day, to not feel so use

less and, well, wasted. 

And I think sometimes how it could have been 

different. I don't mean if I'd stayed in school; I don't 

think that would have helped me none, the way things were. 

But if the school had been different. 

I don't think schools do right in making kids feel 

left out. I mean, sure, I'm colored and I'm poor, but 

there's lots of colored people and poor people, and it just 

seems to me we've got a right to an education, too. But 

you can't learn nothing when you're shut out, when the 

books you read and the things you study and what the 

teachers say—when all of it's meant for somebody else. 

It just seems to me the schools are set up wrong. 

They should take kids as they are and teach them, not what 

somebody thinks kids should be. You know what I mean? I 

mean, not everybody lives in a big house in the country and 

drives a big car; not everybody goes to college, or wants 

to. Why can't the schools teach kids what they need, 

instead of what somebody thinks they ought to have? 



APPENDIX 2 

SCIENCE ARTICLE USED IN THE INVESTIGATION 

Whales—The World's Largest Animals 

Paul Witty (1956) 

ARE ALL WHALES ALIKE? 

Whales are the largest animals in the world. In 

fact, they are the largest animals that ever lived. 

Whales, however, differ greatly in size. Largest 

of all is the blue whale. The male reaches a length of 

about 100 feet. Next largest is the finback whale, about 

80 feet long. The Greenland whale, the Atlantic right 

whale, the Southern right whale, and the sperm whale are 

about 60 feet long. 

The humpback whale and the sei whale are 50 feet 

from head to tail. The narwhal is 15 to 20 feet long. 

But all whales are alike in many important ways. 

They are warmblooded. They breathe air. And they are 

mammals. The female whale brings forth her young alive. 

She also suckles and cares for her baby. 

Every whale has a rounded streamlined body. It has 

a broad flat tail that is horizontal, not vertical as is 

that of a fish. In swimming and diving the whale mainly 

used its tail. At the front of its body, a whale has two 

140 



l4i 

paddle-shaped limbs called flippers. It uses thein to 

balance and to steer itself. 

Beneath its skin, the whale has a thick layer of 

fatty tissue that is known as blubber. This blubber keeps 

the whale warm when it is in near-freezing waters. It 

supplies the whale with food when it is in food-scarce 

waters. And it keeps the whale from being crushed by water 

pressure when it dives. 

A large whale can live as long as 50 to 60 years. 

Because of whale hunters, however, its average life span is 

usually short--about 20 years. 

HOW DOES A WHALE BREATHE? 

A whale must breathe air and stay in water to keep 

alive. If a whale gets its lungs full of water, it drowns 

from lack of oxygen. 

While a whale is in the water, the water helps to 

hold up its heavy body so that it can breathe easily. But 

when a whale is on land, its heavy body presses in on its 

lungs so that it cannot breathe in enough air. 

The whale has on top of its head an opening called 

a blowhole. The whale always breathes through its blow

hole. It cannot breathe through its mouth. 

A whale's lungs hold a large amount of air. 

Because of this, a whale can stay under water for as long 
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as 45 minutes. A man can stay under water for only three 

minutes. 

The whale's body heats air in its lungs and fills 

this air with moisture. When the whale forces this warm 

damp air out through its blowhole, this air hits the colder 

outside air. The two form a column of white water vapor. 

This column, called a spout, is what whaling men look for. 

When they see such a spout, they cry, "There she blows!" 

WHAT ARE THE TWO MAIN KINDS OF WHALES? 

Whales are divided into two main kinds--the toothed 

whales and the whalebone whales. 

A toothed whale uses its teeth to catch and hold 

food--squids, fish and other sea animals. It swallows the 

food whole. And it has a large mouth and throat. Among 

the toothed whales are the sperm whale and the narwhal. 

A whalebone whale has whalebone instead of teeth. 

Whalebone, sometimes called baleen, is not bone: it is a 

strong horn material. 

In its large mouth, the whalebone whale has 

hundreds of long thin whalebone blades. They hang in two 

long rows on each side of the mouth. Inside, the whale's 

mouth looks like the thick wool of a sheep. 

When the whalebone whale feeds, it swims along with 

its big mouth open catching many plankton--very small sea 

animals and plants. Then the whale closes its mouth and 

pushes its huge tongue against the whalebone blades. These 



143 

blades are a strainer.. They let the water out but hold the 

plankton in. Then the whale swallows this food. 

The whalebone whale's throat is no larger than a 

man's fist. By constantly eating, this whale is able to 

get the large quantity of food that it needs. A large 

whale, for example, eats about a ton of food a day. 

WHAT IS THE KILLER WHALE? 

All of the larger whales are mild and gentle 

animals except when they are harpooned. The strong killer 

whale, however, is one of the fiercest and most dangerous 

of all wild animals. Like a pack of wolves on land, a 

school of killer whales hunts in the sea. They will 

attack, kill, and eat a seal, a big fish, or even a larger 

whale. 

SHOULD WHALES BE PROTECTED? 

For hundreds of years, men have hunted whales. In 

certain places they have killed so many whales that certain 

kinds have been in danger of extinction—that is, killed 

everywhere and gone forever. 

As men have worked out better ways of hunting 

whales, they have increased the size of the yearly catch. 

In a recent year, the world's whaleboats killed a total of 

31,280 whales. 

In order to protect whales, a number of nations 

have worked out rules for whalehunting. According to these 

rules, whalers are allowed to catch only so many whales 
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each year. They are not allowed to kill a calf or a cow 

whale that has a calf. Such rules may save the world's 

largest animals from extinction. 



APPENDIX 3 

COMPREHENSION TESTS FOR TWO ARTICLES 

Popular Article Comprehension Test 

A good title for this story is 

a. Why You Should Stay In School 
bo Why I Quit School 
c. The Family Without a Father 
d. The Life of A Young Boy 

The best way to help this boy is to 

a. get him a job. 
b. see that he has a good breakfast. 
c. help him study better. 
d. teach him what he needs to learn. 

The boy in this story feels 

a. hopeful. 
b. happy. 
c. useless . 
d. angry. 

The boy in this story quit school because he 

a. needed money to pay for his books. 
b. got tired of school. 
c. felt he didn't belong. 
d. didn't like his subjects. 

At the gas station the boy 

a. was a sweeper. 
b. did pick and shovel work. 
c. was a bus boy. 
d. greased cars. 

Some day this boy will probably 

a. go back to school. 
b. learn to be a mechanic. 
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c. be a trouble maker. 
d. get a good job. 

7. The boy's father 

a. loved his family. 
b. had a good job. 
c. thought only of himself. 
d. was a good father. 

8. The boy in this story is 

a. discouraged. 
b. cheerful. 
c. a dreamer. 
d. shy. 

9- The boy's jobs didn't last because 

a. he was not a good worker. 
b. of his color. 
c. he was not well educated. 
d. he wasn't satisfied with them. 

10. The boy's family 

a. ate their meals together. 
b. live in a nice house. 
c. live in a crowded two rooms. 
d. took vacations at the beach. 

11. The boy thinks the schools are 

a. doing a good job. 
b. educating only some kids. 
c. using the best books. 
d. helping the kids get jobs. 

12. The boy's mother earned 

a. MO a we ek. 
b. $50 a week. 
c. $60 a we ek. 
d. $30 a week. 

13• The author wrote this story to 

a. make others understand how he felt. 
b. stop others from dropping out of school. 
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c. tell about other kids who feel left out of every
thing . 

d. show the mistakes he made. 

14. The boy didn't learn to be^a mechanic because 

a. people laughed at him. 
b. he quit his job too soon. 
c. he didn't stay in school long enough. 
d. he never got a chance to learn and earn. 

Science Article Comprehension Test 

1. The two main kinds of whales are 

a. killer whales and blue whales. 
b. toothed whales and whalebone whales. 
c. humpback whales and finback whales. 
d. Atlantic right whales and Greenland whales. 

2. An important main idea in this article is that 

a. there are no rules for whale hunting. 
b. no one knows much about whales. 
c. whales should be protected by hunting rules 
d. only about 100 whales are now living. 

3* The writer probably is 

a. angry that whales are disappearing. 
b. hopeful that whales can be saved. 
c. happy to be a whale hunter. 
d. content to live near the sea. 

k. This article was written to 

a. frighten you. 
b. amuse you. 
c. give you facts. 
d. surprise you. 

5• Killer whales 

a. attack larger whales 
b. have small throats 
c. can sink ships 
d. eat small plants 
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6. The blubber of a whale is its 

a. large head. 
b. outer skin. 
c. flat tail. 
d. layers of fat. 

7- A whalebone whale probably weighs 

a. 1/2 ton. 
b. 3/4 ton. 
c. many tons. 
d. a ton. 

8. A whale can stay underwater for 

a. 45 minutes. 
b . 3 hours. 
c. 60 minutes. 
d. 2 hours. 

9- Plankton are 

a. strainers. 
b. whalebone blades. 
c. small sea animals and plants. 
d. toothed whales. 

10. What title would you give this material? 

a. The Sea Around Us 
b. Whales, Giants of the Sea 
c. Different Kinds of Whales 
d. How Whales Breathe to Stay Alive 

11. Whales can not stay alive on land because 

a. their body weight crushes their lungs. 
b. they can't breathe on land. 
c. they must have water. 
d. they were made by nature for the sea. 

12. The author wrote this because he wanted you to 

a. like the sea. 
b. understand animals. 
c. help protect the whales. 
d. learn about whales. 



149 

13° A whale can live about 

a o 60 
b. 20 
c . 4o 
d. 30 



APPENDIX k 

CLOZE PROCEDURE FOR THE TWO ARTICLES 

Science Article Cloze Procedure 

HOW DOES A WHALE BREATHE? 

A whale must air and stay in water to 

alive. If a whale gets its full of 

water, it drowns from of oxygen. 

While a whale is _________ the water, the water 

helps to up its heavy body so that 

can breathe easily. But when a is on land, its 

heavy body in on it lungs so that 

cannot breathe in enough air. 

The has on top of its head 

opening called a blowhole. The whale breathes 

through its blowhole. It cannot through its 

mouth. 

A whale's lungs _____ a large amount of air. 

Because __________ this a whale can stay under 

for as long as 45 minutes. man can stay under 

water for three minutes. 

The whale's; body heats in its lungs and 

fills this __________ with moisture. When the whale forces 

warm damp air out through, its this 
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air hits the colder outside _•> The two form a 

column of water vapor. This column, called a 

, is what whaling men look for. they 

see such a spout, they , "There she blows!" 

Popular Article Cloze Procedure 

I remember the books we had school. You 

know, the reading books, __ the first three or four 

grades? the family's all smiles and healthy 

and they live in a nice with lots of 

grass and trees around, and the kids have a 

and the father works in an downtown 

and drives a big car? 

families in the books were always 

somewhere--to the beach or the or on 

vacation or some other . I used to sit there in 

and think hard, trying to imagine it 

would be like to live __________ that . Most of the other 

kids _________ have to imagine. 

Well, after a you quit dreaming. You 

get the _________ you're out of it, you know? 

different. What you read don't apply ___________ you. What 

you hear on radio see on TV don't mean you. 

even feel left out of the , like 

you're just sitting there while guy sells 

Chevrolets to somebody else. 
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The same goes what you're studying. 

None of it me o The arithmetic , where there ' s 

this about how you invest $50 a and 

make eight per cent or ___ . I never saw $50. Know 

what mother made a week? Forty dollars. 

she worked hard. She used to home 

and fix supper and be tired to eat. 

And then the used to say, "Study this," 

or "_ that, because you'll need it when 

go to college." I ________ about as much chance to go 

college as to fly to the . 



APPENDIX 5 

DELETED WORDS FROM THE POPULAR AND SCIENCE ARTICLES 

Popular Article Science Article 

1. in 21. or 1. breathe 21. air 

2. in 22. you 2. keep 22. this 

3- Where 23- commercials 3. lungs 2 3 .  blowh< 

4. looking 24. the 4. lack 24. air 

5- house 25. for 5- in 2 5 .  white 

6. all 26 . meant 6. hold 26 . spout 

7- dog 27. problem 7. it 27- when 

8. office 28. week 8. whale 28. cry 

9- the 29. something 9- presses 

10. going 30. my 10. it 

11. zoo 31- and 11. whale 

12. place 32. come 12. an 

13- school 33. too 13- always 

14. what 34. teachers 14. breathe 

15- like 35- study 15- hold 

16. didn't 36. you 16. of 

17- while 37- had 17. water 

C
O
 H
 feeling 38. to 18. A 

19- you're 39- moon 19- only 

20. to 20. air 
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ORAL READING PARAGRAPHS FOR THE TWO ARTICLES 

Popular Article Oral Reading Paragraphs 

But of course it didn't work out that way. I got 

a job in a gas station, and I felt like, boy, this is it; 

I'll learn to be a mechanic. All I did though, was pump 

gas and wash cars and sometimes grease one. I asked the 

guy, "Why don't you let me work on a car sometime?" and he 

just laughed and said, "Boy, I can't do that. You ain't 

the right color for that kind of work." He thought that 

was funny, and he used to tell it every chance he got, and 

people would laugh. 

It just seems to me the schools are set up wrong. 

They should take kids as they are and teach them, not what 

somebody thinks kids should be. You know what I mean? I 

mean not everybody lives in a big house in the country and 

drives a big car; not everybody goes to college, or wants 

to. Why can't the schools teach kids what they need, 

instead of what somebody thinks they ought to have? 

Science Article Oral Reading Paragraphs 

WHAT IS THE KILLER WHALE? 

All of the larger whales are mild and gentle 

animals except when they are harpooned, The strong killer 

± 5 k  
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•whale, however, is one of the fiercest and most dangerous 

of all wild animals. Like a pack of wolves on land, a 

school of killer whales hunts in the sea. They will 

attack, kill, and eat a seal, a big fish, or even a larger 

whale. 

In order to protect whales, a number of nations 

have worked out rules for whalehunting. According to these 

rules, -whalers are allowed to catch only so many whales 

each year. They are not allowed to kill a calf or a cow 

whale that has a calf. Such rules may save the world's 

largest animals from extinction. 



APPENDIX 7 

SAMPLE DESCRIPTION 

Position Language 
in the Spoken 

Subject Birth Date Father's Occupation Mother's Occupation Family at Home Sex 

1 9/10/49 truck driver assistant manager 
in department store 

2nd of 2 English M 

2 5/16/49 c ons true t i on 
worker 

saleswoman 1st of 3 Spanish F 

3 3/15/48 iron worker housewife 3rd of 5 English F 

4 9/14/48 truck driver housewife 1st of 2 English M 

5 3/11/48 ill on social 
security and dis
ability pension 

janitress 4th of 5 English F 

6 3/17/49 cement finisher beautician 2nd of 5 English M 

7 3/15/49 no information housewif e 7«> of 7 Spanish M 

8 5/12/49 truck driver housewife 2nd of 3 Spanish F 

9 8/28/50 auto mechanic housewife 51-* of 7 English M 

10 1/17/49 separated--not 
living with family 

part-time worker 4— of 4 English F 

11 11/25/50 mechanic housewife 4— of 8 English F 



APPENDIX 7--Continued 

12 4/9/49 stepfather is a 
carpenter 

assembler in air
craft factory 

2nd of 3 English F 

13 2/17/49 unemployed not living 5^ of 7 Spanish M 

14 12/5/49 parents divorced, 
no information 

housewife 2nd of 4 English M 

15 4/14/49 service station 
owner 

i 
housewife 4lb of 5 English M 

16 12/21/47 metal classifier housewife 2nd of 11 Spetnish F 

17 9/18/50 parents separated, 
father not home 

on welfare 3rd of 5 Spanish F 

18 11/22/48 not living social secretary 5^ of 7 Spanish F 

19 9/27/49 unemployed miner housewife 3rd of 6 Spanish F 

20 3/23/48 pipe fitter housewife 3rd of 5 English F 

21 11/10/49 self-employed 
contractor, not in 
home 

housewife 3rd of 7 Spanish F 

22 1/1/48 truck driver 
(step-father) 

housewife 
(step-mother) 

2nd of 5 Spanish F 

23 2/21/49 welder housewife 1st of 8 Spanish F 



\ APPENDIX 7--Continued 

24 

25 

26 

27 

28 

29 

30 

31 

32 

33 

34 

35 

36 

9/13/49 

8/16/49 

10/29/48 

6/24/48 

8/28/50 

9/9/48 

10/17/48 

10/26/49 

4/17/49 

2/25/50 

6/5/50 

10/12/46 

no information 

not living 

waitress 

we1far e 

mother and father are living in 
California, left their son to live 
with his grandparents 

8/27/48 miner 

aircraft mechanic 

aircraft mechanic 

city water dept, 

air force sergeant 

railroad car man 

laborer 

no information-
father not home 

roofer 

step-father is 
aircraft mechanic 

part-time house-
cleaner 

housewife 

housewife 

housewife 

housewife 

hous ewife 

cook 

no information 

mother not at home 

housewife 

3rd of 5 Spanish F 

2nd of 4 Spanish F 

only 
child 

Spanish M 

1st of 5 Spanish M 

1st of 5 Spanish M 

2nd of 5 Spanish F 

1st of 5 Spanish M 
I 

1st of 2 English M 

5«! of 8 Spanish M 

11*6 of 14 Spanish M 

3rd of 7 Spanish F 

4— of 6 Spanish M 

1st of 5 English M 
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INTERVIEW SCHEDULE 

I. Introductory remarks: "We'll be doing some work that 

you'll find interesting and helpful to you in your reading. 

I've picked out some material to use with you to try co 

explore how you read so you can get an understanding of 

what you do when you read. This understanding will help 

you read better and will be most useful in helping you 

improve your reading. 

I think you'll enjoy taking part in this experiment 

and will certainly learn something that will be helpful to 

you. 

We'll use the tape recorder so that I don't have to 

take notes and can work with you. Okay?" 

II. Reading stimulus #1 "Why I Quit School" 

"This is an interesting article that you may enjoy. 

Will you please read it silently." 

(Upon completion) Now tell me what you read. What 

did the author say?" 

(Elicit further responses) 

1. Did you enjoy reading this story? 

2. What do you think are the most important ideas in 

this article? 
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Could you tell what the story is about in one 

sentence? 

What title would you give this story? 

Why did the boy quit school? 

What do you know about the boy's family? 

What jobs did the boy do at the gas station? 

Why didn't he learn to be a mechanic? 

What other jobs did the boy have? 

Why do you think the boy wrote this story? 

Why would anyone read this story? 

What other reasons do students give for quitting 

school? 

Why do you think none of the boy's jobs lasted? 

III. Specific questions used to follow up the responses: 

1. What did you do to get the main idea? 

2. What did you do to get the details? 

3- What did you do when you came to a word you didn't 

know? 

k. How did you remember that? 

IV. The multiple choice comprehension test. 

(Upon completion) 

1. "How did you get this correct answer?" 

2. Why did you get this wrong? What happened? 

3. Why didn't you pick instead of 

V. The cloze procedure. "These paragraphs are from the 

reading. The only difference here is that some words are 

3. 

It. 
5-

6 .  

7. 

8 .  

9-

10. 

11. 

12. 

13. 



left out. Read this silently and write in the word you 

think belongs in the space. Tell why you picked that word. 

You can think aloud." 

VI. The oral reading. "Now I'd like to hear you read 

orally. Please read this for me. I'll be looking at your 

eyes while you read.11 

The second interview followed the same structure 

except for section II. Here, the following was substi

tuted: 

II. Reading stimulus #2 "Whales--the World's Largest 

Animals" 

"This is an interesting article that you may 

enjoy. Will you please read it silently." 

(Upon completion) "Now tell me what you read. 

What did the author say?" 

(Elicit further responses) 

1. Did you enjoy this story? 

2. What do you think are the most important ideas in 

this article? 

3• Could you tell what the story is about in one 

sentence? 

4. What title would you give this story? 

5. Why can't a whale stay alive on land? 

6. How are all whales alike? 

7- What is the difference between the toothed whale 

and the whalebone whale? 
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8. When is a whale the most dangerous? 

9. How does a whale breathe? 

10. How many whales were killed in recent years? 

11. Why did the author write this article? 

12. Why are the whalers prevented from killing a calf 

or a cow whale that has a calf? 

13. Why are rules about killing whales necessary? 
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