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ABSTRACT 

Reading is an area that has concerned educators who work with students who are 

deaf or hard of hearing for many years. Studies &om the 1960s to the present have 

concluded that students who are deaf read at lower levels than their hearing counterparts. 

The purpose of this study is to investigate the reading strategies used by students who are 

deaf, as they comprehend the written text. This study focuses on the strengths of 

individual students who are deaf, as they realize their potential as efficient readers and 

writers of a language they cannot hear. 

Qualitative case study research design initiated and guided this investigation. 

Through observations, interviews, and miscue analysis, I investigated two students' 

reading strategies. I was interested in the students' perspectives of their reading 

strategies, reading strengths, and thoughts about the reading process. Using constant 

comparative method of reading, organizing, and coding the data, an understanding of the 

students' reading strategies developed. 

A significant implication from this study is that students who are deaf use similar 

reading strategies as students with normal hearing in each of the three reading 

comprehension categories, predicting, sampling, and confirming. However, findings also 

indicate that students who are deaf make use of two additional strategies, fingerspelling 

and translation of the text from English to ASL, to assist their comprehension. Further 

research into each of these areas is warranted. 
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CHAPTER I 

THE ROAD LESS TRAVELED 

I taught deaf and hard of hearing students for 6 years. During that time, I was 

always looking for the "right" way to teach the students how to read. Faced with low test 

scores and materials that were uninteresting to the students and tedious for all involved, I 

searched diligently for alternative methods and materials. I wrote or rewrote many stories 

realizing that when the students mastered my rendition of the selection they were still 

unable to read (sign) every individual word in the "real" text. I planned my language 

experiences for the students and we wrote about them, but my goal - to increase their 

receptive and expressive sign language skills - never seemed to transfer to their reading 

abilities. This was evidenced by their inability to decode every word on the printed page, 

which was the intended goal for reading, according to my beliefs at that time. 

Bom of an immediate dilenmia, my inquiry research began. I read, asked the 

"experts" I knew, experimented with a variety of procedures, methods, texts, and 

materials, and pondered the suggestions and information I received. My students 

achieved limited success with the basal reading program I was required to use, and I 

worried about their future abilities to gain information from a written text. It seemed to 

me that without my help they couldn't understand the individual words, sentences or 

paragraphs, much less an entire text. I knew that I was focusing on the individual words 

in a text, but without reading all of the words and executing a signed equivalent of the 

English text, would my students who were deaf fully comprehend the written English 
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text? Of course, I knew about whole language, but it couldn't possibly benefit or be 

appropriate for students with hearing loss... could it? 

Frustrated by my lack of understanding as well as the student's fiustration, and 

further exasperated by the low test scores my students received, I decided to leave the 

classroom and return to the university in an effort to find the "right" way to teach reading 

to students who were deaf or hard of hearing. I promptly realized that finding the "right" 

answer was a mythical adventure. 

However, my quest for information continued. Everything I read, every class I 

attended, every person I met, provided me with pieces of a puzzle that were slowly falling 

into their respective places. This investigation represents an accumulation of what I have 

learned as 1 have searched for answers. I suppose in the beginning of my search I was 

asking the wrong questions, but ultimately I was led to the answers contained within the 

pages of this dissertation. 

This study is focused on the strengths of individual students, who are deaf, as they 

realize their potential as efficient readers and writers of a language that they caimot hear. 

Qualitative case study research design initiated and guided this investigation. Therefore, 

it is only fitting that the final result be written in such a way as to demonstrate the 

findings through the lens fi^om which it was viewed - -my own. 

Research Questions 

When looking at strategy usage, it is often difficult to separate the factors 

involved in reading. Students bring to the reading task certain knowledge, experience, 

and skills. Additionally the teacher, the classroom and the curriculum can provide 
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additional opportunities for expanding and using strategies. Therefore, it was critical to 

determine exactly what I was interested in as I observed the students and the classroom 

environments. The following questions guided this research through the observations, the 

interviews and the miscue analysis procedures used in this study. 

1. What reading strategies do students who are deaf use to comprehend a written 

text? 

2. How do the students manifest internalization and application of the strategies 

toward understanding a written text? 

3. What are the students' perceptions of literacy? 

These questions reflect my interests in the individual students and their abilities to 

comprehend an English written text, without focusing on teaching style or subject 

content. 

Background of Research Problem 

Reading and deafiiess is an area that has received much attention in research and 

practice for many years. Today, most researchers in deafiiess assert that students who are 

deaf do not achieve reading levels beyond the fifth grade. Ewoldt (1981) clearly 

explained that "since Furth's (1966) widely quoted study, it has been accepted as fact that 

deaf readers seldom achieve reading proficiency (above a fourth-grade reading level)" (p. 

59). In 1988, the Commission on Education of the Deaf reported that "most children who 

are prelingually deaf experience serious difficulties in acquiring English language skills" 

(p. IS). The report also indicated that the educational system has not been successfiil in 

providing assistance to students who are deaf in order for them to "achieve skills 
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commensurate with those of their hearing peers" (p. 17) and recommended that because 

reading achievement aifects all other academic areas, literacy in English should be 

addressed as a top priority. 

Studies from the 1960s until the present have established and concluded that 

students who are deaf read at a lower level than their hearing counterparts (Allen, 1986; 

Commission of Education of the Deaf, 1988; Furth, 1966; Myette, 1992; Quigley, 1982; 

Wolk & Allen, 1984). Using typical indicators of reading achievement (comprehension, 

linguistic competence, and vocabulary knowledge) students who are deaf have been 

compared to hearing students on tests, which have been standardized for hearing 

populations. Several explanations have surfaced as to why hearing students out perform 

students who are deaf on standardized reading tests; some of these include: test bias 

against students who are deaf (Ewoldt, 1987), inadequate methods of assessment (Ewoldt, 

1987), inadequate language development (Schirmer, 1994), ineffective teaching methods 

and materials (Ciocci & Morrell-Schumann, 1992; Davey & BCing, 1990; Dohnan, 1992), 

and, finally, an overall lack of knowledge of how students who are deaf read (Erting, 

1992). While it is debatable as to the reason or cause of this lower achievement, the issue 

has caused great concern for both educators and deaf individuals. 

It is clear that language can be expressed in many ways (spoken, signed, and 

written) and that the possibilities of language instruction are limitless. When one 

considers language for students who are deaf, attention must be given to the fact that deaf 

individuals are concerned with two languages, English and American Sign Language, as 

well as three modes of communication, visual-gestural, aural-oral, and written, which 
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may be used in school, hi American society, knowledge and competency in Engh'sh has 

traditionally been regarded as a highly valued skill. Thus, teaching language to students 

who are deaf, by definition, has usually meant teaching English. 

Since the inception of education for the deaf, there has been a sharp theoretical 

debate dividing oral and sign philosophies worldwide. The debate focused on separating 

the use of speech and the use of sign language in the education of students who are deaf, 

fostering the emergence of several distinct methodological camps, hi the United States, 

this division seems to stem firom two prominent leaders in education for the deaf; 

Alexander Graham Bell and Edward Miner Gallaudet. Each man had a theory about how 

deaf children should be taught. Gallaudet advocated for the use of sign language, while 

Bell, who was adamantly opposed to the use of sign language, supported the 

appropriateness of speech and speechreading. It is interesting to note, however, that 

while he opposed the use of sign for educational purposes. Bell recognized sign as a true, 

natural language (Winefield, 1987). 

The discord that divided Bell and Gallaudet continues among educators today and 

dictates curriculum and teaching methods. The debate now, as it has always been, centers 

around the use of sign language in educational settings. It has been argued that "the 

education of deaf children is overshadowed by... persistent controversy about methods" 

(Arnold, 1984, p. 29). Social attitudes concerning the potentiaUties of deaf children are 

rooted in the debate. Today the three main approaches that exist are oral, total 

communication, and bilingual/bicultural. hi the past, there have been supporters of a 

strict manualist mode of communication, but this philosophy is rarely found in schools 
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today. While there is some overlap among the philosophies concerning the methods of 

instruction, the individual philosophies are separated by views of cultural, medical, and 

educational assiunptions of students who are deaf. 

Orah'sts maintain that English, spoken and written, be used exclusively as the 

communication mode for students who are deaf in educational programs. This rationale 

is supported by the belief that given the opportunity, deaf persons have the ability to 

integrate into the mainstream society in which they live (Mulholland, 1981). 

Total communication (TC) is a philosophy coined by Dr. David Denton. It was 

intended to provide a child who was deaf with every available means of communication, 

including signs, spoken language, written language, gestures, and augmentative 

communication devices. However, since its inception in the early I970's, the concept of 

Total Communication has been debased to such a degree that today it more commonly 

refers to simultaneous communication (signing and speaking simultaneously), rather than 

the intended concept of total communication. 

Around the same time period Total Communication was introduced, English-

based sign systems began to be published. These systems were invented with the 

assumption and hope that presenting English visually to a deaf or hard of hearing child 

would significantly improve the child's abiUty to read and write in English. A variety of 

systems were invented and introduced (i.e.. Seeing Essential English [SEE 1], Signing 

Exact EngHsh [SEE 2], Linguistics of Visual English [LOVE], and Signed English) 

which visually represented English on the hands. Unlike American Sign Language 

(ASL), which cannot be used with spoken English, signed English systems could be used 
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simultaneously with spoken English. Total Communication programs quickly adopted 

the practice of using an English-based sign system concurrently with spoken English. 

Bilingual/Bicultural education is a relatively new educational philosophy in the 

field of deaf education. Based on the fact that ASL does not have a written component, 

proponents of the bilingual/bicultural option suggest that ASL and written English be 

used equally in the classroom. Neither spoken English nor English-based sign systems 

are readily accepted in a bilingual education model. Additionally, Deaf culture and 

history is presented along with the majority culture. 

Language and reading have been inseparable for instructional purposes for 

teaching students who are deaf So much so that traditionally reading has been viewed as 

the "primary vehicle for the development of language" (King & Quigley, 1985, p. 116). 

Early authorities in the teaching of reading and language suggested that "every language 

lesson is [a] reading lesson and every reading lesson is [a] language lesson" (Streng, 

1965, p. 31), Language development has traditionally been assessed by "performances on 

reading achievement measures and written language samples" (Quigley & Paul, 1984, p. 

21). Similarly, language instruction has often emphasized "syntax with less attention to 

the development of semantics" (Ciocci & Morrell-Schumann, 1992, p. 17). Language 

instruction has "refer[ed] to the teaching of a first or second language and the teaching of 

literacy (reading and writing) in a first or second language" (Paul & Quigley, 1994, p. 

228). Today, language and reading continue to be intertwined. Most language curricula 

include a reading component and most reading programs, developed for students who are 

deaf, are based on research that investigates language use. 
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It has been suggested that, unlike hearing children who have an extensive 

language base before they begin reading, most deaf children do not have a well-developed 

language base when they enter school. King and Quigley (1985) summarize that "this 

difference then, forces educators in the field of deafiiess to make a decision as to whether 

reading can be used to develop initial language competence or whether some minimal 

level of language competency is needed (regardless of how long it takes to acquire that 

competence) before formal reading instruction should begin" (p. 116). 

Ninety to ninety-five percent of deaf children are bom to hearing parents (Lane, 

Hoffineister, & Bahan, 1996). Many of these children do not learn to use language until 

they enter school. Because of this late exposure, when the children come to school they 

are often faced with two challenges: first, the task of learning a signed or oral language 

for the purpose of communication and second, learning English for the purpose of reading 

and writing. Even those who come to school with a first language (ASL) may find that it 

is not valued or used in the school setting (Lane et al., 1996). Both groups have the 

tremendous challenge of learning to read and write in a language to which they have 

generally had little exposure. 

While most educators accept that reading and language are interrelated skills, 

there is still much discussion surrounding issues related to instruction in each of these 

areas. Depending on the view that one espouses, priority is given to either oral language 

or reading instruction, histructional issues include familiarity^of syntactic structures, 

vocabulary, differences in beginning reading and proficient reading, and the time at which 

to begin formal reading instruction for students who are deaf 
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Traditionally the teaching of language in the United States to children who are 

deaf has meant the teaching of English. Quigley and Paul (1984) note that ''more 

attention has been devoted to the development of language, particularly English, in these 

students than to any other instructional area (p. 9). Until recently, research that focused 

on deaf children's acquisition of language was measured through written language 

accomplishments, rather than oral language productions. Oral language productions are 

regularly practiced when assessing hearing children's language competency. This 

difference can be attributed to the fact that the oral language of many deaf children "is 

extremely limited and often unintelligible and therefore not readily available for 

inspection and analysis" (Quigley & Paul, 1984, p. 141). Within this limitation "reading 

and written language became the common denominators of educational programs for deaf 

children and the means whereby the progress of children and the status of programs 

[were] measured" (Quigley & Paul, 1984, p. 141), thus eliminating the distinction and 

completely intertwining written and oral language and reading instruction. 

Purpose of the Study 

From my own study and learning, I presumed that the reading process was the same for 

students who were deaf or hearing (Ewoldt, 1977; 1981). I also concluded that both 

educators and researchers had been looking at reading and dea&ess from a negative, 

deficit point of view, focusing on what students with hearing loss cannot do rather than 

what they ca/i do. My own personal experiences with students who were deaf or hard of 

hearing greatly influenced my choice of the research topic. Research completed by 

Ewoldt (1981) influenced the focus of the study and provided a begimiing point for the 
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research. I was already familiar with the firustrations and weaknesses that my students 

experienced with English print. I wanted to know what their strengths were and how to 

maximize those strengths in the students' individual pursuit for comprehension of 

English print. Therefore, the purpose of this study was to explore the reading strategies 

that students who are deaf and who use sign language as their primary mode of 

communication use to comprehend a written English text. 

Researcher Assumptions 

Although many researchers have investigated reading with students who are deaf 

or hard of hearing, few have approached the task with the assumption that the reading 

process is the same for students who are deaf as it is for students who are hearing. Nor 

have the researchers typically approached this topic with the assumption that students 

who are deaf can read and do have strategies to help them be successful. 

Ewoldt (1977,1981) is the only researcher who has to date published in the area 

of deafiiess and miscue analysis. Based on her initial research, she has advocated holistic 

approaches in teaching reading to students who are deaf. Her work has been instrumental 

in shaping my theoretical beliefs. It has been 30 years since Ewoldt's original work was 

completed, and yet I am able to echo her words, that "the reading of deaf children has 

been neither adequately evaluated nor fully understood... [and] little is known about the 

strategies used by deaf readers or about the degree of proficiency deaf readers might 

exhibit when given whole stories to read independently" (1981, p. 59). 

Expanding on Ewoldt's original research and drawing from others who have 

focused on reading strategies with readers who are deaf or hard of hearing, I conducted a 
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pilot study prior to the dissertation research, assuming the reading process is the same for 

students who are deaf and for students who are hearing. The results of the pilot study, 

discussed in Chapters II and m, were instrumental in helping to influence and shape the 

final course for the dissertation research. 

Conclusion 

This chapter has introduced my study, described the rationale for initiating this 

study, and established the questions, which guided the research and analysis. The 

chapters, which follow, will further demonstrate the need for this study and will provide 

answers to the research questions. 

Chapter II will explore related research in the areas of deafiiess and literacy. 

Chapter III will describe the setting and research methodology. Chapters IV and V will 

introduce the participants and discuss the findings related to each participant. Finally, 

Chapter VI will summarize the results of the study, including educational implications 

and limitations. 
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CHAPTER n 

RELATED RESEARCH IN THE AREAS OF 

READING AND DEAFNESS 

As one studies a particular setting there are many details that surface which could 

conceivably cloud the main issues. I found this to be true in my situation where I wanted 

to consider everything that I was experiencing with students who were deaf and reflect on 

how it related it to the literature that I was reading. When this review of related literature 

was initiated, I focused on studies that had been conducted with students who were deaf 

or hard of hearing, which related to any aspect of reading; strategy usage for reading and 

for teaching, skills involved in reading, and the English structures that have traditionally 

been identified as difficult for students who are deaf. However, it soon became apparent 

that for my immediate needs and interests, many of those studies were not aligned with 

my beliefs or theoretical assumptions and, therefore, did not serve to expand the concept I 

was filming. Additionally, I found that the published findings concerned with two 

distinct populations of students with hearing loss (deaf and hard of hearing) and/or two 

modes of communication (spoken and signed), often confused rather than elucidated the 

reader. I determined that there were several areas that merited a review of the literature 

and other areas that simply served to help me determine my own theoretical base and to 

define the biases that I inherently brought to the study. 

Scholars have noted the limited amount of published research that provides a good 

understanding of the reading process in students who are deaf. Ewoldt (1981) stated that, 

"the reading of deaf children has been neither adequately evaluated nor fiiUy understood" 
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(p. 59). Similarly, Paul (1993) noted that most of the research has focused on deaf 

student's comprehension of syntax. As a result we know little about the strategies that 

students who are deaf use to comprehend written text, nor of the reading strengths that 

individual readers who are deaf possess. "Indeed, ahnost all educational research with 

Deaf children has been based on examining what they do not know. And while research 

in other fields, such as psychology and linguistics, has given us some tools to evaluate 

what the Deaf child does know, this information has not been incorporated in any 

coherent way into the educational system" (Lane et al., 1996, p. 305). 

Lane et al. (1996) have summarized what the existing literature in reading and 

deafiiess has revealed; 

Research on the reading abilities of Deaf children reveals that they have difficulty 

learning how to read in English because of their lack of knowledge of English 

language structure, and because of their lack of integrating information firom the 

past and using it in devising predictive and generalizable strategies for 

understanding print. Deaf children are said to lack these basic abilities because of 

lack of exposure to information within their environment, that is, a lack of 

background knowledge. This lack in turn appears to stem firom a number of 

sources; growing up with little access to language at home and in school; 

ineffective instruction in school; and excessive time devoted to oral skills and 

English grammar and vocabulary rather than content acquisition, (p. 280) 

Furthermore, current research in the field of deafiiess and reading has revealed 

that standardized test scores alone do not tell us about the process of reading. Padden and 
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Ramsey (1998) investigated the reading ability of 31 students who were deaf in both 

residential and public schools, at the elementary and middle school levels. Among their 

conclusions they found that although two students had similar reading scores on the SAT-

HI reading comprehension test, their actual reading behaviors contrasted sharply. Only 

through observing the student's reading behaviors were the researchers able to determine 

how the students approached the reading process. 

ASL and English Literacy 

Many have studied the relationship between reading and oral language. There 

exists, however, a great controversy regarding the status of reading as a language process. 

Many reading programs today suggest that reading and writing are a secondary 

representation of oral language. Following this theory, it is no wonder that so much 

emphasis has been placed on deaf individuals learning the spoken variety of language 

through years of speech therapy drills. However, Y. Goodman and her colleagues (1987) 

assert that one of the basic theoretical assimiptions of a holistic view of reading is that 

"reading is a language process" (p. 20) (see also Goodman, Smith, Merideth, & 

Goodman, 1987). This relationship is particularly relevant for the research presented here 

because of the unique situation that presents itself to readers who are deaf and who use 

ASL (or sign language) as their primary language, but who are acquiring English for 

literacy purposes. 

While there are many similarities between the written form and the oral form of a 

language, there are also difTerences in the purposes and manner in which each is typically 

used. This view has the possibility of altering the rationale for students who are deaf to 
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leam and use written English. Those who use ASL as their primary means of 

commimication do so in ways we generally connect to the use of oral language. 

However, because there is no written form of ASL, English is used for written language. 

It has long been held that students who are deaf and who have parents who are 

deaf (deaf children of deaf parents, DCDP) have a higher reading level that students who 

are deaf and who have hearing parents (deaf children of hearing parents, DCHP) (Padden 

& Ramsey, 1998; Moores & Sweet, 1990). The reason for this phenomenon has been 

explained in a variety of ways. The most commonly cited are 1) a consistent signed 

language model from birth, 2) early identification of the hearing loss (including the 

potential for amplification), 3) parental acceptance of the hearing loss, and 4) early 

educational experiences for the child (Padden & Ramsey, 1998). Of these reasons, it has 

commonly been assumed that DCDP score higher in reading achievement tests because of 

the use of American Sign Language. However, with the multitude of variables that exist, 

it has been difficult to prove the relationship between ASL and reading, particularly as the 

main predictor of reading success. 

This chapter is orgam'zed around the following sections. Definitions of major 

terms are provided in conjunction with four main areas of related literature: 1) an 

overview of the reading process, outlining the main models of reading currently held 

today, skills, subskills and holistic, as well as the way each model is understood in the 

literature for students who are deaf; 2) reading comprehension strategies; 3) sign language 

systems, including ASL; and 4) an overview of the methods and materials traditionally 

used for reading instruction with students who are deaf or hard of hearing. 
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Definitions of Terms 

Before discussing the literature related to deafiiess and reading, it is necessary to 

define several terms which I use throughout this dissertation. All professionals in the 

field of deafiiess do not accept these definitions of terms. In fact, professionals have 

failed to reach a consensus on terminology related to hearing loss, and educational 

terminology may differ firom medical or cultural definitions. 

Moores (1996) explains that for most people "the term hearing impaired covers 

the entire range of auditory impairment, encompassing both the deaf person and the 

individual with a very mild loss, who may understand speech without difSculty" (p. 10). 

However, the term hearing impaired is not commonly used today. It is generally 

considered a derogatory term by individuals who are Deaf. Today it is more common to 

refer to individuals with hearing loss as deaf or hard of hearing, when speaking of the 

audiological aspect of hearing loss. The Conference of Educational Administrators 

Serving the Deaf (CEASD) established the following definitions in 1974. 

A deaf person is one whose hearing is disabled to an extent (usually 70 dB or 

greater) that precludes the understanding of speech through the ear alone, with or 

without the use of a hearing aid. 

A hard-of-hearingperson is one whose hearing is disabled to an extent (usually 

35-69 dB) that makes it difficult, but does not preclude, the understanding of 

speech through the ear alone, with or without a hearing aid (Frisina, 1974 as cited 

in Moores, 1996, p. 11). 
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Lane et al. (1996) have submitted a cultural definition which capitalizes on the 

perspective of the world that individuals who consider themselves Deaf (with a capital 

letter D) possess. This definition has less to do with the degree of hearing loss than the 

aspects of Deafiiess that define a person's world, language, and cultural views. While 

this view is important to consider educationally and impacts education for students with a 

hearing loss, for the purposes of this current investigation, the term deaf (lowercase d) is 

used to describe the audiological description of the students involved, and Deaf 

(uppercase D) is used when referring to cultural considerations and aspects of hearing 

loss. Quotations I present firom professional sources maintain the case in the original 

document. 

Beliefs about the Process of Reading 

There are many researchers, articles, books, and literature that influence a 

person's beliefs, theoretical assumptions, and practices. Yet, in reality, a certain body of 

information has substantially more impact than others on the overall understanding of a 

phenomenon. 

There are a variety of reading theories (Ruddell, Ruddell, & Singer, 1994) which 

guide reading curriculums, instructional materials, and teaching practices. Within each 

theory there exists a set of assumptions that guide teaching, strategy usage and assessment 

procedures. Because these latter three areas were important for this study, it was 

imperative to select a reading theory that would ultimately help explain the reading 

process of students who were deaf by examining their reading behaviors in an educational 

setting. 
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A major question that has influenced reading instruction for students who are deaf 

has been "is reading the same for the deaf child as it is for the hearing child?" (Hart, 

1978, p. 6; see also, Ewoldt, 1981). Hart (1978) reasoned that the answer was "yes and 

no" due to the linguistic competencies that hearing children have before they learn to 

read. Ewoldt (1981) responded "yes," that the language cueing systems available to 

hearing readers were similarly available to deaf readers. Ewoldt (1981) found that "the 

trend in deaf education has been toward eclectic approaches to teaching reading" (p. 60), 

with the resolution that when one approach fails the teacher should try another approach. 

The definition of reading depends greatly on who is asking and answering the 

question. Many differences that are found among reading methods today exist because of 

disagreements among theorists, educators, and publishers as to the definition of reading. 

Most afiirm that automatic word recognition is a part of reading but subscribe to "a more 

inclusive view of reading which embraces a meaning of read as 'read into', 'interpret' or 

'infer'" (Carter, 1995, p. 125). The verb "to read," then, "means both to decode and to 

interpret" (p. 125). This twofold distinction is the source of contention for most debates 

that surround the issue of reading instruction. 

Linguists, researchers, educators and students all have varying definitions of 

reading based on their understanding and experiences. Ewoldt (1986) interviewed 20 

students with hearing loss to determine what reading meant to them. Her results 

indicated that like hearing students (Harste, 1978; Weaver, 1994), students with hearing 

loss have a wide variety of perceptions about the functions and purposes of reading, often 

highly associated with instructional approaches and practices. 



32 

Reading methods can be distinguished by their emphasis on particular features, 

regardless of the categorical name that demarcates one method from another. Categories 

which describe reading practices and theories have appeared in the research and are 

widely used to identify, support, and critique reading models. It is common to find 

phrases that describe top-down or bottom-up methods, where the skills or orientations are 

explained hierarchically, from part to whole, with whole language on the top and letter or 

decoding skills on the bottom. There are, however, many who disagree with this division, 

finding it ineffective and unclear. 

The early work of Harste and Burke (1977; see also Y. Goodman, Watson, & 

Burke, 1987) has been instrumental in providing a blueprint for discussing the various 

models that are prevalent today. They categorized reading beliefs, practices, and 

curriculums into three distinct categories; sound/symbol or decoding orientation, skills 

orientation, and whole language orientation. The following sections describe each of 

these categories of reading and discuss how each is used with students who are deaf or 

hard of hearing. 

Sound/Svmbol Orientation 

It has been suggested that sound/symbol or decoding orientations (phonics) have 

been used for instructional purposes longer than any other instructional method 

throughout history (Feitelson, 1988; Smith, 1995). Phonics mstruction "refers to a system 

of teaching reading that builds on the alphabetic principle, a system of which a central 

component is the teaching of correspondences between letters or groups of letters and 

their pronunciations" (Adams, 1990, p. 50). Harste and Burke (1977) describe this 
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approach symbolically as a pyramid, where the base represents the sound/ relationship, 

the middle level represents individual words, and finally the peak represents meaning. 

This model of reading instruction assumes that reading is "learned from parts to 

wholes... and that each skill must be taught, positively reinforced, mastered, and tested 

before the next appropriate skill... is presented" (Y. Goodman et al., 1987, p. 132). 

There are, of course, variations in phonics programs; however, the central premise which 

underlies this philosophy is a knowledge of the letter-to-sound correspondence. Phonics 

advocates purport that the skill of decoding is first and foremost for reading instruction. 

Opponents of the phonics approach explain that the "value in teaching phom'cs 

depends on how many correspondences there are between the letters and sounds of 

English" (Smith, 1994, p. 135), indicating that the rules of phonics are so complex and 

unreliable (K. Goodman, 1993) that the "probability of being wrong if you do not know a 

word at all is very high" (Smith, 1994, p. 138). An additional criticism of phonics 

approaches is the focus on single, isolated words. Critics maintain that "in real contexts 

of reading single words usually appear in context so that the meanings can be worked out 

by relying on more than phonics cues" (Carter, 1995, p. 118). 

Sound/Svmbol Orientation and Students who are Deaf 

Researchers (Hanson, 1990; Hanson & Fowler, 1987; L. Kelly, 1993; 1995a; 

1995b; Leybaert & Alegria, 1995; Leybaert & Content, 1995) have become increasingly 

more interested in decoding abilities with students who are deaf, including the effects of 

systems such as cued speech on a deaf student's ability to use phonological coding skills 

when reading and writing. 
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While this is a relatively new research area, historically, decoding strategies have 

been taught to students who are deaf. This approach has generally been used with oral 

and hard of hearing students. Researchers will continue to explore ways that speech 

training can positively affect phonological coding. 

Skills Orientation 

The most common view of reading today is a sldlls approach where the word 

itself is seen as the key to successful reading. Reading is viewed as one of the language 

arts, commonly taught to school age children: reading, writing, listening, and speaking. 

Harste and Burke (1977) symbolically describe this view as a pie, with each of the skills 

(vocabulary, grammar, comprehension, and decoding) representing a piece of the whole. 

Most basal reading programs utilize a skills approach (Y. Goodman et al., 1988), 

analyzing each skill to determine the sequence in which it must be learned in order to 

assure that prerequisite skills are taught before more advanced skills. Instruction focuses 

on the word; however, consideration is also given to letter/sound relationships, syntax, 

and meaning. Teachers utilize a variety of strategies to teach individual skills, including 

vocabulary or flash cards, worksheets, literature, and basal readers. Often the other 

language systems (writing, listening, and speaking) are integrated into the curriculum, 

though introduced and taught as separate skills (Y. Goodman et al., 1988). 

Opponents of the skill approach disapprove of the premise that there is a 

progressive sequence of words and skills that must be learned (K. Goodman, 1986; 

Smith, 1995), arguing that these can only be learned in meaningful contexts as needed by 
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the child. Critics also suggest that when sidlls are taught out of context they become 

artificial, dull, and irrelevant to the learner. 

Skills Orientation and Students Who are Deaf 

Most research in the field of deafiiess has focused on determining which skills and 

subskills are used by readers who are deaf and which are not (Strassman, 1992). Several 

studies (L. Kelly, 1993; 1995; Quigley & King, 1984) have investigated deaf and hard of 

hearing student's knowledge and skill with English syntax, vocabulary, and structure. 

Their results have shown, although not surprisingly, that students who are deaf and or 

hard of hearing perform poorly in each of these isolated areas. 

In describing the reading program for the deaf child. Hart (1978) offered many 

regular procedures that seem authentic and whole: dramatic role play instead of written 

comprehension questions; ongoing observation of the child involved in reading; 

instructional goals emerging &om the child's actual needs; and a variety of written texts 

including library books, magazines, functional materials (labels, ads, recipes, catalogs, 

etc.), textbooks, reference resources, and teacher-made materials. However, many of the 

methods she advocated focused on the importance of proficiency in skill sequences, 

including workbooks and basal readers. She stated that "it is necessary to isolate a 

reading skill and provide the child with opportunities to practice and develop the skill" (p. 

13) by providing controlled exercises begirming with word recognition and attack skills. 

Furthermore, Hart (1978) indicated "that it is possible both to separate and integrate the 

teaching of reading and the teaching of language through reading" (p. 21) by breaking 

down reading experiences and focusing on specific skills. 
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Hart's (1978) description of a typical reading lesson for deaf students consisted of 

"presenting the children with some kind of written material, which inevitably contained 

obstacles (in the form of linguistic pitfalls) to comprehension, and then having the teacher 

interpret the reading matter to the children, clarifying the unknown language" (p. 8). She 

suggested that like hearing children, deaf children needed a variety of experiences, 

methods, and activities to meet their needs. She indicated that the same skills should be 

taught to the deaf child, as the hearing child, with appropriate adaptations to meet the 

"special needs and problems of the deaf child [and] to be compatible with the deaf child's 

actual language level" (p. 9). 

Finally, Hart (1978) discussed the reading materials that should be used to teach 

students who are deaf, concluding that the deaf child's linguistic deficit precludes the use 

of most published materials (including basal readers, library books, newspapers, etc.). 

She advocated for the use of functional and teacher developed materials to ensure that the 

language would be within the child's linguistic repertoire and to promote sequential skill 

development. These types of materials are further discussed later in this chapter. 

Whole Language Orientation 

The third theoretical orientation views reading as holistic, part of a complete 

language system which assimies that all language systems are "interdependent and 

interactive aspects" (Harste & Burke, 1977, p. 37). The symbolic representation of this 

orientation is a sphere. The core of the sphere represents the meaning of the text. The 

syntactic structures and graphophom'c systems encase and support the core within a 

sociocultural context. 
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Whole language, the most common term for instructional methods based on the 

holistic philosophy, has rapidly spread as an alternative to phonics and skills programs, 

although there is much criticism surrounding whole language today. Proponents of whole 

language, however, advocate that this is not simply a new method, but rather a theoretical 

shift from traditional classroom procedures and student expectations. One of the main 

tenants of whole language is respect for students and their choices for learning. 

Advocates claim that given a supportive, authentic, meaningful environment, students can 

and will leam. 

Teachers who subscribe to a whole language philosophy believe that "language is 

learned best and easiest when it is whole and in natural contexts" (K. Goodman, 1986, p. 

30). Therefore, they center the curriculum around the students' interests and needs, 

striving to create a classroom that provides authentic language experiences, oral and 

written. Many teachers rely on children's literature as the main texts for reading in order 

to provide complete unfragmented selections. 

Opponents of whole language believe that it is an 'Hminformed and irresponsible 

effort to finesse necessary instruction with 'touchy-feely' classroom gratification" 

(Adams, 1990, pp. 25-26). Proponents rebuttal that "the whole language philosophy has 

been exploited by many publishers, distorted by teachers who don't understand it, and 

misused by administrators incapable of modifying their orgam'zational systems or 

theoretical mindsets" (Smith, 1995, p. 49). 
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Whole Language Orientation and Students Who are Deaf 

"Whole language has recently become a common instructional practice with deaf 

learners in the United States" (McAnally, Rose, and Quigley, 1994, p. 73). Proponents of 

whole language (for a compendium of articles, see Abrams, 1991) have demonstrated the 

effectiveness of the theory for many deaf readers. However, not all educators have 

readily accepted the concept of whole language with deaf children (Dohnan, 1992). 

It has been suggested that it would be "prudent to examine some of the 

assimiptions and practices emanating from the whole language philosophy and how they 

fit with our knowledge of children with severe and profound hearing impairments" 

(Dohnan, 1992, pp. 278-279), rather than allow the pendulum to swing from one 

educational trend to another. Further, Dolman (1992) exhorts that "as we attempt to 

apply trends in general education to the field of deafiiess" (p. 278), we should not 

concede to only one way of teaching students who are deaf to read. 

Opponents of whole language for students who are deaf claim that the linguistic 

differences between hearing students and students who are deaf constitute a noticeable 

inequality that must not be ignored. It has been submitted, and most educators would 

agree, that some deaf children enter school without a substantive language base in any 

language. Therefore, they must learn language and to make sense of their world while 

learning to read. The problem, then, lies not in the disagreement of facts, but in the 

interpretation of reading and language. Concerns center around adopting whole language 

as the only method for educating deaf children, how early real literature should be 

introduced, and the lack of structured skill lessons, including word recognition and direct 
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instruction. Opponents further purport that "deficiencies in exposure to print, interaction 

with books, and experience with standard English are serious enough to warrant a more 

direct approach to literacy than is offered through whole language philosophy" (Dolman, 

1992, p. 281). 

Support for these debates has come from research (Adams, 1990; Stahl & Miller, 

1989) that has focused on hearing children who are "disadvantaged," inferring that 

parallels can be found between the different populations. Stahl and Miller (1989) 

compared basal reading approaches to whole language approaches and language 

experience approaches. Their conclusions indicated that all of the approaches had 

approximately equal effects, but direct instruction produced greater results for those 

children who were disadvantaged. Similarly, Adams (1990) attempted to determine 

which reading model was most beneficial for disadvantaged children. She, likewise, 

concluded that highly structured programs produced more significant results than other 

programs for children who did not grow up in enviroiunents where reading and writing 

were valued. 

There are several concerns that should be noted when attempting to draw 

conclusions from one population to another. The most important is the assumption that 

deaf children are disadvantaged in similar ways as children from low socio-economic 

conditions. Another assimiption is that deaf children come from homes where reading 

and print are not valued. While it may be true that many deaf children "seldom have 

comparable amounts of interaction or the concomitant cognitive and linguistic 
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development" (Dolman, 1992, p. 279) as hearing children, the conclusion that they are 

similarly disadvantaged, as the children in the previous studies, cannot be ascertained. 

Researchers and practitioners have refuted the allegations posed by critics of 

whole language for students who are deaf with theoretical and empirical research. 

Recently, Mason and Ewoldt (1996) proposed that whole language and bilingual ASL 

education be combined to provide a natural, authentic learning environment for students 

who are deaf. They proposed that the two philosophies are complementary and 

supportive of one another. By providing real examples of students involved in whole 

language/ bilingual programs, they hope to dispel some of the current myths that currently 

preclude the implementation of both philosophies. 

After examining the three models of reading, and based on the work of many 

influential researchers and educators, I concluded that reading is an active process in 

which the reader transacts with a text, through his/her own language, experience, 

knowledge, and schema, in order to acquire meaning (Rosenblatt, 1995; Weaver, 1994; 

Probst, 1988; K. Goodman, 1986). As I worked with students who were deaf, it was clear 

that, like hearing students, deaf readers also "bring prior knowledge and experiences that 

shape expectations for the text. As these expectations [were] confirmed or disconfirmed, 

information [was] integrated and meaning [was] created" (Schirmer, 1994, p. 113). 

Furthermore, as Y. Goodman et al. (1987) have explained, when readers are engaged in 

reading a text, they are "building or creating their own meaning" (p. 29) through reading 

strategies. The reader, whether hearing or deaf, combines his or her experiences, 

knowledge, and language backgrounds with the text to create understanding. 
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Metacnpnirinn 

Metacognition, the knowledge and control that an individual has over his or her 

own thinking, is an area that has been lightly touched on with readers who are deaf. 

Metacognition is presented here because of the role it played in understanding the 

student's individual reading strategies. Students who are able to explain not only what 

they are doing while they read, but also why they are doing it help us better understand 

the process of reading. 

Ewoldt (1986) interviewed 20 hearing impaired students (ages 8-14) in an attempt 

to determine the perceptions of the students in regard to their own views of reading as a 

way to understand how educators might influence students as they are reading. Ewoldt 

discovered that the students did not identify many strategies they felt they could use if 

they came to something in the text that they could not read. In fact, a significant number 

of the students responded that they would ask someone else. Typically, that someone else 

was the classroom teacher. 

In a like manner, Strassman (1992) interviewed 29 adolescents (ages 8-14), to 

determine their metacognitive knowledge about school-related reading. From these 

interviews, Strassman concluded that the students generally "lacked the mature 

metacognitive knowledge that would enable the students to gain the most from their 

reading instruction and become more sophisticated independent readers" (p. 326). Like 

Ewoldt, Strassman found that the student's main strategy for clarifying something in the 

text that they did not understand was to ask the teacher. Both Ewoldt and Strassman 

reported that there were other strategies which students reported could be used, but 
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generally these were limited to a few students, as possible strategies rather than what they 

would typically do. 

Strategies Used for Comprehension During Reading 

It has been proposed that reading strategies are plans readers use as they "build or 

create their own meaning" (Y. Goodman et al, 1987, p. 29). Y. Goodman et al. (1987) 

afRrm that there are universal strategies that all readers use before, during, or after 

reading; initiating and sampling, predicting, and confirming. Others list strategies as they 

are associated with teaching practices, including ways to help students develop and use a 

variety of strategies to comprehend a written text (Tiemey, Readence, & Dishner, 1995; 

Weaver, 1994). It has also been agreed that many strategies span the entire reading 

process: pre-reading, during readmg, and after reading (Robb, 1996). 

K. Goodman (1994b) has suggested reading strategies are part of a complex plan a 

student uses to comprehend a written text. While there have been a number of ways to 

identify reading strategies, Y. Goodman, Watson, and Burke (1996) have identified the 

most significant strategies involved in the reading process; "sampling, inferring, 

predicting, confirming, and integrating" (p. 3). They explain that while using these 

groups of strategies the reader is "simultaneously... integrating new information, ideas, 

and feelings with the knowledge he or she already has" (p. 3). 

These combinations of strategies have in common, as the purpose of reading, to 

comprehend the written text. Many of the strategies overlap in purpose and function. 

However, research has demonstrated that proficient readers use a variety of strategies, in 

all three cueing systems (semantic, syntactic and graphophonic) (Y. Goodman et al.. 
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1996; Weaver, 1994). Additionally, research has shown that teachers can help students 

acquire many of these strategies (Y. Goodman et al, 1996; Robb, 1996; Tiemey et al., 

1995; Weaver, 1994). In order to accomplish this goal, teachers invite, encourage, and 

facilitate the use of strategies, which include reading with a purpose, developing schema, 

activating background knowledge and experiences, using context cues, and monitoring 

comprehension. A variety of instructional practices are used, such as visually 

representing ideas through semantic mapping or webbing and graphic organizers. 

While there is a considerable amount of literature documenting the limited 

success in reading achievement of students who are deaf, most of this research focuses on 

comparisons of students who are deaf with students who are hearing. There is a limited 

amount of research that documents the strategies that students who are deaf use as they 

read. Whereas the focus of this investigation is oO elementary and middle school students 

who are deaf and who use sign language as their primary mode of communication, I did 

not consider research which focused on students who were hard of hearing, who used oral 

language as their primary mode of communication, or students in preschool or college 

settings. 

Hart (1978) identified a number of skills which children who were deaf and in 

primary grades should have for successfiil reading- Some of her identified skills may be 

characterized as strategies. Some of the strategies she suggested include: enjoy 

storytelling and anticipate what will happen (predict), recognize familiar common words 

at sight, use pictures/configuration/context clues for unfamiliar words, sound out initial 

letters in attempting unknown words, understand simple material with known language. 
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read in phrases and units, visualize what is read and illustrate or dramatize to show 

comprehension, use picture dictionaries to look up spelling, and know the alphabet, 

including sequence, sounds, and names of the letters. These strategies are not unlike the 

lists of strategies that have been identified and listed for students who have normal 

hearing (Y. Goodman et. al., 1996; Robb, 1996; Tieraey, Readence & Dishner, 1995; and 

Weaver, 1994). 

Assessment of Reading Strategies 

Researchers have examined the premise that testing procedures historically and 

currently used with students who are deaf may not be an appropriate way to evaluate their 

abilities and competence in reading. Standardized tests have routinely been used as the 

primary method of evaluation and "to compare the reading of deaf and hearing children" 

(Ewoldt, 1981). Educators of the deaf have long realized that standardized tests are 

extremely limited in the amount and type of information that is furnished (Anderson, 

1991; Ewoldt, 1981; Hart, 1978). 

Currently, "the assessment most often employed with deaf and hard-of-hearing 

students is the Stanford Achievement Test" Hearing-Impaired Version (SAT-HI) (Holt, 

1995, p. 23). This special edition of the SAT test is the same test as is given to hearing 

students '1)ut the screening test, test administration procedures, scoring, and norms are 

based on the needs of deaf / h.o.h. [hard of hearing] students" (Anderson, 1991, p. 27). 

There are few other assessment procedures which have been used to measure 

reading achievement for students who are deaf. Ewoldt (1981) advocated the use of 

miscue analysis with students who are deaf or hard of hearing. "Miscue analysis is based 
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on theoretical notions that are infonned by linguistic, psycholinguistic, and 

sociolinguistic knowledge. It is also infonned by a view of science: Miscue analysis is a 

tool that provides users with the power to inquire into their own questions and to solve 

their own problems in order to come to their own conclusions" (Y. Goodman et al., 1987, 

p. x). Since K. Goodman (1969) first introduced the concept of miscue analysis 30 years 

ago, literally hundreds of studies have investigated the reading strategies of a variety of 

readers from diverse linguistic and ethnic backgrounds, reading abilities, and learning 

difficulties (Brown, Goodman, & Marek, 1996). 

Miscue analysis is an assessment procedure which allows the instructor to 

examine the reading practices of students in a total language context by comparing and 

describing the observed reading responses with the expected reading responses. Miscue 

analysis reveals a reader's strengths and weaknesses as well as the strategies that a reader 

uses to comprehend a written text. Additionally, miscue analysis helps to describe the 

linguistic and background knowledge that a reader brings to the text. This is 

accomplished by examining three language cueing systems: syntactic, semantic, and 

graphophonic. The syntactic system "refers to the interrelationships of words, sentences, 

and paragraphs within a coherent text" (Y. Goodman et al., 1987, p. 26). The semantic 

system refers to "the system of meanings in a language" (Y. Goodman et al., 1987, p. 27). 

And, finally, the graphophonic system "is the set of relationships between the sounds and 

the written form of the language" (Y. Goodman et al., 1987, p. 25). 

An integral part of miscue analysis is the expressive retelling that accompanies the 

reading of the text. Retellings have been used for many years as a form of research, but 
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less often as a form of assessment (Anderson, 1991). During the retelling portion of the 

miscue analysis, students have the opportunity to discuss the story, allowing the teacher 

to gain insights into both the depth and breadth of the students knowledge, as well as to 

better understand the strategies that the students have used to comprehend a written text. 

There are traditionally two components of the retelling, unaided and guided. When 

students have completed the unaided portion, the teacher or researcher then asks 

questions covering the material that the student has initiated in order to probe for further 

information that was not covered sufficiently. A retelling outline serves as a guide for the 

teacher for the events, the character recall, and character development (Y. Goodman et 

al., 1987). 

An important component of miscue analysis is that the student read an "entire, 

cohesive text that is both of interest to the students and well written" (Y. Goodman et al. 

1987, p. 38). This is of particular interest when evaluating students who are deaf because 

historically students who are deaf have read materials that have been simplified. 

Sign Language Systems 

This section will explore American Sign Language (ASL) and Manually Coded 

English (MCE) sign systems that have been and are currently used to educate students 

who are deaf or hard of hearing. Characteristics of each will be discussed; particularly 

those that will be further explored throughout this dissertation. 

American Sign Language 

American Sign Language (also known as ASL) is the fifth most common minority 

language used in the United States (after Spanish, Italian, German, and French). It has 
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been estimated that there are at least 500,000 and up to 2 million individuals in the United 

States who are considered speakers of ASL (Lane et al., 1996). 

Research in the past few years has focused on individual aspects of ASL including 

grammatical structures, word formation, and iconicity. But this knowledge has come 

only after many years of research on the nature of language. There is now overwhehning 

evidence proving the legitimacy of ASL as a natural language, separate and independent 

from any spoken language (Lane et al,, 1996; Valli & Lucas, 1992). Linguists are 

currently interested not only in ASL, but also in other signed languages found throughout 

the world. Linguists now recognize that language can be spoken or signed, and that there 

are features of language that make them functional for the populations they serve. 

Lane et al. (1996) have explained that "ASL has developed as a fully autonomous 

language with a complex grammar not derived from English. Like spoken languages, 

ASL has rules for constructing words from a small set of combining elements, and rules 

for binding its words together into sentences and discourses" (p. 45). ASL is governed by 

rules of formation and execution that dictate and restrict the composition of signs and 

expressions that are allowable within the language. 

Researchers have investigated the various aspects of development for infants and 

toddlers exposed to ASL in their families. Not surprisingly, it has been discovered that 

ASL development progresses through stages similar to spoken languages. Infants babble 

and play with signing prior to expressing their first real signed word. From there, 

children begin using one, and then two signed utterances as they acquire and master the 

linguistic forms and functions of ASL (for example, pronouns, word order, subject-verb 
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agreement, spatial verb agreement, inflectional markers, classifiers, facial grammatical 

features, and negation). ASL has no written form, although there has been an attempt to 

develop a written system for ASL. 

Classifiers 

ASL uses classifiers to represent pronouns. There are two sets of classifiers in 

ASL. The first set identifies pronouns that are concerned with shape and size (i.e., large, 

small, cylindrical, flat, etc.) as compared to English pronouns that are concemed with 

animacy and gender (i.e., it, she, he, etc.). The second set of classifiers stand for nouns 

that have related meaning (i.e., vehicles, animals, etc.) (Lane et al., 1996). 

Fineerspelling 

Fingerspelling is the act of "representing English words by assigning to each of 

the letters in the alphabet a distinct handshape" (Lane et al., 1996, p. 98). The 

combination of these tetters is known as the "manual alphabet" (Sedey, 1995). Using 26 

distinct handshapes, "fingerspelling involves the execution of a sequence of these hand 

configurations to spell out a word" (Sedey, p. 34). Fingerspelling is used in ASL, but it is 

also utilized in manually coded English Sign Systems. 

Fingerspelling was first studied by ASL linguists who noticed that quite often 

"ASL has both a fingerspelled sign and a sign for the same concept" (Valli & Lucas, 

1992). Additionally, some fingerspelled English words have actually been transformed 

into ASL signs that is, the individual fingerspelled letters have been changed or altered by 

taking on characteristics of signing, not found in fingerspelling (e.g., handshape, 

movement, orientation, location and direction). 
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Fingerspelling acquisition by young deaf children has received some attention 

from researchers in recent years. The findings, however, are varied and often conflicting. 

Some (Wilbur, 1987) assert that fingerspelling requires a great deal of manual 

coordination and an ability to spell that comes only with effort and training for a young 

child. Others (Akamatsu, 1988; Maxwell, 1988; Padden & LeMaster, 1985), however, 

assert that fingerspelling is no more complex than other sign forms and have 

demonstrated this ability with young children. Their findings are based on the premise 

that "fingerspelled words are produced and perceived as units rather than as sequences of 

letters" (Sedey, 1995, p. 38). 

As stated previously, there is a limited amount of research in the area of 

fingerspelling, but even more particularly in the area of fingerspelling and English 

literacy. Sedey (1995) investigated the role of fingerspelling as a "tool for facilitating 

English lexical development in deaf students" (p. v.). She examined the ability of 48 

students who were deaf, to produce, comprehend, and imitate novel fingerspelled words. 

She then examined her findings in light of the students' reading abilities. She found that 

with as little as two exposures to a new fingerspelled word, students were able to 

comprehend the fingerspelling and often able to produce the new word themselves. 

However, Sedey cautioned that the students who did not demonstrate the ability to 

comprehend or produce new lexical items generally had "relatively limited reading 

vocabulary skills" (1995, p. 138). She also suggested that these students could be 

successfiil with more support or additional exposures to the fingerspelled words. 
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Sedey (1995) has remarked that "analogies... have been made between reading 

print and reading fingerspelling. hi both tasks, skilled readers recognize the whole 

configuration or word without focusing on the individual letters that make up a word" (p. 

39). The relationship between the ability to read English print and the ability to 

fingerspell has been examined (Moores, Weiss, & Goodwin, 1973; Stuckless & Pollard, 

1977). These researchers found a significant correlation between reading English print 

and reading fingerspelling. Additionally, metalinguistic competence and fingerspelling 

has also been examined as it relates to reading English print (Hirsh-Pasek, 1986, 1987). 

Fineerspelled Loan Signs 

"Borrowing from both ASL and English, fingerspelled loan signs are a 

combination of English letters and ASL movements" (Tennant & Brown, 1998, p. 22). 

Loan signs begin as fingerspelled words representing an English word. However, 

repeated usage over time changes the fingerspelled word so that it looks more like a sign 

than fingerspelling. The uniqueness of the fingerspelled loan sign is "defined by its 

movement and use of space" (Tennant & Brown, 1998, p. 22). 

Pidgin Signed English 

When the term Pidgin Signed English (PSE) was first introduced by Woodward in 

1973, it referred "to a kind of signing in EngUsh word order, with reduced redimdancy 

and a mixture of ASL and English structure" (Moores, 1996, p. 208). Later, researchers 

redefined PSE as "a dialect of ASL frequently used by hearing people when interacting 

with deaf people" (Moores, 1996, p. 208). More recently, the term contact signing has 
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replaced the term PSE to describe the complex interactions that occur among hearing and 

deaf sign language users (Lane et al., 1996; Moores, 1996). 

Whereas ASL is a minority language that coexists within a larger majority culture, 

researchers have begun to investigate the results of the contact between the two languages 

(Lane et al., 1996). PSE or contact signing differs from ASL and English in that it 

incorporates aspects of both languages (often simultaneously), and it is highly dependent 

on social situations and language skills of the communication partner. Primary English 

users incorporate more English-like structures, whereas primary ASL users incorporate 

more ASL-like structures. Additionally, fingerspelling is an option that allows ASL users 

to use specific English words and phrases within the context of signing. 

Manually Coded English (MCE) Svstems 

"The term MCE system refers to any constructed signing system that represents 

words in English sentences with signs from ASL, along with invented signed translation 

equivalents for English grammar, words, prefixes and suffixes" (Lane et al., 1996, p. 49). 

Several sign systems were developed in the hopes of improving students' reading and 

writing scores by making the auditory English language visible on the hands. Each of the 

invented systems provided a way to sign English, some by creating an entirely new set of 

signs, and others, by borrowing signs from ASL to create a visual match for English. 

These borrowed signs were then encoded into English grammar and word order, 

eliminating ASL grammatical features. Additionally, where there were no equivalent 

ASL signs for Engh'sh words and inflectional markers, new signs were invented in order 

to provide a complete representation of English. The use of these signed English systems 
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was to present to "present a model of spoken English on the hands" (Lane et al., 1996, p. 

269), thus providing the deaf student access for acquiring the knowledge necessary for 

reading and writing. It is unportant to note, however, that MCE is unlike ASL in one 

very important distinction; ASL is a natural language, whereas MCE is a commercially 

invented system to represent an auditory language for instructional purposes. 

Methods Used for Educating Students who are Deaf 

The following sections outline two philosophies which are currently used to 

educate students who are deaf, Total Communication and Bilingual-bicultural. It is 

important to consider these two philosophies as we consider language choice and options. 

Traditionally, Manually Coded English systems have been used in Total Communication 

programs. American Sign Language and written English have been used in Bilingual-

bicultural programs. 

Total Communication 

Total Communication (TC) has been defined by the Conference of Executives of 

American Schools for the Deaf as "a philosophy incorporating appropriate aural, manual, 

and oral modes of communication in order to ensure effective commimication with and 

among hearing impaired persons" (Arnold, 1984, p. 30). Total Communication 

proponents promote the use of sign language along with spoken and written English. 

However, since ASL is grammatically dissimilar to English, it is not possible to speak 

and sign ASL simultaneously. In an attempt to make sign more like English 

linguistically, several manually coded English (MCE) systems were developed and are 

now dominantly used to teach students who are deaf. These systems make it possible to 
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sign and speak simiiltaneously however, they are not natural languages; rather they are 

invented systems based on ASL signs but structured to represent spoken English. 

Critical reviews of the systems thus far have shown that there is wide variation in 

the use of the systems by teachers, parents, and students, and that "no signed system is 

widely implemented in its entirety" (Drasgow & Paul, 1995, p. 82). One of the major 

goals of English-based sign systems is to present EngUsh visually, exposing students "to a 

model of English that will enable them to internalize the rules of the grammar" (Drasgow 

&, Paul, 1995, p. 81), thus facilitating learning to read and write in English. However, 

research has shown that there are problems with MCE systems that make them 

incompatible with the visual mode. 

English, and English-based sign systems, have a linear morphology which adds 

inflections either at the beginning or at the end of the word. ASL, on the other hand, has 

an embedded morphology, which incorporates inflections simultaneously into the sign. 

The invented morphology of manually coded English sign systems does not follow 

general formational constraints that apply to natural languages. Because these constramts 

are not met, the MCE systems are not natural or easily leamable, and may be confusing to 

the child (Drasgow & Paul, 1995; Maxwell, 1987; Newport, 1988; Schick & Moeller, 

1992; Supalla, 1990,1991). Furthermore, "there has not been any strong evidence that 

deaf children are able to learn fluent native English via a visual modality" (Schick & 

Moeller, 1992, p. 315). 
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ASL Bilingual Approach 

Recently a new philosophy has gained momentum and is beginning to find its 

place in educational settings, the use of American Sign Language coupled with written 

English as a bilingual approach (e.g., Luetke-Stahhnan, 1983; Paul, 1990; Quigley & 

Paul, 1984; Strong, 1988). These models consider ASL as the first or native language 

and written English as the second language. This method was introduced over 20 years 

ago, yet today, researchers and practitioners continue to examine the logistics of 

implementing a bilingual program without consensus concerning the details of such an 

endeavor. In this approach, American Sign Language is taught and used as the first 

language, and written EngUsh is introduced as the second language. Spoken EngHsh may 

also be introduced through audition and speech. 

American Sign Language (ASL) is a visual-gestural language that is used in the 

United States and parts of Canada as the primary language of the deaf community 

(Padden, 1987). Until recently, ASL was called simply "sign language" and it was 

generally believed to be based on English syntax and vocabulary. ASL was often 

compared to English and, thus, thought to be ungrammatical or incorrect. In the 1960s 

linguists began to study ASL and ultimately demonstrated that ASL is a language in its 

own right, unrelated to English. As a natural language, ASL has been passed "fix)m 

generation to generation by deaf people with deaf parents and by deaf people in 

residential educational programs" (Schick & MoeUer, 1992, p. 313) in similar manner as 

oral languages. 
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Currently there are few bilingual programs in the United States partly because 

there is considerable controversy among those who support bilingual education and those 

who oppose it. A successful bilingual program for the deaf has been in existence in 

Denmark and in Sweden since the 1980s (Mahshie, 1995). Two main points cited by 

opponents of bilingual education have received noteworthy attention as weaknesses in the 

bilingual approach. One is the lack of discussion with respect to how the goals and 

objectives will be met, particularly in the area of English literacy; and the second is the 

limited number of deaf children who actually acquire ASL as a first language from their 

parents (Stuckless, 1991). Proponents note that while there is disagreement regarding 

methods and curriculum, there is a need for bilingual programs. Proponents encourage 

reviewing literature, research, and legislation supporting bilingual education programs in 

the United States, to determine the similarities of hearing bilingual students and deaf 

bilingual students. 

It is important that we consider the methodological history of the education of 

students who are deaf in the United States in order to better understand how the current 

investigation views deafiiess and the value of language in all its forms, written, signed or 

spoken. It is similarly important that we review materials traditionally used with students 

who are deaf or hard of hearing in literacy instruction. 

Materials Traditionally Used with Students 

Who are Deaf or Hard of Hearing 

This section will outline a variety^ of materials that have traditionally been used for 

reading instruction with students who are deaf or hard of hearing. One of the criteria for 
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this study was that the teacher follow a more holistic view of literacy instruction and that 

the students be involved in authentic literacy events. The purpose of this section, then, is 

to demonstrate that the methods traditionally used in for the instruction of literacy with 

students who are deaf or hard of hearing is of concern and may, in fact, contribute to the 

overall lower reading achievement levels documented for students who are deaf (Ciocci 

& Morrell-Schumann, 1992; Davey & King, 1990; Dolman, 1992; Ewoldt, 1984; 

Hasenstab & McKensie, 1981; LaSasso, 1987). Simplified materials. Reading 

Milestones, and the language experience approach will be discussed. 

Simplified Materials 

Rewritten or simplified materials have often been used by educators with students 

who are deaf (Ewoldt, 1984) reasoning that the simplified material increases 

comprehension. Many teachers have engaged in hours of rewriting to simplify materials 

for their own classroom use. When rewriting a text, a variety of standards have been 

used, depending on the parts of the text that are perceived to be difficult. Some of the 

most common changes include simplifying syntactic structures, reducing the length of 

sentences, and controlling vocabulary for word length or frequency (Ewoldt, 1984). 

Though rewriting texts is a conunon practice, the value of this procedure has been 

questioned, particularly with students who are deaf. It has been suggested that 

"shortening the story and employing a variety of formulae to simplify it may result in a 

story which bears little similarity to the original and which has little remaining literary 

value" (Ewoldt, 1984, p. 23). Additionally, the goal of rewriting material has been to 

provide a way for students who are deaf to be more successful in comprehending the text. 
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However, "such editorial tampering may make the story more difiBcult to comprehend 

rather than less difBcult" (p. 23). Several authors have shown that simplified material 

may actually be "harder for children to predict, to make sense of, and to learn from" (K. 

Goodman, Maras, & Birdseye, 1994, p. 35). The reasons for this are found in the 

language and text features that are often simplified. Natural language provides intrinsic 

support for comprehension because language is redundant, cohesive, structured, and 

predictable (Ewoldt, 1983, 1984). Simplified texts reduce the natiural structures and 

support, thus decreasing available strategies for comprehension. 

It has been argued that rewritten, simplified texts assure independent reading for 

students. Ewoldt (1983), however, responds that "independence is not achieved when the 

reader depends on another individual to rewrite the material" (p. 23). Instead, she 

encourages the practice of challenging readers to develop skills enabling them to become 

independent readers who solve the problems they encounter when reading. 

Furthermore, Ewoldt and her colleagues (Ewoldt, Israelite, & Dodds, 1992) 

caution teachers who simplify texts based on predictions about students' abilities to 

understand the material. In a study comparing perceptions of text difSculty by teachers 

and students, it was found that "neither hearing nor deaf teachers were very successful at 

predicting what the students would and would not know" (Ewoldt et al., 1992, p. 360). 

Results indicted that "deaf students are far more proficient readers than teachers give 

them credit for" (p. 360), and that teachers often underestimate students abilities in 

reading. 
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b addition to the teacher's own rewritten text, published versions of simplified 

texts are readily available. For example, basal reading programs include simplified 

versions of well-known stories, although newer publications have fewer alterations than 

previous series (K. Goodman, 1994). 

Reading Milestones 

Analogously, Reading Milestones is a linguistically controlled basal reading series 

that was designed and developed in 1981. It was developed on the basis of a large body 

of research that suggested that students who were deaf or hard of hearing were not able to 

use the English syntax and vocabulary that was often utilized in reading texts (Quigley & 

Paul, 1984). Reading Milestones provides systematic exposure and reinforcement of 

variables such as vocabulary, syntax, and figurative language. (Quigley, McAnally, King, 

& Rose, 1991, p. viii). The series authors maintain that Reading Milestones minimize the 

language gap that exists for these students by controlling the syntax, vocabulary, and 

figurative language, as well as providing more practice in the mechanical aspects of 

reading. 

There are several criticisms of Reading Milestones that have been documented in 

the literature (Ciocci & Morrell-Schumann, 1992; Israelite & Helfiich, 1988). One of the 

main criticisms is the use of unnatural language structures in an attempt to facilitate 

comprehension. It has been reported that "the language... appears patterned and stilted, 

and many of the redundancies are lost... [and] semantics are emphasized to a lesser 

extent" (Ciocci & Morrell-Schumann, 1992, p. 12). Ciocci and Morrell-Schumann 

continue, "its FReading Milestones] design implies that comprehension lies in the 
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grammatical structures used to represent ideas. This point is contrary to the 

psycholinguistic theory of reading that states that comprehension lies in the semantic 

aspects of the text" (p. 12). 

Language Experience Approach 

The Language Experience Approach (LEA) has been used extensively with 

students who are deaf. The central concepts of LEA are to reinforce the "student's own 

vocabulary, language patterns, and background of experiences to create the reading text 

and make reading a meaningful process" (Dixon & Nessel, 1983, p. ix). There are 

multiple variations and adaptations of this procedure, and LEA can be conducted with an 

entire class or a single student. In LEA, students and teachers work together to construct 

a story based on an activity or an experience. Generally, the teacher records the ideas or 

story as they are dictated by the students. Then individual students read the story, 

receiving help where needed. The story is reread until it is familiar to the students. LEA 

is a very individualized approach and allows for the abilities, interests, and needs of the 

students. 

The popularity of LEA by teachers in classrooms for students who are deaf is 

well-documented (Ewoldt & Hammermeister, 1986; Gormley & Geoffrion, 1981; Hart, 

1978; LaSasso, 1978). There are many explanations for the popularity of this approach. 

One reason is the difGculty that teachers often encounter when searching for reading 

material that is both age and level appropriate for student who are struggling readers 

(Gormley & Geof&ion, 1981; LaSasso & Heidinger, 1983). LEA allows the students to 

generate texts with regards to topics with which they are conversant, using vocabulary 
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that is familiar, and in sentence structures that they, themselves, generate. Another 

advantage of LEA is the strength of the relationship between language, reading, and 

writing as student and teacher share the process together (Gormley & Geof&ion, 1981). 

This provides the teacher with an opportunity to interact with the child and assess 

individual progress, strengths, and limitations (Ewoldt & Hammermeister, 1986). 

Since a major tenet of LEA is the respect that is given to the language of the 

student, one concern that has been cited is the dilemma for teachers of what to write when 

the student's language deviates firom standard English (Ciocci & Morrell-Shumann, 1992; 

LaSasso & Heidinger, 1983). This is particularly relevant for students who are deaf and 

who use ASL as their primary mode of conmiunication. Researchers, however, have 

shown that it is potentially beneficial when the students see that the signed message does 

not have a one-to-one correspondence with the written text as they leam that "reading is 

not word-by-word matching" (Ewoldt & Hammermeister, 1986, p. 273). 

The concept of using LEA with students who are deaf or hard of hearing is 

positive. However, teachers need to be aware of how to most effectively use LEA with 

students and how to supplement LEA with authentic texts and trade books. LEA should 

be considered one of the tools available to teachers for literacy instruction, rather than the 

only instrument available. 

Conclusion 

This chapter has outlined the significant terms and concepts that will be discussed 

throughout the next few chapters. The process of reading as detailed by prominent 

reading theories has been discussed, and the relationship of each of these theories to 
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students who are deaf was explored. This chapter has also discussed research related to 

the various educational methods, materials, and approaches currently practiced in the 

United States. Additionally, research on American Sign Language and fingerspelling was 

explored. This related research serves to acquaint the reader with the significant findings 

that have been documented in the area of deafiiess and reading. The next chapter will 

describe the research setting as well as the research methodology used during this 

investigation. 
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CHAPTER m 

RESEARCH SETTING, PARTICIPANTS 

AND METHODOLOGY 

The first two chapters of this dissertation have introduced the purpose of the study 

and outlined the literature that relates to deafiiess and literacy. This chapter will descnbe 

the research setting, introduce the participants, and describe the methodology used to 

conduct the research. 

Three research questions guided the selection of the research setting, the 

participants, and the research methodology: 

1. What reading strategies do students who are deaf use to comprehend a written 

text? 

2. How do the students manifest internalization and application of the strategies 

toward understanding a written text? 

3. What are the students' perceptions of literacy? 

Research Site 

This research was conducted at a large residential school for the deaf in the 

Southwestern United States. The name of the school and all participants involved in the 

study (teachers, parents, and students) have been changed to protect the identity of all 

involved. The school is the state residential school and also serves as a day school for 

students who live in the metropolitan area. The school offers educational programming 

from preschool through high school, including transitional periods. The primary focus of 
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the school is for students who have a hearing or a visual loss; however, students with 

additional disabilities can also attend. The school for the deaf (SFD) is one of several 

educational programs for students with hearing loss located in the metropolitan area and 

one of die largest in the state. This site was chosen because of the large number of 

students who attend at the elementary and middle school levels. 

Access to SFD 

I was in a unique position to request permission to conduct research with the 

students at SFD because I was concurrently employed as an university supervisor for 

interns completing their masters degrees in a university teacher preparation program and 

had supervised student teachers at SFD. This position offered me multiple opportunities 

to meet teachers, administrators, and students at SFD. Based on my observations of the 

teachers and the specifications of the qualities I was looking for in the students (as I 

explain later in this chapter), SFD was the best choice for conducting this research. 

My position as an university supervisor was both advantageous as well as 

awkward to the study. While I knew and interacted with a variety of teachers and 

students on a daily level, I seldom bad opportunities to interact with the administration. 

In order to gain access to SFD, I followed the standard protocol for requesting permission 

to conduct research at the school. I submitted a letter to the principal of the school for the 

deaf, detailing my background in education of the deaf, the research questions that I 

wished to pursue at the school, and the potential risks and benefits for those involved. 

The principal then presented my request to the individual team leaders, who voted on and 

accepted my proposal. Finally, the team leaders and principal discussed students and 
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teachers who generally met the criteria outlined in my proposal and offered several 

suggestions for my consideration. I contacted each of the teachers individually to 

ascertain their interest in working with me in this research. I then observed each of the 

students in these selected classrooms in order to determine which, if any, met the 

established criteria. 

The selection criterion delineated the selection to those students who most closely 

represented the following conditions; prelingual, profound, bilateral hearing loss with no 

concomitant disabilities which inhibit reading comprehension; use of American Sign 

Language (ASL) by the teacher and the student; and classroom reading instruction which 

was holistic, at least to some degree. 

Participants 

The two individual students who completed the study will be introduced and 

presented in depth through their case studies in Chapters IV and V. In order to better 

understand the context of the setting, I will now introduce the students and teachers who 

were actively involved in this study. Table 1 provides an overview of the setting and the 

participants involved in each setting. 
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Table 1 

Participants Involved in the Investigation 

Grade level Teacher 

Teacher's 
Hearing 
Status Student 

Parent's 
Hearing 
Status 

Upper elementary Tina Forester Hearing Mandy Hearing 

Self-contained (Pilot Study) 

Middle elementary Sheila Strong Hearing Kent Deaf 

Self-contained Bethany (dropped 

from the study) 

Hearing 

Middle school Tim Wolffe Deaf Doug Hearing 

Reading/ Language Arts Jan Murdoch Hearing Lane (self-

dropped from the 

study) 

Deaf 

Tina Forester is a hearing teacher in the elementary division of the school. She is 

a skilled signer and uses a combination of English, ASL, and conceptually accurate signs 

in the classroom. At the time of the study she was teaching an upper elementary group of 

six students. She enthusiastically invited me to complete a pilot study with the students 

in her classroom. Mandy, a 10-year-old female, was the student I focused on for the pilot 

study. Together, Mandy and I experienced the use of miscue analysis with readers who 

are deaf and who use sign language as their primary mode of communication. She 

willingly submitted to my novice abilities of interviewing, miscue analysis, and 

participant observation. 



66 

In addition to the six students in Terry's classroom, a university intern, for whom I 

was the university supervisor, was also in the classroom for half of the day. While our 

time schedules occasionally overlapped, her responsibilities in the classroom were 

dictated by the classroom teacher. Therefore, I was able to separate my university 

responsibilities from my role as a researcher in this classroom. 

My initial role in the classroom was that of an observer. However, within a few 

weeks, Tina invited me to join the students in the circle and to talk with them about their 

activities while they were working. By the end of my time in this classroom, Tina 

involved me in fully participating in the classroom routines and activities. This 

transformation was an interesting phenomenon, and the results of these transitions helped 

me better define my role for the subsequent investigation. This process is explained in 

greater detail later in this chapter. 

For the main investigation, two students from an elementary and two students 

from a middle school classroom were selected to participate. Sheila Strong was the 

teacher in the elementary school, and Tim Wolffe was the teacher in the middle school. 

Midway through the investigation, Jan Murdoch, a middle school teacher, also joined the 

investigation. The details surrounding this event are discussed later in this chapter. 

Sheila is a hearing teacher who is skilled in the use of ASL. She uses a 

combination of conceptually accurate signs and ASL in the classroom. Sheila bad 

primarily four middle elementary-school aged students in her class. An additional student 

occasionally joined the class in the afternoon however; she was never present when I was 

in the classroom. A university intern, Belinda, was completing her final requirements for 
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teacher certification while I was concurrently conducting my research. However, I was 

not her university^ supervisor. Before making a final decision concerning the placements 

for the university interns and the students with whom I would work, I discussed the 

potential problems and benefits that could occur with Belinda, her university supervisor, 

and the classroom teacher. All agreed that because the focus of this study was on the 

students and not the teacher or the classroom, and since I was not Belinda's university 

supervisor, there was no reason why Belinda could not complete her final intemship in 

the same classroom where I was conducting research. 

Two of the four students from Sheila's classroom (one with deaf parents and one 

with hearing parents) met the established criteria and were invited to participate in the 

research. Consent forms (Appendix A) were sent to the parents explaining the research, 

my role as a researcher, and the expected role of their child. The parents of both students 

returned the consent forms, indicating their willingness to participate in the study. Both 

students completed the study however, only data from Kent's reading experiences were 

selected to include in this written document of the investigation. The decision to 

withdraw the second student, Bethany, from the study came after many days of 

deliberation with the classroom teacher and with members of the dissertation committee. 

She was a few months younger than Kent and a new member of Sheila's classroom (the 

other students were beginning their second year in Sheila's classroom). Bethany 

willingly participated in the miscue analysis, but assigned an English equivalent for each 

word in the story, fingerspelling large amounts of the text, rendering the miscue analysis 

virtually unusable. This may have occurred because she has used Signed English as her 
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primary mode of commimicatioa throughout her life. Although the data collected from 

interviews and observations provided a wealth of information, without the miscue 

analysis data, I was unable to adequately describe the strategies Bethany used. 

Tim Wolffe was one of the language arts teacher for students in the middle school 

division of SFD. Tim is deaf and uses ASL in his classroom. There were three students 

in his first period language arts class. These three students had back-to-back language 

arts and reading class with Tim. All three students were in their first year at the middle 

school. Two of these students met the established criteria and were selected to participate 

in the study from Tim's class (one with deaf parents and one with hearing parents). 

Consent forms (Appendix A) were sent to the parents and were returned signed, 

indicating permission for their child to participate. However, three weeks later, the 

mother of one of the students sent a letter requesting that her son. Lane, be withdrawn 

from the study. Though the classroom teacher I attempted to ascertain the reason 

involved in this sudden change, this did not prove successful. Respecting the parents 

rights and privacy, I did not contact them directly and immediately stopped collecting 

data with their son. 

Five weeks into the study several educational and academic changes were made 

by the team leader at the middle school. One of these changes significantly affected my 

study. Two of the three students in Tim's language arts and reading classes were 

reassigned to Jan Murdoch's language arts and reading classes. Fortuitously, the two 

students reassigned were the two students involved in my study. However, I was not 

informed of the changes and, therefore, did not have an opportunity to discuss my 
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research with Jan before observing the focus student in her class. Fortunately, I had 

previously had the opportunity to work: with Jan as she provided internship opportunities 

for several ofour university students. Jan is hearing and a skilled signer. She used a 

combination of spoken English and conceptually based signs in her classroom. Jan 

welcomed me into her classroom and allowed me to continue the research there. 

Each change seemed to present a roadblock to my investigation. Though these 

changes evoked questions concerning my investigation, none were so poignant as 

implications that were associated with one of the students dropping out of the study. 

Planning the investigation, I had tentatively envisioned specific areas for comparing and 

contrasting between and among the individual cases. I had originally planned to compare 

the strategies used by deaf children of deaf parents with deaf children of hearing parents 

and contrast the strategies used by elementary and middle school students. However, 

with one of the middle school students of deaf parents withdrawing from the study, I 

knew that these two comparisons were no longer possible. 1 was faced with the decision 

of whether I should add another student from the middle school to complete the study. 

However, there was not sufScient time to add another individual, as several weeks of data 

collection had already occurred. Therefore, I continued working in the middle school 

with one student in Jan Miurdoch's classroom, again focusing on the students as 

mdividuals rather than comparing their strategy use. 

The change in classroom teachers also caused me some anxiety. I wondered how 

teachers who were not apprised of my study would treat me in their classrooms, if they 

would allow me to interview them, and in Jan's situation, receiving two new students five 
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weeks into the term, how much she would even know about Doug's reading abilities and 

skills. 

Methodology and Data Collection Techniques 

The research paradigm that was used for this study was qualitative case study 

research (Stake, 1995; Bogdan & Biklen, 1992; Merriam, 1988). A qualitative case study 

approach was selected because of its ability to allow the examination of a single 

individual, subject, or event using a variety of methods for data collection (Merriam, 

1988). Merriam (1988) further suggested that researchers choose to use a case study 

approach when they are interested in "insight, discovery, and interpretation rather than 

hypothesis testing" (p. 10). I was interested in discovering the individual strengths and 

reading strategies of the students therefore, collection, analysis, and description of the 

data focused on discovering the student's individual reading strategies. 

I chose a qualitative approach over a traditional quantitative case study approach 

as I was interested in the students' perspectives of their own reading strategies: their own 

reading strengths and their own thoughts about the reading process. As the researcher I 

observed, interviewed, and endeavored to make sense of the reading strategies available 

and successful for readers who are deaf. 

Chronology of the Study 

This investigation followed an academic school calendar. A pilot study was 

initiated in September, 1996, and formal data collection began in January, 1997, 

continuing until the close of the school year. May, 1997. Table 2 outlines the chronology 

of the study. 
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Table 2 

Chronology of the Study 

DATE ACTIVITY 

September-December, 1996 

December, 1996 

January - May, 1997 

February, 1997 

March-April, 1997 

April-May, 1997 

June - December, 1997 

Pilot study 

Gaining access 

Observations 

Examined student school records 

Student miscue analysis and interviews 

Teacher and parent interviews 

Data analysis and interpretation 

Discussion of Data Sources 

This study was designed with the intent to focus on the abilities of students who 

are deaf rather than their perceived deficits. With this as the ultimate goal, the students 

themselves were the primary sources of data. However, in order to triangulate the data, 

additional data sources were used. Denzin and Lincoln (1994) have provided a rationale 

for multiple methods of data collection, explaining that the flaws of one method are often 

the strengths of another method. Therefore, by combining methods, data accuracy can be 

cross-checked. Table 3 outlines the primary and secondary data sources of this 

investigation. 
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Table 3 

Primary and Secondary Data Sources 

Primary Data Sources Secondary Data Sources 

Observational field notes Informal student intendews 

Focused individual student interviews Student artifacts 

Semi-formal teacher interviews Student academic records 

Semi-formal parent interviews 

Three videotaped miscue analyses of 

each student 

The methods that best facilitated this investigation included participant 

observation (Spradley, 1980; Stake, 1995), formal and informal interviewing (Merriam, 

1988; Seidman, 1991), and miscue analysis (Y. Goodman et al., 1987). Document and 

artifact analysis (Bogdan & Biklen, 1992) provided additional insights and confirmed 

strategy usage. Merriam suggests that "participant observation... when combined with 

interviewing and document analysis, allows for a holistic interpretation of the 

phenomenon being investigated" (1988, p. 102). Through these methods I constructed a 

context from which I was able to understand the reading process of these students and to 

fiirther my own understanding of their individual reading strengths. Table 4 demonstrates 

the research methodology used to answer each of the research questions. 
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Table 4 

Research questions and methods used to gather data 

Research Question Methods of Collection 

What reading strategies do students who Miscue Analysis 
are deaf use to comprehend a written text? 

Student Interviews 

Researcher Field Notes 

Teacher Interviews 

How do the students manifest Miscue Analysis 
internalization and application of the 
strategies toward understanding a written Student Interviews 
text? 

Teacher Interviews 

Parent Interviews 

Researcher Field Notes 

Written Documents and Student Artifacts 

What are the students' perceptions of Student Interviews 
literacy? 

Researcher Field Notes 

Participant Observation 

Observation in qualitative research is important for researchers who wish to 

"notice things that have become routine to the participants themselves" (Merriam, 1988, 

p. 89). Overtime observation seemed a particularly useful tool to notice the routines and 

every-day activities that the students participated in. Observation provides first-hand 
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knowledge and experiences that can then be further examined through interviews and 

other methods of data collection. 

The question foremost in my mind was the extent to which I would participate and 

the extent to which I would observe in each of these classrooms. Because I was not 

studying the classroom as an entity, but rather only one or two students in each classroom, 

it was advantageous to be able to sit away from the entire group and focus on the 

individual students. However, as a former teacher I wanted to be involved and participate 

with the group to a greater extent. What I observed and recorded certainly would be 

influenced by the range of structure in my observations. 

During the pilot study, the question of my involvement was determined by the 

classroom teacher. In the beginning, because of the student intern's responsibilities, it 

was awlcward for me to assume an active role as a participant. My role became that of a 

complete observer, with the classroom teacher occasionally inteijecting ideas and 

opinions to me during her lessons or work with the focus student. However, during the 

second month of my observations, the classroom teacher was unexpectedly called out of 

the room for an emergency. Without hesitation, I accepted her offer to work with the 

students completing the assignment. This was a comfortable experience for me because I 

had spent so much time in her classroom and I was familiar with the established routines 

and procedures. The students were also used to my presence as a daily observer in their 

environment. The classroom teacher was away longer than expected, and we efBciently 

transitioned to the next activity, and then to the school dismissal. 
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This event was a turning point in my role as an observer in this classroom. From 

that day forward the classroom teacher invited me to interact and participate with the 

students, individually and in small groups. It was an interesting transition for me to move 

so quickly from an observer, sitting away from the group taking notes, to a participant 

observer (Merriam, 1988) who recorded observations at the conclusion of the activity or 

period. It was a valuable experience to help me determine which role I wanted to assume 

as I moved into the larger investigation. The depth of information was certainly different 

as my role as a participant did not allow me to record everything that occurred. However, 

the trade-off came in working closely with the student and the opportunity to ask 

questions as she read and completed the assigimients given her. This allowed for several 

informal interviews and a window into the students' understanding of reading strategies. 

Based on this experience, I concluded that I needed a compromise which allowed 

me to both observe and to participate with the students. I determined 1 wanted the 

experience of interacting and participating with the students, but also needed time to 

observe them individually and in groups. 

My role as an observer was slowly defined and redefined in each of the 

subsequent classrooms in which 1 was involved. At the elementary level, we again had 

the complexity of a full-time intern in the classroom. Additionally, the classroom teacher 

had experienced a series of personal obstacles and was reluctant to allow me to 

participate in the classroom. So, as before, I was asked to sit away firom the students and 

limit my role to a complete observer. I was firustrated by this situation, but complied with 

the teacher's request. Sheila, the classroom teacher, was always cognizant of explaining 
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unexpected situations or events that happened in the classroom. She would often inteqect 

her thoughts to clarify, explain, or question a student's response or behavior. As the 

university intem and the classroom teacher began to work together as a team. Sheila was 

more willing to allow me greater access to the students during my observations. I began 

to move around more, situating myself nearer the students with whom I was working. 

Within a few weeks, my role once again shifted from an observer to a participant 

observer. This level of comfort remained throughout the entire study. 

At the middle school level, my role shifted when the students changed classrooms. 

When they were in the first classroom, with Tim, my role was strictly an observer, per 

Tim's request. He would answer questions for me only on breaks and after the students 

left the classroom. 1 did not communicate with the students or participate in any of their 

activities during die five weeks I was in this classroom. 

However, when the students were transferred to Jan's classroom, my role changed 

completely. Jan was interested in what I was observing and seeing, and we frequently 

discussed what I had seen, comparing it to her own observations of Doug. She 

encouraged and invited me to participate with the all the students freely and openly, even 

though only one of the students was participating in my study. During a reader's theater, 

I was assigned by the students the role of the main character. Clearly, the students in this 

classroom felt that I was an active participant in their learning environment. 

Most of the observations occurred in the student's respective classrooms. 

However, when the class went to the library or other areas of the school, I accompanied 

them. At the outset of my observations, my field notes reflected almost everything that 
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was happening in the classroom. However, as I continued to observe and spend time in 

each of the classrooms and with the individual students, I commenced to narrow my 

observations to the students and issues directly related to reading strategies. 

During observations, to the extent possible, I recorded the events and discourse of 

the classroom, describing what I saw. Bogdan and Biklen (1992) describe this as 

"capture[ing] a word-picture of the setting, people, actions, and conversations" (p. 108). 

These field notes included activities the students engaged in, roles and responsibilities of 

the students and teachers, the physical environment, as well as dialog between students 

and teachers. Miscues were also recorded when students were reading from texts, books, 

overhead transparencies, or print in the room. These field notes were open and available 

at any time to the classroom teachers, although no one asked to see them. 

There were several obstacles to overcome during observations in keeping accurate 

field notes; where to sit in the room, how to record what I saw, how to determine which 

events should be recorded, and how much to record. However, the greatest difficulty I 

faced while writing field notes during observations was the use of sign language without 

speech. One of the teachers was deaf and did not use any speech. The other two teachers 

generally used simultaneous communication with speech and sign language. However, 

occasionally, these teachers also resorted to sign only. Only one student used speech in 

the classroom, but it was not clear enough to be helpful in recording field notes. 

It was virtually impossible to record verbatim conversations that occurred between 

students and teachers. Generally, I would watch the conversation, then record the main 

ideas and information I deemed notably relevant, knowing that while my head was bowed 
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writing, other conversations were occinring. This was particularly complicated when 

trying to record miscues that occurred naturally in the classroom environment. It was 

critical I watched what the students were signing, but without recording their miscues, I 

knew I would not be able to remember them, even a few moments later. Several miscues 

were missed because of this predicament, which could only be partly reconstructed later. 

My field notes were kept in a three-ring binder with colored dividers separating 

the various sections. Each classroom had its own section in the binder. In addition to the 

field notes, student permission forms, notes firom teachers, and notes written to myself 

were also kept in the binder. Engineering paper was used to write the field notes. This 

paper was selected because it has a wider left-hand margin than standard loose-leaf paper. 

This three-inch margin provided me ample space to write reflections, notes, and 

comments about the field notes. 

Each page was numbered, each entry was dated, and time intervals were kept 

randomly. Generally speaking, time was recorded every ten minutes. However, when 

events changed rapidly in the classroom, or when something occurred which seemed 

particularly significant, the time was recorded more often. Conversely, when students 

worked for long periods of time on a single activity or project, particularly when there 

was no conversation to record, the time intervals were recorded in longer segments. 

Each day, after leaving the observation site, the field notes were reviewed with 

several intentions. First, I reviewed them for accuracy, insuring my notes were readable, 

understandable, and correct in their portrayal of the day's events. Second, I reviewed the 

notes to reflect on what had occurred that day (Bogdan & Biklen, 1992). I asked myself 
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questions about what I saw, thought, and felt during the few hours I had observed. I made 

notes to myself, which were recorded in a section in the binder with the field notes. 

These personal notes often simimarized my thoughts and feelings for the day or posed 

questions that needed answers. I wrote questions I had about events or conversations that 

occurred that day so I could discuses them with the students or teachers the following 

day. Third, I reviewed the notes to help me focus my observations the following day. 

Recognizing my role as a research participant, it was important for me to also 

reconstruct scenarios once I left the classroom and record those events as well. These 

notes contained ideas and conversations viewed in retrospect rather than actual comments 

and incidences. Here, I would also interpose my perception, opinions, and thoughts as 

they related to the experiences of being in the classroom and the interviews that I was 

simultaneously conducting. 

The only disadvantage of observing students in two separate classrooms was that I 

was not able to see each of them every day. At the outset of the investigation I 

established a schedule with the teachers for observing in each of the classrooms. 

Observations were conducted primarily in the morning hours to accommodate the 

students* and teachers' schedules. The middle school students had a two-hour block for 

reading and language arts ftom 8:00 - 9:44 a. m., Monday through Thursday, and a 

shortened schedule for early release, 8:00 - 9:08 on Friday. The elementary school 

schedule listed language, reading, and spelling from 8:00 - 10:15 a.m., Monday through 

Thursday, and until 9:30 on Friday. 
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Observations of the students were staggered weekly. One week I observed in the 

elementary school classroom and the next week, in the middle school classroom. This 

schedule allowed me to observe entire teaching units and generally allowed me to follow 

literacy projects firom beginning to end. The schedule was also flexible enough to allow 

for changes when necessary. Since both buildings were located on the SFD campus, 

when there were special events or student absence in one classroom or grade level, I was 

able to observe in the other classroom. Additionally, the classroom teachers became 

accustomed to informing me of special events or activities that they felt would enhance 

my investigation. When these special activities arrived, I changed my observation 

schedule to enable me to observe the literacy event, regardless of the time of day. For 

example, the elementary school hosted an author's day where the students shared with the 

other students, their parents, and SFD staff a piece of writing the student had created 

himsel£lierself This event was scheduled on a day I had originally planned to observe at 

the middle school. However, due to the significance of the event for this study, I changed 

my schedule. Similarly, I changed my schedule when the middle school classroom 

engaged in special events: readers theater, book jeopardy, and library research days. The 

teachers were also willing to note any incidence of literacy or evidence of reading 

strategies which seemed new or interesting and occurred when I was not present. 

Observational data was collected over a S-month period of time beginning January 

6, and ending May 30. I observed daily, excluding school breaks and infrequent 

obligations that precluded me from going to the school. SFD was closed for winter break 
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February 17-21, and for Spring break April 14-18, Each student was observed in his or 

her classroom for over 100 hours. 

As the researcher observer, I was the key instrument for data collection. My 

greatest concern during this investigation was my ability to accurately capture and express 

the students' perspectives as I observed, interviewed, analyzed, and finally composed in 

writing what I had witnessed. One major advantage for completing a pilot study was the 

opportunity it afforded me to refine my observing and data collecting skills prior to the 

final investigation. In this way, I feel that I have accurately captured and expressed the 

complex interactions of these students with a written text. 

Miscue Analvsis 

Miscue Analysis was completed as an assessment procedure within each case 

study. Miscue analysis was selected as one form of assessment to better understand the 

process students employed to comprehend the written text. It has been stated that the 

results of a miscue analysis is both "qualitative as well as quantitative" (Y. Goodman et 

al., 1987, p. 4). Miscue analysis played an important role in the study as a qualitative 

assessment procedure. It was particularly useful to compare the other data sources 

against the results of the miscue analysis to triangulate the findings. 

Miscue analysis allows the researcher to better understand the reading process as 

well as the strategies a reader uses by comparing the observed response of the reader with 

the observed response. These responses are then examined to determine the "degree to 

which the unexpected responses or miscue change, disrupt, or enhance the meaning of a 
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written text" (Y. Goodman et al., 1987, p. 5). Individual as well as complex miscues are 

then evaluated to determine recurring themes. 

There are four miscue procedures that provide information about the reading 

process of the reader. While each has distinct advantages and disadvantages, all of the 

procedures allow the researcher to "determine the quality and variety of the reader's 

miscues" (Y. Goodman et al., 1987, p. 7). Each of the procedures were initially 

conducted with one reader in a pilot study to determine which procedure was the most 

advantageous and was best able to answer the questions posed about the reading 

strategies of the readers involved in this study. Procedure III was ultimately selected as 

the best procedure for this investigation. 

Procedure m evaluates all the miscues in one sentence at the same time and is 

orgam'zed in such a way that the miscues and the subsequent coding information are 

contained on the typescript itself. This procedure focuses on the individual sentence 

within the entire selection. It was determined that because of the high number of miscues 

and fingerspelling observed in each of the selections, it was impossible to determine the 

significance of each single, individual miscue. Therefore, a procedure, which allowed for 

greater or more frequent variance from the expected response, would provide more 

general information concerning overall patterns of strategy usage. 

Several texts were chosen for each of the students involved in the study. These 

texts were chosen based on several criterion. First, I looked for books that I felt would be 

interesting for the students. Research has demonstrated interest in a book or topic is 

instrumental in promoting discussion, connecting information to a student's own life 
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(Langer, 1998), and engaging the reader (Camboume, 1995). Choosing books based on 

student interest was based on the amount of time I had spent with each student in his or 

her classroom, on discussions with the teachers and parents concerning topics and books 

the students were reading, and by asking the students about their reading behaviors. 

hiitial reading materials were also based on estimates of the student's reading abilities. 

This was determined by my observations, the teacher's assessments, and standardized 

reading test scores from the students' academic files. However, since I was interested in 

discovering the strategies that students used to comprehend the text, I wanted to provide a 

varied level of reading materials and difficulty for each student. 

Three computer readability formulas were applied to each of the texts in order to 

determine an approximation of the reading level for each text. However, the results 

varied so greatly between the three tests that I determined not to use the grade levels 

provided by the computer. For example, the first book chosen by Kent, Alexander. 

Who's Not rPo You Hear Me? I Mean Itl) Going to Move by Judith Viorst, yielded 

results from easy (Flesch-Kincaid Grade Level, .7) to more complex, (Bormuth Grade 

level 9.9; Coleman-Liau Grade Level, 13.4). Each of these indices determines readability 

based on several factors, including characters per word and words per sentences. 

Second, I looked for books, following the guidelines established in the Reading 

Miscue hiventory (Y. Goodman et al., 1987), which I felt would be appropriate for 

analysis. This was accomplished by discussing several authors and books with teachers 

and researchers who had previously performed miscue analysis with students at 
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elementary and middle school levels and identifying aspects of the texts which may 

influence the predictability of the text 

Third, I looked for texts that would provide evidence of the strategies the students 

were using. This was done by gathering a variety of texts and analyzing their readability 

in both English and ASL. Texts which potentially offered multiple opportunities for 

incorporating ASL grammatical features (i.e., classifiers, role shifts, facial expressions, 

fmgerspelled loan signs, etc.) were selected over texts which offered limited 

opportunities. While this was a very subjective decision, many of the books were 

discussed with teachers, interpreters, and individuals who were deaf in order to determine 

which of the selected texts best met the criterion. 

Each student who participated in this study had the opportunity to read on 

multiple occasions with me. Each of the students completed three formal miscue 

readings on three separate occasions. Tables 5 and 6 list the books and dates that each 

student completed a miscue analysis. 

Table 5 

Miscue analysis selections for Doug 

Date of Miscue Analysis Reading Selection 

March 12 The Day It Snowed Tortillas (retold by Joe Hayes) 

High Beams: Scary Stories to Tell in the Dark (bv Alvin 

Schwartz 
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Table 6 

Miscue analysis selections for Kent 

Date of Miscue Reading Selections 

Analysis 

March 17 Alexander. Who's Not (Do You Hear Me? I Mean ItH Goine 

to Move rt)v Judith Viorst) 

March 25 The One In The Middle Is The Green Kangaroo fChapter H 

(by Judy Blume) 

Aprils The Five Chinese Brothers n)v Claire Hutchet Bishop and 

Kurt Wise) 

I decided to have each reader complete three miscue readings as a way to confirm 

the strategy usage. In this way, each miscue analysis served as its own data source and 

the combination of analysis as a data source. Three samples allowed me to be sure what 

the students were doing during each miscue analysis was in fact, typical reading behavior 

for each of them. This also allowed for variation in the samples due to student behavior 

problems and inadequate book selections. 

Each of the formal miscue sessions was videotaped. The students were informed 

ahead of time when I would be videotaping their reading. The students cooperated with 

varying degrees of willingness at each of the videotaped sessions. Approximately half of 

the miscue analyses were conducted during school hours and the other half, after school 

hours. 
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I arrived early before each session to set up the camcorder and to prepare the 

room. All of the sessions were conducted in rooms that were not the student's usual 

classroom. At the middle school we used the conference room for all of the miscue 

sessions and for the interviews. At the elementary school we used the conference room 

when available. On the occasions when this room was not available, we used the reading 

room. This room is a small area that has been constructed for students who want a quiet 

place to sit and read. A loft, a bathtub, a porch swing, couches, an exercise bike, boxes, 

pillows, and bean bag chairs fill the reading room. Bookshelves full of trade books line 

the walls, and posters of famous individuals reading hang on the walls. 

When the students arrived for the readings, 1 offered them several books from 

which they could choose for the miscue procedure. 1 asked the student if he/she had ever 

seen or read the selection before. According to self-report, none of the students had read 

any of the texts they chose to read for the miscue analysis. Students were offered a book 

choice as a way of participating in choosing texts that reflected their own interests, 

experiences, and knowledge. After choosing the text, I reminded the students of the 

procedures we would follow: 1 would not be helping the students in any way while they 

read; they should decide how to proceed when they came to something in the text with 

which they were not familiar; when they fim'shed reading that they would need to tell me 

everything they could remember reading; and I would ask them questions about the text 

and about their reading of the text. This is similar to the procedures outlined in The 

Readine Miscue Enventorv (Y. Goodman et al., 1987) for conducting miscue analysis. 



87 

At the conclusion of each reading, I asked the students to tell me everything they 

remembered about the story. The students were given time, without interruption, to 

describe or explain what they retained fiom the text. I then asked questions concerning 

the points of the text that they had initiated as topics, but had failed to describe or explain 

sufficiently. This was done with the aid of a retelling guide that I had previously prepared 

for each of the texts. The retelling guides included character recall and development, as 

well as the main ideas and themes from the plot (Y. Goodman et al., 1987). 

From the pilot study conducted earlier, I concluded that because ASL or sign 

language does not have a written component, it was necessary to transcribe the sign 

language used by the student (regardless of the sign system chosen) into a written format 

that could then be compared to the written English text. This allowed for a comparison of 

the observed sign responses with the expected sign responses based on the written text. 

Each of the videotapes was transcribed from sign language into an English-based 

gloss, using symbols from the Vista transcription conventions (Lentz, Mikos, & Smith, 

1988). This process facilitated the preservation of the sentence meaning while 

incorporating English syntax and vocabulary. The videotapes were transcribed by three 

individuals, two certified ASL interpreters (one of whom is the child of deaf parents) and 

myself. After transcribing each tape we met to discuss the transcriptions. Where there 

were discrepancies (generally, no more than two per miscue transcription) we watched the 

tapes together until we mutually agreed on the sign(s) produced and the intended meaning 

of the sentence. This process, although time consuming, was invaluable as a resource for 

better understanding how the students were trying to coimect the signed language to the 
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written language. It was also valuable as a resource to understanding many of the 

miscues which students made, as will be shown in the individual analysis sections in 

Chapters IV and V. 

After the videos were transcribed, I completed the miscue analysis for each story 

using Procedure HI (Y. Goodman et al., 1987). The major focus of Procedure IE is on the 

sentence, rather than the individual miscue. To code miscues in Procedure m, three 

questions are answered on the right margin of the transcript: 

1. Is the sentence syntactically acceptable in the reader's dialect and within the 

context of the entire selection? 

2. Is the sentence semantically acceptable in the reader's dialect and within the 

context of the entire selection? 

3. Does the sentence as finally produced by the reader, change the meaning of the 

selection? (Y. Goodman et al., 1987, pp. 116-117) 

Questions I and 2 can only be answered yes or no. Question 3 can be answered yes, no, 

or partial. 

Following the protocol of Miscue Procedure IH, typescripts were prepared for 

each story read by the students. Individual miscues were then marked on the typescript, 

using the written transcriptions from the videotapes. Finally, the three questions were 

answered for each numbered sentence. 

Interviewing 

Interviews composed a large amount of the data collected. Formal and informal 

interviews were conducted with a variety of individuals. Bogdan & Biklen (1992) 
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describe interviews as purposeful conversations. Table 7 outlines the semi-formal 

interviews completed. Additionally, informal interviews with the students and teachers 

occurred at various points throughout data collection. 

Table 7 

Participants interviewed 

Person Interviewed Date(s) of Interview 

Doug March 12 

March 27 

April 8 

Kent March 17 

March 25 

Aprils 

Doug's teacher, Jan Murdoch May 13 

Kent's teacher, Sheila Strong May 15 

Doug's mother April 30 

Kent's mother April 28 

Each of the students was formally interviewed three times at SFD. These 

interviews occurred after each miscue analysis session. After assessing their 

comprehension of the story, students were asked questions to elicit their personal views 

of reading, their reading behaviors, and their interests in literacy. 
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The first interview followed a structured format using The Reading fiiventory (Y. 

Goodman et al., 1987) to gather information concerning the students' understanding of 

reading and their perceptions of strategies that good readers use (Appendix B). The 

following example demonstrates how the reading inventory was used to gain information 

about the students' reading attitudes and behaviors. 

During Kent's first miscue reading I noticed he fingerspelled a lot of words, more 

than I had expected he would. After his story retelling, I proceeded to investigate his use 

of fingerspelling. I told him I noticed he fingerspelled many words in the story and asked 

why he did that. Typical of a young student, he shrugged his shoulders and indicated he 

did not know. I pursued the topic a little longer, but his answers did not satisfy my 

curiosity. Soon, I abandoned the topic and asked him more about his reading behaviors 

and attitudes, including whom he considered to be the best reader in his class. His 

response surprised me in two ways. First, the student he indicated as the best reader in 

the class had not demonstrated highly proficient reading skills through testing or 

observation. He was, in fact, considered an at-risk reader by his teacher and parents. The 

second response that surprised me, was why Kent considered this student to be the best 

reader. Kent stated, "He knows a lot of words while he is reading, and he fingerspells 

them." Although Kent was not able to tell me why he fingerspelled words during 

reading, he demonstrated on various occasions, including this interview, that he viewed 

the ability to fingerspell as important for a skilled reader. 

The second and third interviews in which the student and I engaged in dialog 

concerning issues related to literacy, were less structured. Here the students were able to 
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tell me about their home eaviromnents and their general attitudes about home and school-

related literacy events. These unstructured interviews provided information about current 

issues related to strategy usage, often what I had just witnessed during the miscue 

reading, or to follow up on a comment the student made in a previous interview or in the 

classroom. The following example demonstrates how these interviews were beneficial. 

During the first interview with Doug, he mentioned he thought he was a good 

reader. In the second and third interviews I again asked him if he thought he was a good 

reader and probed further, asidng why. Though he had akeady acknowledged in the first 

interview he was a good reader; during the second interview he replied that he was not yet 

a good reader, but that he was getting better "because I am learning more vocabulary, I 

study, and sometimes I read at home." This response began a discussion about his future 

and the role reading would play in as he grew up. Wanting to go to college, he knew he 

would need to be able to read "harder things" in order to graduate. He also indicated "if 

you can't read at your job, you will get fired!" 

The classroom teacher and one parent of each student were also interviewed. 

These interviews followed a semi-structured format (Merriam, 1988), using open-ended 

questions to elicit information concerning the students' general literacy development, 

progress, and knowledge. Prior to the interviews, I provided the teachers and parents 

with general questions and topics which I hoped to explore during our dialog (Appendix 

C). However, as the interviews progressed, these adults provided me with information 

they deemed important or informative for my understanding of their child/student. 

Teacher and parent interviews occurred after school hours at SFD. 
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Infonnal interviews also occurred throughout the study with the teachers and 

students who participated in the study. During my daily observations, I often had the 

opportunity to interact with the students as they individually completed assignments or 

worked in small groups. These instances were recorded in the field notes. I used this 

time to informally interview the students, asking specific questions about the tasks with 

which they were involved, or previously involved, including the steps taken to arrive at 

the current levels of understanding. These instantaneous moments captured valuable 

information and provided brief, in-depth glimpses into the students' perceptions, 

strategies, and thinking processes associated with language and literacy. For example, 

one moming in the elementary classroom after Kent had completed one miscue analysis, I 

was observing the students working in small groups on a unit worksheet. The unit 

covered the beginnings of the American Colonies. The students were required to read the 

questions and answer them either from their own knowledge or from one of the reference 

books the teacher had provided. As I watched Kent and his partner read each of the 

questions I noticed they continually fingerspelled the word "colony." I was perplexed by 

this because, as a class, they had agreed upon a sign to use to represent the word or 

concept of "colonies." Finally, I moved closer to Kent, pointed to the word "colony" on 

his worksheet, and asked him why he was fingerspelling it. Without hesitation he replied, 

"It is a spelling word. I am practicing." 

I also had several opportunities to informally interview the teachers involved in 

this study. The elementary students often took a midmoming break. Ifthe weather was 

pleasant, the students would go outside to play. Otherwise, they stayed in the classroom 



93 

where the teacher provided them with a variety of activities from which to choose: games, 

puzzles, books, art supplies, computer time, etc. During these breaks, the classroom 

teacher. Sheila, and I would often discuss something that had occurred in the classroom 

with die students or something that occurred when I had not been present. At first. Sheila 

was more reserved and did not share many of her own thoughts and feelings with me. As 

time progressed however, she began to feel more comfortable and shared her own ideas in 

addition to the literacy events in which she observed the students engaged. These notes 

were recorded in my daily field notes. 

I was also able to informally chat with the middle school teachers about the study. 

The teachers invited me to stay during their planning periods, to arrive early, before 

school started, or to meet with them during class breaks to discuss any issues. During 

class, the teachers were also willing to discuss what the students were involved in or 

working on, based on their own personal observations. Jan Murdoch, particularly, was 

very interested in the research being conducted. She had over 25 years of teaching 

experience and willingly shared her own observations of students over the years. She 

often compared Doug to other students she had taught and shared these ideas with me. 

Information from these informal interviews was recorded in the daily field notes. 

Student Artifacts 

With parent permission, I was allowed to peruse the student's cumulative 

academic school records including past and present Individualized Education Plans (lEP). 

These school records included yearly progress reports and grades, informal assessments, 

student work, and teacher comments. While not a primary data source, these student 
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artifacts provided a detailed account of the students' academic progress in reading, 

writing, and language abilities (English as well as ASL). Through these reports, I was 

able to reconstruct the literacy and language progress that the students had completed to 

the current time. Records of standardized and informal test results also provided an 

overview of the rationale underlying the goals and objectives which had been selected for 

the student's lEP document. 

I also collected a variety of student-generated work while I was observing in the 

classrooms. Again, while this was a secondary data source, it provided tangible evidence 

demonstrating the students' implementation of the intrinsic knowledge and metacognitive 

abilities in literacy and language. Artifacts included >vritten book reports, writing 

samples (including first and last drafts), spelling tests, homework assignments. Journal 

entries, classroom notes, reading Usts, letters, and content related assignments. I collected 

all of these artifacts with student permission, and returned the original after making a 

photocopy of the document. These artifacts as well as the information obtained &om the 

students' academic school records were kept in individual three-ring binders. 

Additionally, the students in the elementary classroom involved in this study 

compiled a portfolio that represented the accumulation of their academic work for the 

entire year. I informally discussed with the students the process they went through 

choosing items for their individual portfolios. This provided an opportunity for me to 

better understand the student's perceptions of their own work and the scholarly value that 

each piece was assigned. Later, I attended an informal gathering where the students 

reported and described their work to their respective families and invited guests, again 
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observing the attitudes and perceptions of the students concerning their own work. Notes 

recorded from this experience were included in the field notes. 

Organization and Analysis of Data Sources 

"The term data refers to the rough materials researchers collect... they are the 

particulars that form the basis of analysis" (Bogdan & Biklen, 1992, p. 106). Each of the 

data sources obtained for this investigation have been introduced in the previous section. 

This section will discuss each of the data sources in reference to organization and 

analysis. 

Bogdan and Biklen (1992) describe data analysis as "the process of systematically 

searching and arranging the interview transcripts, fieldnotes, and other materials that you 

accumulate to increase your own understanding of them and to enable you to present what 

you have discovered to others" (p. 153). Through this analysis, I discovered the strategies 

the students used to comprehend the written text, how they demonstrated internalization 

of a strategy, and their perceptions of reading. 

Analysis fortius investigation was on-going. According to Merriam (1988), "data 

collection and analysis is a simultaneous activity in qualitative research. Analysis begins 

with the first interview, the first observation, the first document read" (p. 119). During 

this ongoing process, data was organized, broken into smaller units, synthesized, and 

searched for patterns (Bogdan & Biklen, 1992). 

One of the first tasks for analysis was the transcription of the interviews. Parent, 

teacher, and student interviews were taped (audiotaped for hearing individuals and 

videotaped with deaf individuals) and later transcribed into written documents. The 
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written transcription paralleled the taped interview (Bogdan & Biklen, 1992), 

documenting the dialogue in basic script format where speaker's turns are placed below 

one another. 

Once the transcriptions were completed, three copies of each of the interview 

transcriptions and daily field notes were made. The data fi-om these sources were read 

several times. As these data were read and re-read, certain words and phrases seemed to 

stand out (Bogdan & Biklen, 1992). These ideas were recorded on 4x6 index cards and 

sorted and re-sorted into categories. 

Next, the miscue analysis inventories were completed using Procedure IH (as 

explained previously). As with the interview transcripts and field notes, these miscue 

analysis forms were copied three times and reviewed several times, searching for nuscue 

patterns (Y. Goodman et al., 1987). As the patterns emerged, they were recorded on 4x6 

index cards. The index cards from all the data sources were sorted into groups. 

Gradually, the groups became more focused, identifying emerging themes. These themes 

became the initial categories for analysis and were color coded throughout the data. 

According to Merriam (1988), "this is the process of systematically classifying data into 

some sort of schema consisting of categories, themes, or types. The categories describe 

the data, but to some extent, they also interpret the data" (p. 140). 

Constant Comparative Method 

From this process of reading, organizing, and coding the data, an understanding of 

the student's reading strategies developed. This understanding evolved from constantly 

comparing the data (Bogdan & Biklen, 1992) and using the process of the constant 
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comparative method. Bogdan and Biklen (1992) have outlined Glaser's (1978) steps in 

the constant comparative method as follows: 

1. Begin collecting data. 

2. Look for key issues, recurrent events, or activities in the data that become 

categories of focus. 

3. Collect data that provide many incidents of the categories of focus with an eye 

to seeing the diversity of the dimensions under the categories. 

4. Write about the categories you are exploring, attempting to describe and 

account for all the incidents you have in your data while continually searching 

for new incidents. 

5. Work with the data and emerging model to discover basic social processes and 

relationships. 

6. Engage in sampling, coding, and writing as the analysis focuses on the core 

categories (p. 74). 

Additionally, it is noted that while these steps explain the process of the constant 

comparative method, "what has just been described goes on all at once, and the analysis 

keeps doubling back to more data collection and coding" (Bogdan & Biklen, 1992, p. 74). 

Conclusion 

The analyzed data were used to construct the case studies of the two students who 

participated in this investigation. The personal case studies contain the perspectives of 

the student, his teacher, and his parents. However, it is also my own attempt, as the 

researcher, to make sense of what I have teamed (Denzin & Lincoln, 1994). The 
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following two chapters will introduce the reader to the two students involved in this 

research and provide specific examples of each of their strategy usage and perceptions of 

reading. 
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CHAPTER IV 

DOUG: A READER WITH EXPECTATIONS 

This chapter introduces you to Doug, an 11-year-old middle school student with a 

profound, bilateral, sensorinueral hearing loss. The chapter is divided into two sections. 

Section I will provide background information about Doug's family and birth history, his 

audiological history, and his academic history. Next, Doug's current language and 

literacy competencies will be described. Section II of this chapter will provide a 

description of the reading comprehension strategies Doug uses to comprehend the written 

text. 

Section I: Background Information 

Section I will provide background information about Doug's life. Relevant 

historical information about his family, audiological records, and academic history will be 

described. The purpose of this information is to help the reader understand where Doug 

has been, is currently, and where he is heading academically. With this information, the 

reader will be prepared for section II which describes the reading strategies Doug is 

cunently using to understand the written text. Data provided in section I were primarily 

obtained from an interview with Doug's mother and from his academic school records. 

Jan Murdoch, his current teacher, provided most of the information about his current 

literacy levels. Finally, Doug himself was instrumental in providing some of his own 

history and current literacy levels. 
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Doug's Family and Birth History 

Doug is an 11-year-old middle school student. Doug is the third of three children 

in his family. He has an older sister and an older brother. He currently lives with his 

biological parents and siblings. He is the only member of his family who has a hearing 

loss. Doug has not been diagnosed with any other disability that may impact his 

educational opportunities and, according to a psychoeducational evaluation conducted in 

1996, Doug demonstrated normal intelligence. The primary language used at home is 

spoken and written English and an English-based sign language system. 

According to Doug's mother, there is nothing from his birth history or family 

genetics that would have signaled a potential hearing loss. Doug's parents suspected the 

hearing loss at 3 months; however, he was not officially diagnosed until he was 2 1/2 

years old. The cause of the loss remains unknown. 

Doug's Audiological History 

Doug has a profound, bilateral, sensorinueral hearing loss. He consistently wears 

two Phonak hearing aids at full volume. Although Doug has a profound hearing loss 

greater than 100 dB in both ears, the audiologist conducting his most recent audiological 

evaluation stated that "he [Doug] makes very good use of his limited hearing." With the 

hearing aids, his hearing ability is greatly increased to a moderate to severe level—in the 

mid frequencies (250-2000 Hz). Doug's hearing loss has remained consistent throughout 

the past several years. A recent audiological exam conducted in March, 1997, confirmed 

Doug's current hearing levels. 
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Doug's Academic History 

Doug has benefited firom a rich and varied academic career that began as soon as 

the hearing loss was identified. At that time, Doug began a home-based outreach 

program for children with hearing loss at the Center for Hearing hnpaired Children 

located within the School for the Deaf (SFD). From there he enrolled in the center-based 

preschool program and finally attended kindergarten through elementary school at the 

campus of the SFD. In his first grade year, Doug was invited to participate in a pilot 

literacy program at SFD. In this program, there were two teachers, one deaf and one 

hearing, who focused on the development of English literacy skills, and on the 

development of American Sign Language literacy skills. The actual methods and 

materials used in this program are not contained within the academic files, and such a 

program no longer exists at the school. However, anecdotal records from subsequent 

teachers indicate that Doug's use and understanding of ASL greatly increased as a result 

of this program. 

During the course of this investigation he was matriculated as a sixth-grade 

student in the middle school program at SFD. Academic reports from Doug's teachers 

throughout the years were generally positive and showed his growth and improvement in 

language use, reading, writing, and academic areas. 
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Reading 

hi kindergarten, Doug's teacher indicated that he had "really taken off in reading 

and creative writing." At the conclusion of his fifth grade year, his teacher indicated that; 

Doug is a reader who has learned to expect reading material to make sense. He 

utilizes a variety of strategies to decipher the meanings of new words: making a 

picture in his head, rereading for clarification, confirming and adapting 

predictions, sounding out the words. He is using visualization techniques and is 

always willing to share his understanding of new passages. He has made good 

progress this year in both sight word vocabulary and reading comprehension. 

Technical vocabulary continues to be a priority for Doug. He truly enjoys reading 

and is able to increase his general knowledge fi'om independent reading. 

(Personal interview, May, 13, 1999) 

Long- and short-term literacy and language goals written for Doug during his 

elementary years are contained within his Individual Education Program files. These 

goals generally reflect the progress he made in the previous year as well as the individual 

focus of the teaching curriculum for the upcoming academic year. At the conclusion of 

his fourth grade year, it was reconmiended that the teacher continue to develop Doug's 

reading skills "solidly within a fourth grade level." The goals were based on teacher 

observations, informal reading inventories, and formal tests. Commenting on Doug's 

performance on the Test of Syntactic Abilities, his fifth grade teacher indicated that "as 

Doug has improved in his reading ability, his awareness of the EngUsh language [has] 

also improved." 
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Writing 

Although his teachers have consistently praised his writing skills, Doug's written 

language ability does not seem to have been commensurate with his reading ability in the 

past nor at present. At the conclusion of his fifth grade year, his teacher indicated in his 

written report card that: 

Doug uses the writing process in the classroom. He uses a variety of pre-writing 

strategies. He adds new ideas and expands upon his writing after conferencing. 

Doug seems very comfortable expressing himself through writing and sharing his 

work with his peers. He uses English well and enjoys using new vocabulary 

within his work. 

However, she also indicated that results from the IDEA proficiency writing test indicated 

that although his writing content was expressive, he did not use appropriate English 

syntactical structures that one would expect of a student his age. Further explanation 

indicated that Doug was able to express his thoughts on a topic using "mostly" complete 

thoughts and in English word order; however, he only used some complex sentence 

structures and some appropriate verb tenses. Educational goals in this area included self-

editing for verb tenses, noun-verb agreement, paragraph construction, and support of the 

main idea in a narrative. 

Summary 

Considering the moderately delayed diagnosis of Doug's hearing loss and the fact 

that his parents were at that time unable to communicate with him in a visual language, it 

seemed interesting to investigate Doug's reading abilities and the strategies he uses to 
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comprehend a printed English text. Doug did not seem to fit the stereotypical student 

with a profound hearing loss in that he seemed to be reading at or near grade level. 

Similarly, he had a good command of American Sign Language, both expressively and 

receptively, and he also was able to understand Signed English. Doug's writing 

competence seemed relatively low when compared to his reading ability. He seemed to 

understand how to compose a piece of writing through the writing process and possessed 

the ability to put his ideas on paper; however, he struggled with English syntax, grammar, 

and spelling. 

Although language, reading, and writing are complex, intertwined processes, this 

study focuses more on reading than on writing and language use. As Doug's language 

use and writing competencies overlap with his reading strategies, these will be discussed 

and analyzed. 

Current Language and Literacy Competency 

The previous section described Doug's academic, audiological, and family 

histories. This section provides a detailed account of his current language and literacy 

competencies. This information was obtained from current school progress reports, 

teacher-, parent-, and self-reports, and classroom observations. 

Language Use 

This section will provide an overview of Doug's current language use at school 

and at home. Doug uses sign language as his primary mode of communication. 

However, he occasionally vocalizes simultaneously while signing. His choice of mode of 

communication seems to be directly influenced by the signing skill of his conununication 
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partner. This is consistent with research which has investigated language contact in the 

American Deaf community (Lane et al., 1996; Lucas & Valli, 1992). 

At Home 

In a formal interview, Doug's mother reported that everyone who lives with Doug 

has some knowledge of sign language, though the skill level of each varies greatly, and 

that often she serves as the interpreter for family members. Speaking of the family's 

signing abilities she stated, "some [sign] better than others ... depends on what kind of 

mood they are in, especially now that they are teenagers ... My husband is not the most 

terrific signer. Everyone kind of relies on Mom." 

Doug's parents chose to use an English-based sign language system when they 

discovered his dea&ess. His mother explained, 

I wanted him to have the sign language that was readily compatible with English. 

Because I knew that he was going to have to write it and I wanted it right there. I 

wanted the "is's" in there, the "the's," the "but's," the "too's." I wanted them in 

there because I figured that it would give him a good basis. 

In school, Doug participated in the pilot language class and was introduced to 

American Sign Language (ASL). His mother recounts that because of this experience, 

she allowed Doug to begin using ASL at home even though she still believed in the 

EngUsh-based sign system: "I would have stayed with the signed English except I realized 

that culturally he needed the ASL to put him better in the [deaf] community and 

everything else." Doug's mother feels that he is able to code switch easily between 

English-based signs and ASL: "Doug has always been real good at transferring. He can 
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sign ASL here [school] all day long and go home and sign English with me." 

Additionally, his mother reported that Doug habitually uses speech to support his signs at 

home. 

In the Classroom 

Currently, Doug uses a combination of ASL and English-based signs to 

communicate with others. Observing Doug in a classroom with a deaf instructor, I 

noticed that he did not attempt to use any speech or spoken language. When he 

transferred to the classroom with a hearing teacher, however, he began to vocalize in 

addition to signing. While working with me, Doug seldom used his voice or any 

intelligible English speech. Since I am a competent signer, this was not a problem; nor 

did I expect him to use his voice/speech. While reading for the miscue analysis, Doug 

usually read without vocalizations, although he regularly utilized mouth movements that 

often approximated spoken English phonemes, words, and phrases. 

The extent of Doug's expressive (ASL) language vocabulary is noteworthy. His 

teacher reported that he has "a wonderful vocabulary for a kid his age and for as deaf as 

he [is]." She was impressed with his ability to describe the meaning of words by coming 

up "with the most beautiful definition." 

Doug seems to understand the differences in sign systems and uses three main 

systems to communicate with others: American Sign Language (ASL), Pidgin Signed 

English (PSE), and Manually Coded English (MCE). His early introduction to MCE at 

home and to ASL at school has facilitated his ability to code switch between the systems 
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and languages. My observations of Doug indicated that he used PSE more than MCE or 

ASL, especially with reading. 

Reading 

When he was younger, Doug's mother reported through a formal interview that 

she often read to Doug using Signed English. She didn't recall anything extraordinary 

that occurred in his life when he was learning to read, except that he has "always been 

inquisitive" and seems to have a "natural ability" for learning. 

Doug indicated to me during a formal interview that he started reading when 

attending preschool. He commented that at that time "it [reading] was really easy." He 

also indicated that when there were "a lot of things I didn't understand, I'd ask the 

teacher." Doug indicated that reading had been pretty easy for him all through elementary 

school too, "but when I went to middle school it was harder." When I asked Doug if 

reading was hard or easy for him, his answer was perfect. He said, "both—it's easy to 

understand books, but hard to think about the vocabulary." 

Doug associates reading with the ability to recall vocabulary words. Several times 

in our interviews he indicated books were hard or easy depending on their vocabulary, 

good readers knew a lot of vocabulary words, and reading was sometimes hard for him 

"because I don't know a lot of words, or I learn words and forget them." He did, 

however, identify himself as a good reader and mentioned that his teacher "brags about 

[him] sometimes." He also admitted he would become a better reader "because as you 

get older you learn more words and you get harder things to read." 
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Jan Murdoch, Doug's current teacher, also mentioned vocabulary as an important 

aspect of reading for Doug in his most recent progress report. After praising Doug for the 

leap he had made in reading comprehension over the past S months, she stated, "His 

vocabulary is somewhat behind, but it should be noted that the vocabulary is testing in 

isolation and Doug depends on the content for meaning." 

In a formal interview, Doug stated he understood the importance of learning to 

read and being a good reader for his future. He indicated he wanted to become a better 

reader because "in the future I will need to be able to read at work. If you don't, you'll be 

fired." He also commented he wanted to go to college, and knew he would need to 

become a better reader in order to graduate form college. 

At the end of his 5"^ grade year in April, 1996, Doug participated in the Stanford 

Achievement Testing * Hearing-Impaired Version (SAT*HI). Scores from the reading 

section of his test indicated that his word reading/vocabulary level was a grade 

equivalency of 4.7, and his reading comprehension was a grade equivalency of 4.8. 

Additionally, Doug was given the Gates-Maginitie Reading Assessment in November, 

1996 and again in April, 1997. His scores significantly improved during this period of 

time: Vocabulary from a grade equivalency of 4.4 to 5.3, Comprehension from a grade 

equivalency of 5.6 to 7.0. His teacher commented that it was the greatest gain she had 

ever seen in such a short amount of time, but that the second administration of the Gates-

Maginitie test seemed to reflect a more accurate reading level than the first 

admim'stration. Doug was also aware of the gains he made on the test and commented it 

was "because I'm learning more vocabulary. I study and sometimes I read at home." 



During a formal interview, Doug's teacher admitted, "he is farther along, for his 

age, than any deaf child I have ever taught." She was impressed with the repertoire of 

strategies that he seemed to possess and use. She noted that his deficiencies were in 

English, not in his ability to comprehend the text. She indicated "he has in his mind what 

he wants to read... he knows what he likes, and he knows the genres that appeal to 

him." 

Pnor to asking Doug to read with me in his language arts classroom, I observed 

his reading behaviors for nine weeks. At the middle school level, language arts courses 

encompass two back-to-back class periods. For Doug, these were the first two periods of 

the day. Halfway through my study, Doug and one of his classmates were transferred to a 

new language arts block. This occurred because of an infiux of new students to the SFD 

campus at the middle and high school levels. At first, I worried that this change would 

interrupt my observations of Doug, but it did not. Further, there were various 

serendipitous results which were directly connected to observing Doug in two different 

settings. It was interesting to observe Doug's interactions with the two instructors, one 

who was deaf and one who was hearing. It was also informative to observe how Doug 

responded to the unique teaching styles of the two teachers. 

As a student, Doug was compliant and followed the teacher's directions without 

delay. In his initial language arts class, his teacher was deaf, and all directions and 

discussion occurred in sign language without speech, hi the second language arts 

classroom, the teacher was hearing, and all directions and discussions occurred in sign 

language with accompanying speech. Doug responded well to both these environments 
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and appropriately completed the requirements. Doug was generally "on-task" during the 

class periods, completing his assigimients and performing the tasks required of him. His 

homework was usually completed when he arrived to school in the morning, and he 

seemed to understand the routines that had been established in each of the classrooms. 

Both of his language arts teachers commented that Doug was a good student. 

Doug had a friend in his class, and the two of them often worked together 

sometimes leading to academic rivalry. They repeatedly compared progress with one 

another; how many pages they had written, or read, what score they earned on the spelling 

test, and how much they had finished on the computer assignments. This rivahy seemed 

to have positive outcomes for both boys. They appeared to enjoy working together, 

helping one another, and often found new ways to study together. 

Independent Reading at Home 

On several occasions the teachers asked the students if they read at home. Doug, 

along with the other students, always responded that they didn't read at home because it 

was boring, and it was more fun to play sports or video games. After winter break, the 

teacher asked if anyone had read a book while they were not in school. Doug indicated 

that he had, but that it had put him to sleep. The teacher tried to inquire more about what 

they had read, but the students were not interested in discussing outside reading. I was 

beginning to suspect that Doug didn't read often at home. 

Then, one morning I observed Doug looking at something in his backpack, trying 

to keep it out of sight. Finally, though he struggled to keep it hidden, a novel soon 

emerged from his backpack. He began to tell his friend about the book, but 
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simultaneously the bell rang, indicating the start of first period. The teacher told the 

students to put everything away and to get ready for the morning. Doug did not put the 

book in his backpack, but rather inside of the coat he was wearing, where it remained 

throughout the first period. At the end of the first period, he took ofThis coat and put the 

book into his backpack. It seemed as if he wanted to look at the book again and kept it 

close to him, in case he found time or an opportunity to look at it again. However, after 

the first period he realized he would not have time to look at the book again. I wondered 

why he had brought it from home and when he planned to read it: perhaps on the bus, 

riding to and from school, perhaps at lunch time, or perhaps he had a class time which 

allowed him the opportunity to read the book later in the day. Whatever the motivation 

for bringing it to school, I was intrigued that he had a book and that he wanted to share it 

with his fnend. Unfortunately, the opportunity to share it with his classmate did not come 

while I was present. 

During our first interview I asked Doug about his reading habits. He was able to 

tell me the titles of several books that he had recently read, Garfield and Fear Street. He 

told me that he liked scary stories; however, he indicated that he really did not like to read 

and preferred to play games or watch television. Discussing reading, he said, "Well, I 

like it, and I hate it. I like it in the summer because Tm bored. I like to do things like 

play Nintendo and basketball. But during school when I have to read, I don't like it." We 

then discussed that school reading is really just homework. His mom also commented 

that he often tries to get out of reading books that come home &om school as homework, 

but seldom complains about reading when it is something that he wants to read. 
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Recently, he has been complaining more about reading, and his mom thinks he may need 

new glasses. This was not followed up on during the course of this investigation. 

During our second interview, Doug and I discussed going to the library. Doug 

indicated he only goes to the library "if necessary." However, during an interview with 

his mom, she indicated whenever he wants to know something, he asks if they can go to 

the library, and "he and his dad go to the library all the time." One example that recently 

took place was when Doug's dog died. His parents had told him that he could get a new 

one for his birthday, so he immediately wanted to go to the library and check out books to 

decide which kind of dog he wanted to get. It seems that Doug thinks of the school 

library as school work, while he thinks of the public library as a place to access 

information. 

Doug explained that he does not often read magazines or the newspaper, although 

he acknowledged that he enjoys reading the sports section. His mom mentioned that 

Doug has a subscription to National Geographic Junior, and often "picks up his dad's 

hunting magazines and reads those and the books firom his Nintendo games." 

One final area of reading at home is Closed Captioning on the television. Doug's 

mom indicated that he watches a lot of television, and the captioning is always on. "If he 

sees something on the captioning machine that he doesn't understand, he'll say, 'What 

was that?' He'll stop immediately, 'What was that word?"' His teacher also indicated 

"he has probably benefited firom the captioning since early time." hiterestingly, when I 

asked Doug about reading while he watched television, he told me that he did not read 
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while he watched television. I am sure that watching the captions for him has become 

automatic, not something he actively thinks about. 

Reading in the Classroom 

This section will describe Doug's reading behaviors in the classroom. Two 

subcategorizes will be discussed, assigned reading and independent reading. These 

conunents come directly from my observations of Doug in the classroom for 5 months. 

Assigned reading. In the classroom setting, I often observed Doug reading silently 

from the assigned text. It was interesting to watch him read and witness the 

transformation that occurred from the time he began until he closed the book, as he 

became involved in what he was reading. This was particularly noticeable one day when 

all of the students in the classroom were working on individual projects. Some of the 

students were reading, others were completing missed assignments, and others were 

composing and editing stories on the computers. Doug was asked to read the next 

chapters in his assigned trade book. Stone Fox. As he began reading, he often looked 

around the room, watching the other students and occasionally talking with them about 

their assigned work. After a few minutes, Doug did not look up anymore. He shifted 

slightly in his desk and physically arranged himself in a more comfortable position. Then 

for the next 20 minutes he completely immersed himself in the book, with only his eyes 

moving as an indication he was reading. During that time, several students conferenced 

with the teacher, and some left the room. None of these events nor their movements, 

though potentially distracting for a visual student, seemed to interfere with his reading. 

When he finally looked up, he discovered that he was the only student left in the room. 
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At this point, he paused long enough to inquire of the teacher where everyone had gone 

and then went back to reading until the bell rang, indicating the end of the second period. 

On another occasion, a teacher was absent from school so her students joined 

Doug's class for the first two periods. These additional students were in a higher grade, 

but were working on activities similar to those of Doug and his classmates. However, the 

additional students and lack of space presented a unique situation for behavior 

management. It was interesting to observe Doug during this time, bi the first period, 

Doug was assigned to work on spelling and vocabulary words. He played around with 

the other boys, teasing and laughing. Little was accomplished on any of their work until 

the instructor informed the boys that they should begin reading their respective books. 

All of the students got their books from their backpacks and opened them. However, they 

did not settle down and continued to play around, poking and teasing each other. Doug, 

within a few minutes, became absorbed in the book and began reading without regard for 

the other students. If they physically bothered him, he did respond momentarily, but he 

no longer responded to their signing, jokes, or teasing. Even when they were moving 

around the room, Doug remained focused and seemed interested in and motivated to read. 

Doug's teacher has noticed the manner in which Doug seems to immerse himself 

in the books that he is reading. She indicated "He just seemed so engrossed, like he had a 

shell around him, and that he was truly trying to get the meaning out of it." 

Self-selected reading. Although Doug was often observed reading assigned 

materials in the classroom, there was only one occasion where I observed that he read a 

self-selected book. This was near the final days of school when the teacher had asked the 
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students to help her box up all of the books she had on her shelves. As Doug was 

helping, he stopped and began to read a portion from one of the books he was packing. 

Soon he sat down on a soft chair and spent the rest of the class period reading the book. 

When the bell rang, he put it in the box, gathered his backpack and school supplies, and 

left. I wondered if he would ever read that book again, and why he had stopped packing 

books to read that particular one. What was the motivation for reading that book? 

Writing 

Doug's writing skills are not as developed as his reading skills. He demonstrated 

the ability to write for a variety of purposes, but did not demonstrate sophisticated writing 

skills during classroom writing assignments. Doug did not seem to mind writing 

assignments, but preferred to complete them on the computer. As he was completing a 

computer draft, Doug spent a considerable amount of time choosing the font for his 

paper. The following two sections describe more completely his writing abilities at home 

and at school. 

Independent Writing at Home 

During a formal interview, Doug's mother reported Doug writes at home for a 

variety of purposes, including as the primary mode of communication when his 

communication partner does not use sign language. Doug "writes with his dad all the 

time" and with his grandparents. Doug's mom indicated he tries to sign with a person 

first, "but if they don't understand him, or if he can't get across to them, then its pencil 

and paper." Additionally, Doug's mom indicated she encourages him to write letters to 

family members who live far away. 
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During our first interview, Doug also indicated he often writes at home for a 

variety of purposes. He indicated he likes to use the computer to write or to edit when he 

has written a story, but that he does not to like to write by hand "because it makes my 

hands tired." Stories that Doug has written on the computer usually center around 

hunting. This topic connects to the materials that his mother reported are generally found 

in the magazines and books in their home. 

Writing in the Classroom 

Reading and writing were inseparable in Doug's classroom experiences. Daily he 

engaged in exercises that required him to use reading and writing. Samples of Doug's 

writing abilities indicated he was able to write his ideas, but had difficulty with English 

grammar, syntax, spelling, and punctuation. His teacher indicated "his ideas [for writing] 

are par with his reading," but he does have some problems with English and just needs to 

"iron out little granunatical things. Its remediation, its a reminder, its editing stuff, and it 

ruins his writing a little bit, but his ideas are very much on par with his reading level." 

Assigned writing. Doug's teacher, Jan, indicated that Doug often uses new 

vocabulary and grammar structures in his own writing after he has encountered them in a 

reading text. After reading Call of the Wild, she required the class to write a detailed 

summary of the book. Speaking of Doug's summary, she stated: 

His ability to remember the sequence, his ability to express, the way he expressed 

some of the things weren't your basic sentences, they were things he had learned 

firom Jack London, the way Jack London expressed it. And then he used those 

things in his own writing, the way to express it... to show you some of the dog 
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fights, [he wrote] 'he circled, the huskies closed in on/ It wasn't 'the huskies 

killed Curley,' but 'they closed in and ate him.' 

During a formal interview, Doug's teacher attested "when he learns those new 

vocabulary words, he loves to use them. When he writes, he will add several of the new 

words." She further indicated Doug is "the type of kid who learns writing skills from 

reading." 

Doug's teacher used a computer program, ASPECTS, as a chat group for talking 

about books. One day I joined the class in their computer chat group discussion of the 

book Call of the Wild. The teacher asked the students comprehension and factual 

questions from the story by typing the questions onto the screen. Each of us was able to 

read the comments and questions the other individuals were writing. The students typed 

their answers to the teachers questions, as well as commented on parts of the book. 

Examples from Doug's writing illustrate his strengths and weaknesses as a writer. These 

examples also demonstrate his ability to answer questions, state his point, and show his 

weakness with English grammar. In answer to the teacher's question, "Of all the people 

who owned Buck, which one was his favorite?," Doug responded, "John is his favorite 

because he always plav with him and show his love to Buck." The teacher reminded 

Doug to use the past tense because the story happened in the past, so he corrected his 

sentence to read, "John was his favorite because he always olaved and showed his love to 

Buck." 

During these writing activities, Doug's teacher rarely corrected his writing, but, 

rather, reminded Doug to use a specific tense or to think about punctuation and spelling. 
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Generally, with these simple reminders, Doug was able to self-correct and edit his own 

work. Furthermore, Doug's teacher seldom commented on his thoughts. Even though his 

sentences were not always grammatically correct, he didn't seem to have difficulty 

expressing his thoughts in complete and coherent phrases. 

Self-selected writing. Doug was not observed writing in his classroom for 

purposes other than assigned topics or tasks. However, on one occasion, when the 

students had finished their assigned writing, Doug and his classmates played a game (The 

Oregon Trail) on the computer that required them to communicate with one other through 

writing. Each person was responsible for making decisions based on the decisions that 

others made. The computers were networked together, allowing students to communicate 

with each other through writing, while playing the game. In fact, the only communication 

that took place was through typing questions and answers to each other and then 

determining the course the individual would take. Doug seemed to enjoy making 

decisions and then responding to the other members of his group. However, this writing 

often consisted of brief, fragmented sentences or one-word responses. It is doubtful this 

activity completely reflects his writing skills or abilities. 

Summary 

Doug is a bright student who has surpassed predictions suggested by the statistics 

which state students who are deaf or hard of hearing rarely achieve above a fourth-grade 

reading level. Though his writing ability is more limited in conventionality, grammar, 

and content than his reading ability, he is interested in reading and writing and uses both 
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on a daily basis, at school, at home, and for conmiunication with Mends and family 

members who do not use sign language. 

Section 11: Reading Strategies 

In this section, I describe the strategies Doug used most often to comprehend a 

written text. These were gathered from observations; student, teacher and parent 

interviews; and miscue analysis. Each of these data sources, as previously described in 

Chapter m, provided information about the strategies Doug used to comprehend the 

written English text. Furthermore, each data source supported the others in verifying that 

the reading strategies were successful for Doug, enabling him to comprehend the text. 

I observed Doug in a variety of classroom activities that involved reading and 

writing. He was always willing to share with me what he was doing, from first draft to 

final paper. Most of the reading activities I observed were his silent reading 

engagements; therefore, I was not often able to identify his oral reading behaviors or to 

document his miscues. 

Doug was observed using a variety of strategies to understand and comprehend 

written texts including: trade books, school textbooks, newspapers, worksheets, and 

reference books. The majority of the texts I observed Doug read were trade books. The 

middle school language arts curriculum uses real literature, rather than a basal reading 

series for reading instruction. Jan Murdoch often required the students to conduct 

research connected to the trade books they were reading. For example, while the students 

were reading The Call of the Wild, they were simultaneously engaged in research on the 

Klondike gold rush. Jan encouraged them to use resources such as: encyclopedias, an 
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atlas, dictionaries, and reference books. She also made a variety of textbooks available 

when appropriate. 

Additionally, both middle school language arts teachers received the morning city 

newspaper and left it on a table in the classroom where the students were allowed to look 

at it before class, during class breaks, and during class change intervals. The students 

were eager to read the sports pages of the newspaper as the local university basketball 

team was achieving national attention for their athletic performance. Doug frequently 

joined the other students as they read about the basketball team and commented on the 

games. Doug played basketball on the middle school team, so he was interested in 

reading about basketball in the newspaper. This interest in basketball was heightened 

when the middle school students were invited to watch the university team play. 

Many of the reading comprehension strategies Doug used corresponded to 

teaching strategies facilitated and encouraged by the teachers. Others seemed to come 

directly from Doug's own repertoire of strategies. For example, both middle school 

language arts teachers encouraged the students to continue reading when they came to 

something unfamiliar, and then to use a dictionary to look up the words at a later time. 

On the other hand, neither teacher taught the students to visuah'ze the scene or to use ASL 

as a reading strategy. 

Interviews conducted with Doug's classroom teacher were very beneficial in 

corroborating the other data sources. The interview with his mother yielded less 

information about his current abilities, but more information about his early literacy 

behaviors. The interviews with Doug provided an abundance of quality^ information as he 
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discussed reading, his abilities, and strategies. Doug was able to identify strategies he 

used while reading to comprehend a written text. He was also able to describe which 

strategies were most useful for him and when he used a particular strategy, stating: "If 

you are reading and don't understand a word, you should look it up in a dictionary or ask 

someone, [you should] be careful when you're reading, envision when you're reading, 

and think." He also indicated the three strategies he believes are important are "envision, 

dictionary, [and] read it again." 

In the following sections, I describe the reading comprehension strategies Doug 

used most often as noted from observations, teacher and student interviews, and miscue 

analysis. These strategies are noted in Table 8. Although many strategies span the entire 

reading process, the reading strategies used by Doug have been divided into three 

categories: predicting, sampling, and confirming (Y. Goodman et al., 1987; Y. Goodman 

et al., 1996; Weaver, 1994). Y. Goodman and her colleagues (1996) have explained: 

"Readers use their purposes, language proficiency, and knowledge about the world to 

sample the printed material, to infer aspects of the meaning of the text, to answer self-

posed questions, and simultaneously to make tentative predictions..(p. 3). Weaver 

(1994) adds, "At one and the same time, we are sampling new graph/phonemic cues, 

confirming or correcting what we've Just read, and making predications about is to 

follow" (p. 134). 
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Table 8 

Summary of Doug's Reading Comprehension Strateeies 

Predicting Strategies Sampling Strategies Confirming Strategies 

Guesses at the meaning of Uses context clues Envisions the big picture 

words Reads passage again Translates from EngUsh 

Connects to background Skips words to ASL 

knowledge Thinks 

Fingerspells 

Predicting Strategies 

Weaver (1994) provides an overview of how readers use predicting strategies, 

stating: 

In order to understand some of this complexity, it may help, temporarily, to think 

of reading as a matter of identifying words. In order to identify a word, proficient 

readers first use syntactic and semantic knowledge and cues to predict what is 

coming next. We do not necessarily predict a specific word, but at least we 

subconsciously narrow down the possibilities ... After mentally restricting the 

possibilities, we normally look at the word itself—that is, we use grapho/phonemic 

cues. (p. 133-134) 

Y. Goodman et al. (1996) suggest that "informed predictions are based on 

inferences. Inferring and predicting are not trial and error phenomena; these natural 

reading strategies are based on knowledge and background experiences" (p. S) 
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Guess at Word N/feanfnp 

Doug made use of the context, background knowledge, prior experiences, and the 

grapho/phonemic similarities to guess the meaning of unfamiliar words in a text. He was 

not always successful in his attempt to guess the meaning of the word, but this strategy is 

developing more as his confidence in reading more complex materials continues to 

increase. 

Observations. Doug was observed making predictions for vocabulary in the texts 

on several different occasions. These were most noted on the word level when Doug was 

working with his peers and writing definitions for the vocabulary or sentences using the 

new vocabulary. The teachers often encouraged the students to guess at the meaning of 

the words. Doug incorporated this concept into his own repertoire when he talked about 

defining words without the use of the dictionary. 

On several occasions I observed Doug guess at a word meaning and attempt to 

explain his rationale for making that decision. This occurred primarily when Doug was 

assigned new vocabulary when beginning a new text, every 2 or 3 weeks. While working 

together on a vocabulary exercise, Doug and his partner took turns guessing at the 

meaning of words before they looked them up in the dictionary or asked the teacher. 

With each word, Doug would explain his basis for guessing the definition: from a picture 

in the book, from the context of the story, or from the root or another part of the word 

itself. Though his guesses were not always correct, he provided valid reasons for his 

predictions. 
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One day, Doug and a classmate were independently reading from their required 

text. One student encountered a word that was unfamiliar to him. He asked Doug if he 

knew the meaning of the phrase, "Red-Headed League." Doug paused bnefly and 

answered, "it's the way his hair became red." Though incorrect in the definition, this 

guess was appropriate based on the context of the story and the part that Doug was 

currently reading. 

One of Doug's teachers, Jan Murdoch, encouraged the students to guess at the 

meaning of new vocabulary words when they were presented in sentences on a sheet of 

paper. On one occasion the teacher presented common words the students knew, but in a 

different context. For example, one of the words was nm. The students knew this word 

in context as the verb indicating the action of running. However, she presented it as a 

noun in the sentence, "The dogs had the run of the place," and asked the students to guess 

at the meaning of the sentence. She worked with the students, joined in their discussions 

of what the sentences meant, and encouraged their thinking. 

Additionally, Jan Murdoch encouraged the students to guess at the meaning of the 

new vocabulary words by substituting a word in place of the word they did not know. 

She used the term "synonym" frequently and encouraged the students to use synonyms 

when writing definitions of words. 

Interviews. Doug, during our interviews, did not mention guessing at words as a 

specific strategy that he used. However, in each of the three interviews he referred to 

techniques that are associated with guessing and predicting as strategies that he uses. For 

example, in the first interview he indicated that when he doesn't know a word, he tries to 
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figure it out. la the second interview, he talked about using the dictionary to confirm his 

answers on homework to identify word meanings. 

During an infonnal interview, Doug's teacher (Jan Murdoch) stated she 

encouraged the students to guess at the meaning of the word by using the context and 

substituting a word that makes sense. I also observed her urging the students to guess at 

the meaning of a word before they used the dictionary. Jan also stated, during a fomial 

interview that she teaches the students to look for clues which will help them to guess the 

meaning of the word and then asks them which clues helped them derive the meaning. 

She further indicated that Doug is able to do this by substituting a new word in place of a 

vocabulary word with which he is unfamiliar. She remarked that Doug understands 

synonyms and is often able to come up with an appropriate word. Jan further explained, 

"I have struggled with other kids, you know, if it's a noun, then you have to use a noun; if 

a function, then how does it function, or something like that. But he [Doug] just innately, 

or maybe he has been taught, but he just comes up with the most beautiful ways and 

definitions." 

Miscue Analvsis. Retellings of the stories used in miscue analysis supported 

Doug's use of guessing at the meaning of the word lexicon as a strategy to comprehend 

the written English text as demonstrated by the following examples. As these examples 

show, Doug often used fingerspelling as a placeholder, but guessed at the meaning of the 

word and accurately reflected this through retelling of the story. Markings used in the 

miscue codings are a combination of the VISTA Transcriptioa system (Lentz et al., 1988) 

and conventional miscue markings (Goodman et al., 1987). A summary of the individual 
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miscue markings and VISTA transcriptions that appear in the miscue column are located 

in Appendix D. 

Story 

Line Number Miscue Comments 

I In this complex miscue, Doug 
and 

0918 show@ his wife. She combined two sentences, leaving 

2. fs aghast both syntactically and semantically 
L fs a 

was aghast. acceptable in PSE. He 

fingerspelled "aghast," which only 

occurred once in the text. In the 

retelling of this story I asked Doug 

about this miscue. He replied he 

did not know the word "aghast" so 

he fingerspelled it, but he thought 

it meant excited or surprised. 
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2 This sentence is not acceptable in 
fs fs fs fs soft fs 

1601 Zeus was tended by gentle nymphs English, PSE or ASL. It was the 

fs take-care fs first sentence in the story, and 
and was nursed by^)fairy goat 

first sentence in the story, and 
and was nursed by^)fairy goat 

Doug fingerspelled most of the 
fs 

Amaltheia. words. The miscue that indicates 

his use of guessing at the meaning 

is nymphs. He fingerspelled the 

word each time it occurred 

throughout the text. During the 

retelling I asked Doug what the 

word meant. He responded, "I 

don't know their name. They're 

people of the God, his people, or 

children, I think." He really made 

a good guess at the meaning of the 

word nymph. 
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3 

6601 
fi 

^^girldri>^|^^oldblue sedan 

fs fs # SENIOR 
was a senior al(^high school 

Thou^ Doug omitted words and 

fingerspelled two words in this 

sentence, it is syntactically and 

semantically correct in PSE. 

Insertion of the sign SENIOR at 

the end of the sentence indicted he 

figured out the meaning of a word 

he previously fingerspelled. 

Additionally, in his retelling, Doug 

indicated the girl was driving a car, 

but he did not know what kind. 

Then he fingerspelled "SEDAN." 

He was not familiar with the type, 

but recognized sedan as a kind of 

car. 

Connect to Background tCnowledee 

Y. Goodman et al. (1996) suggest all of the "natural reading strategies are based 

on knowledge and background experiences" (p. 5). Experiences with books, print, 

genres, and story structures combined with a student's own personal life adventures, 

learning, and language provide the basis for creating meaning and interacting with a text. 
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It is one of the ways in which students are able to ask and answer the question: Does this 

make sense? 

Observations. From daily observations of Doug interacting with his peers during 

reading, I concluded that Doug is able to use his background knowledge to help him 

predict at both the word and semantic level. On one occasion Doug was working with his 

classmate defining new vocabulary words from the story they had just read. They took 

turns quizzing each other for the meaning. Doug asked his partner what the word 

"massive" meant. The partner looked up the word in the dictionary and miscued while 

reading the definition, signing "WONDERFUL" rather than "huge." At that point Doug 

instructed the partner that he "needed to connect the definition to the meaning in the 

book." Doug was not aware that his partner had miscued while reading the definition, but 

he was aware that the partner had not thought about how that definition could have fit 

with the way the word was used in the context of the book. 

While reading a passage from his reading book, Doug encountered the word 

"safe." He was instructed to write the definition of the word when he fim'shed reading the 

selection. He wrote, "a strong box." His teacher reviewed the vocabulary with him when 

he finished all of the words. She asked him how he knew that particular word. He 

responded that he "borrowed 'strong box' from the book Stone Fox." a book he read a 

few weeks previously. 

When the students began reading The Call of the Wild, the teacher introduced the 

book by inviting the students to peruse books written about the gold rush, the state of 

California, and Canada. While looking through one of the books, Doug noted the word 
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"dog sleds." He immediately began to share his personal experiences with dogs, in 

addition to information he knew about work dogs and sled dogs. Throughout the time the 

class read this book, Doug was able to share with the class many more facts about the 

dogs and pertinent information related to the book. 

Another example from this same book occurred a few days later after they had 

actually begun reading The Call of the Wild. The setting of the book begins during the 

1940s in San Francisco, California, hnmediately upon reading that, Doug excitedly told 

the class that there was a football team called the San Francisco 49'ers. The teacher was 

able to help Doug understand how that was related to what they were reading, while 

validating how it related to his own personal life. 

Additionally, Doug was often observed interacting with his peers while reading a 

text, discussing what they were reading and what it meant to them individually. On one 

specific occasion, a classroom peer shared a sentence from the book Stone Fox with 

Doug. After reading the sentence silently, Doug proceeded to tell his friend about an 

experience he had similar to the one in the book. They discussed their own personal 

experiences for a few minutes, then began to predict what they thought might happen in 

the book based upon these experiences. 

hterviews. Doug did not discuss using prior experience or his background 

knowledge as a reading strategy. His mother did not mention this as a reading strategy 

either. However, she noted during an interview that Doug was a smart child and 

remembered events and activities in which he participated. 
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During a formal interview and informal chats, Doug's teacher also confirmed that 

he efficiently used his background knowledge as an effective strategy in order to help him 

comprehend the written text. She indicated Doug's "reading strength is that he just seems 

to have a lot of knowledge." His teacher provided examples fi:om two different books 

which demonstrate his ability to draw on previous knowledge and connect it to the 

written text. 

I only base it on, well, like this Call of the Wild: he obviously has always owned 

dogs. He is very aware of the behavior of dogs, he knew that all dogs descend 

from wolves, which was very helpful because then he understood the call, the 

transition of Buck. So that book, he had a lot to pull from. In our mysteries with 

Sherlock Hobnes, he didn't have it. He struggled more because that one about the 

Red-Headed League, fooling people into doing something to distract them while 

something else was going on, he, I guess, he really didn't understand that that 

might be a human thing to do, if you're a thief That was a hard thing for him to 

grasp. 

Miscue Analvsis. The results from the miscue analysis indicated Doug used his 

background knowledge to effectively figure out the meaning of new words in the text and 

to understand the significance of the text. This strategy was seen when Doug added 

information to the text or when he signed words he had previously fingerspelled. The 

following miscue examples illustrate his ability to connect to background knowledge. 
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Story 
Line Number Miscue Comments 

1 

1014 
fi DCL "stacking" 

She made batch A after batch 

fi 
of tortillas. 

This miscue demonstrates Doug's 

understanding of maldng tortillas as 

he uses a classifier to show how the 

tortillas stack when the woman 

makes many batches. 

2 

1734-1735 
fs ++ 

... and lava(^^ed-hot stones 

BCL: "dripfrom mouth" 

A (^ured]froni(^gaping mouths. 

It is obvious from the classifiers that 

Doug adds to the text what he 

understands is happening; however, 

he fingerspells "lava," leaving the 

listener unclear as to whether he 

knows the meaning of the word. In 

the retelling, it is clear that Doug has 

connected this to his previous 

knowledge. In the retelling, Doug 

used classifiers to indicate the 

monster was like a volcano 

breathing smoke and blowing rocks 

and lava out of his mouth. 
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3 Doug appropriately used classifiers 

6608 .. .^)truck(^^ still throughout this story to show two 

SCL 3:3 "a carfollowing 
another" 
behind her 

concepts: cars following one 

another, and headlights turned on 

6613 
When(sh^as^j^ar, 

BCL "one car pulling a^ivay from 
the other car, other car catching 
up, two cars swerving behind one 
another" 
so did he. 

and off. In his retelling he clearly 

explained how the truck had 

followed the car and why the lights 

were turned on and off, 

demonstrating his understanding of 

cars and driving. 

Samoline Strategies 

"Sampling involves selecting information from the available information on the 

basis of inferences and predications" (Y. Goodman et al., 1996, p. 5). Weaver (1994) 

indicated "strategies for effectively sampling the visual display" are among the strategies 

considered most important for students to acquire. Sampling strategies span the entire 

reading process, from text selection to prediction and confirmation. 

Words in Context 

"Good readers use context automatically and efGciently, to reduce their reliance 

on visual cues and grapho/phonemic iaiowledge" (Weaver, 1994, p. 135). Weaver (1994) 

also suggests "good readers use both preceding and following context effectively, even 

reconstructing text in their efforts to construct meaning" (p. 135). Weaver suggests that 
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this is true not only with proficient readers, but can also happen with beginning and less 

proficient readers. 

Observations. Depending on the passage or opportunity, Doug usually read an 

entire chapter or passage in one sitting, during a SO-minute class period. This was a 

particularly usefiil strategy for him in order to define the vocabulary words chosen by the 

teacher for the story. Given a list of words, he would read the entire chapter before 

attempting to provide a definition of the words. Then, he would use the book as a 

resource to find the word and write a definition, based on the use of the word in the 

context of the story. This was generally a successful technique for him. 

On one occasion, Doug demonstrated his understanding of a word in the context 

of the text and was able to write a sentence using the word, but was unable to write the 

definition. The word was "slingshot." Doug was instructed to write a definition, but 

became frustrated in his attempt. Suddenly he asked the teacher if he could just draw a 

picture instead of writing a definition. The teacher agreed, and Doug drew a picture of a 

"slingshot" next to his original sentence. 

Interviews. Doug's teacher indicated his ability to derive meaning from the 

context of the text is, perhaps, one of his strongest strategies stating, "He has an 

incredible ability to figure out the meaning from the context He uses the context very 

well." His teacher provided an example from a book Doug had recently read in her class. 

I had him read Robinson Crusoe, it's taken my other class about 15 years to read 

that, but he read it in two days. And I said, "Which new words did you come 

across?," and he said, "cannibals." I said, "Well, how did you know what that 
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word meant? Did you use the dictionary?" He said, "no," that in a few sentences 

later it said that they would kill the men and eat them. He knew they were people, 

and then he used a synonym and he said, "they are savages." Savages was 

somewhere in the text, but he figured out that they were synonyms. 

Doug also indicated he was often able to figure out words in context. He 

suggested that, "I'll read the sentence and, for example, if the sentence says 'that person 

is...' and then the word I don't know, then I know the word is describing that person." 

He also commented that sometimes he is not able to figure out the word right away, but 

that later on in the paragraph he can sometimes figure it out. 

During the first interview, Doug and I discussed his ability to read the newspaper 

independently at home. He conunented that he could read the newspaper by himself, but 

he doesn't know all of the vocabulary found in the articles. I asked him to elaborate on 

that point by questioning; "If you can't read all of the words, can you understand the 

stories?" His response demonstrated to me his understanding of what it means to read a 

text. He said, "You learn to look through the story and read the important stuff!" Doug 

has figured out that knowing all the words in the text does not help him to derive 

meaning. He knows that some words and phrases are more important than others to the 

overall comprehension of the text. Though he was not able to describe adequately how 

he knows this or does this, he knows he does it. He is consciously aware of what he is 

reading as he samples a text and is able to choose an appropriate strategy to help him 

understand the written text. 
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Miscue Analysis. Miscue analysis demonstrated Doug's use of figuring out words 

in context. He consistently used PSE, appropriately using correct contextual signs 

substituting different signs for words in the text, but preserving the meaning of the text. 

Occasionally Doug miscued a word early in the text, but figured out the meaning as he 

continued reading the text, signing it correctly in subsequent encounters. The following 

examples demonstrate Doug's usage of figuring out words in the context of the story. 

Story 

Line Number Miscue Comments 

I Doug miscued on the word tortilla 
fs fs turtle 

Title The Day It Snovv^jTortillas in the title of the book. When the 

word occurred again, he had 

1013 She began(0make tortillas. figured out the meaning and used 

the correct sign. 
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2 

1706 
immediately 

... who right away join^a^rc^ 

Doug used the correct ASL usage 

of "right away" even though he did 

1723 

with Zeus. 

strong fs 
... he^^^e)mightiest god of 

not use the correct ASL syntax for 

the sentence. 

The use of "strong" for "mighty" 

^e^all, and "friend" for "mate" are 

1731 
fs friend 

... Typhon and his mate, 

additional examples that 

demonstrate that Doug is using the 

fs 
Echidna... 

context of the story to choose the 

correct sign based on the usage of 

the word in the sentence. 

3 

(^^girl dri\^^^)old blue sedan 

Doug fingerspelled the word 

6601 (^^girl dri\^^^)old blue sedan "senior" when he encountered it in 

fs fs # SENIOR 
was a senior at(^)high school 

the text. He signed "SENIOR" at 

the end of the sentence. From this 

example we can deduce he has 

figured out the meaning of "senior" 

in the sentence and used it to clear 

up any misunderstanding. 
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Read the Passage Again 

Y. Goodman et al. (1996) state, "Readers regress, reread, and pick up additional 

cues until the text makes sense" (p. 7). They also suggest, "Rereading is the most 

frequent strategy used by learners when they begin to have difficulty confirming 

meaning" (p. 77). 

Observations. It was difficult to ascertain if and when Doug was rereading a 

passage because he usually read silently. However, rereading a passage was a strategy his 

teacher often encouraged him to use. On several occasions when Doug asked the teacher 

for clarification of a point or for the definition of a word, the teacher would tell him to go 

back and reread the selection in order to determine the meaning. Additionally, the teacher 

often required the students to reread in order to predict what was going to happen in the 

text. 

Interviews. When asked what he does if he doesn't understand something he read, 

Doug's first response was "Read it again." During an interview, I asked Doug 

specifically what he did when he was reading a book with a lot of words he didn't know. 

He responded he often "reads the sentences over and over" in order to be able to sign it. 

However, neither observations nor miscue analysis suggested that rereading is a strategy 

that Doug uses often; rather, it seems that it is something that he knows is available to 

him and knows when to use it. 

Miscue Analysis. Analysis of Doug's miscues indicated he occasionally reread in 

order to understand the text; however, this was not a commonly used strategy. 

Additionally, it did not seem to be a highly successfiil strategy as he was not always 



139 

successful in bis attempts to correct the miscue. The following examples illustrate his use 

of rereading a text. 

Story 

Line Number Miscue Comments 

I This sentence has multiple, 

1212-1213 complex miscues. Doug reread a 
U^2. But man man 
\ use portion of the sentence in order to 
\ l .  But  boy  see  

(^the^j^hiidre^ \saw the man make sense of the passage. Even 

wri^j^]^boj0name though be was unsuccessful at 

correcting the miscue, be attempted 

to change the text to fit his miscue. 

Additionally, it is pertinent to point 

out that although there were a 

number of miscues in this 

selection, Doug included this event 

in his retelling, suggesting he has 

some understanding of the text. 
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2 (^C)2. ghost Doug first began to fingerspell 
f s  f s^ . f s -mV 

1721 ... made0 cap of \ invisibility "invisibility," but abandoned the 

fs —  ̂ fs fingerspelling and signed GHOST. 
so heCgoul^trike his enemies... 

While this concept is incorrect for 

this usage of invisible, it would be 

appropriate to use the sign in other 

contexts. 

3 fs This was Doug's only successful 
...follow^^out of 

6607 correction during miscue analysis. 

^)2. CL: 3 "parkinglot" He appropriately used a classifier 
y - fs fs 
\parkine lot. to represent a parking lot, rather 

than individual signs or 

fingerspelling. 

Skip Words 

Y. Goodman et al. (1996) have stated, "Selected deletions within predictable text 

involve not only the removal of letters but also the omission of highly predicable words 

from a story that is within the reader's conceptuaUzation" (p. 233). Doug occasionally 

skipped words while he was reading. These words were generally highly predictable 

words and Engh'sh function words. 

Observations. Most of the reading that Doug engaged in during class time was 

silent reading. It was not possible to determine if he skipped words when he read silently. 
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In Doug's first class setting, he never read "outloud." bi his second setting he read 

"outloud" on a few occasions. Usually, when he read or signed the text for others in the 

room, he seldom read word-for-word. Rather he would translate the text into ASL and 

present it visually. Therefore, it was difficult to determine if Doug skipped words based 

on observations alone. 

Interviews. I asked Doug if he skipped words when he was reading a text. He 

answered he "sometimes" skipped words "because there's not a dictionary, the word is 

not in the dictionary, or I Just skip it." Wondering about his understanding of a passage 

when he skipped words, I furthered probed to ascertain his comprehension of a passage 

when he skipped words or parts of the story. Without hesitation, he indicated he did 

sometimes skip words, but was able to understand the story even though he skipped some 

of the words. 

Doug also indicated that he purposefully does not read every word. "If I see a 

word that starts with a 'c' ends with a't' and has an apostrophe, I know the word is 

can't." Doug seemed to understand that reading didn't mean looking at every word, and 

often he knew words without figuring out every part of the word. I asked Doug how he 

decided which words to skip in a text. He responded that if he knew the word and was 

able to envision it in his head, then he could skip it. 

Finally, Doug indicated that occasionally when there was a passage with many 

words that he did not know, he would often skip the words. He only did this after he first 

tried other strategies, such as rereading the passage. Neither Doug's teacher nor his 
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mother mentioned skipping words as a strategy Doug used for comprehending the written 

text 

Miscue Analysis. Doug's miscue analysis revealed that he frequently skips words, 

entire sentences, and phrases. Similar research conducted by Ewoldt (1977) indicates this 

may be related to dialectal or second language influences. It was difQcult to ascertain if 

Doug's omissions were because he had difficulty seeing the text (his mom mentioned that 

he needed new glasses), if he did not know the words, or if he was skipping as a reading 

strategy. Students who are deaf often fingerspell unknown words while reading, rather 

than omit them. However, there were specific instances that demonstrated that he skips 

words as a reading comprehension strategy. 

Each of Doug's miscue analysis contained a high number of omissions of words 

and phrases which made the text unacceptable, both syntactically and semantically in 

English, but not always unacceptable in ASL. The most common words deleted were 

English function words (e.g., if, of, an, a, the), verb tense markers (e.g., ing, ed, s), and 

the verb "to be" (e.g., is, am, are, was, were). These omissions actually serve to make the 

text more ASL like, indicating that he may be translating the EngUsh text to ASL. 

However, he does not consistently follow all of the required ASL grammatical rules when 

he omits these English words. Other highly omitted words included prepositions (e.g., 

on, in) and personal and possessive pronouns (e.g., I, me, he, they, she, her, it, his, them). 

Many of Doug's omissions indicate he seems to be using more PSE structures 

than ASL structures. He often uses ASL vocabulary in English syntax. The following 

examples illustrate the most common omissions found in Doug's miscues. 
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Story 

Line Number Miscue Comments 

I 

0906 But^^poor man^^not well 

educat^ 

This sentence is grammatically and 

syntactically acceptable in PSE, 

even though there are several 

omissions. 

2 

1701-1702 
left 

Metis went to Cronus and 

smart 
cunningly tricl^^him in0eal^|) 

fi 
0 magic herb. 

This sentence with its high 

numbers of miscues, is neither 

syntactically nor semantically 

correct in English; however, it is 

syntactically and semantically 

acceptable in PSE. 

3 

6607-6608 0few minutes later^)truck^^ 

SCL: "one vehicle following 
another" 

still behind her. 

English function words and helping 

verbs are omitted in this sentence. 

However, the appropriate use of a 

classifier (SCL: one vehicle 

following another) and the 

inclusion of this event in his 

retelling indicated Doug 

understands the meaning of the 

sentence. 
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Thinlf 

The strategy of "thinking" has not been defined in the literature as a reading 

strategy per se. However, think-alouds have been advocated in the literature for the 

purpose of "gain[ing] insight into how and how well the reader processes a text" 

(Weaver, 1994, p. 219). Diuing this process, the reader comments aloud while silently 

reading a text. The comments demonstrate the connections the reader is making to other 

texts, or to his or her own prior experiences and background knowledge and identifies 

questions the reader may have. The comments may also show how the reader is dealing 

with difficult words, passages, or syntax in the text. 

Observations. Naturally, it was impossible to observe Doug's thinking process 

during reading. However, there were two instances that seem to indicate that he does use 

and understand thinking as a reading comprehension strategy. In fact, Doug was the one 

who first identified thinking as a strategy he uses to comprehend a written text. 

The first instance involved Doug working with a peer firom another class. The 

student was reading a book that was familiar to Doug. At one point the teacher was 

involved in helping other students in the classroom and asked Doug to assist the younger 

student. The boy asked Doug to define a vocabulary word firom his word list. Rather 

than define the word for him, Doug found where the word was located in the chapter, 

pointed it out to the boy, then explained that the boy "need[ed] to read it and think for 

himself to learn it." 

As described earlier, when Doug settled down to read a chapter he often became 

so engrossed in the book that he ignored everyone and everything around him. However, 
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on a few occasions, while reading, Doug stopped and looked intently at something other 

than the book. At first I wondered if he was daydreaming; however, he would only pause 

for a moment, then return to the page where he was reading. After class, when we had an 

opportunity to talk, Doug indicated to me that thinking was an important strategy for 

reading comprehension. 

Doug's teachers consistently reminded the students to think about what they were 

reading. Before answering comprehension questions or writing definitions for new 

vocabulary words, the teachers often asked the students to think about the concept and 

what the author was trying to say. 

Interviews. When Doug and I discussed the strategies he used when he came 

across something in a text that he didn't understand or how one becomes a good reader, 

he said it was important "to think." He mentioned he would become a better reader as he 

became older and started thinking more. As we discussed thinking as a strategy and I 

watched him read in class, I realized he did think about what he was reading and process 

that information. 

This strategy was also revealed through story retellings. Doug occasionally 

commented that he knew what the words were or what the story was talking about 

because he thought about it. 

Miscues. Miscue analysis was not particularly useful in determining if and how 

Doug used thinking as a reading comprehension strategy. However, a few instances may 

be interpreted as Doug's attempt to think about and process what he was reading. 

Occasionally, Doug would begin to sign a particular word, then abandon the sign. In 
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these instances he seemed to be trying to figure out the correct concept for a word or 

phrase. There were a few repeated miscues that would also demonstrate Doug's attempt 

to process the information. The following examples provide evidence of the use of 

thinking as a reading strategy. 

Story 

Line Number Miscue Comments 

1 The word "woodcutter" appeared 

0901 tree chop 
woodcutter 

several times in this story. 

Retelling of the story indicated 

1019 wood cut 
woodcutter 

Doug knew that a woodcutter was 

a person who cut trees, but he 

1307 wood cut 
woodcutter 

seemed to have a difficult time 

signing it throughout the story. He 

1310 (woodcutteD did not use the obligatory ASL 

agent marker, which would have 

1324 cut tree 
woodcutter 

made the distinction between a 

verb and a noun, line 1310, 

1328 cut tree 
woodcutter 

Doug omitted the word, but used 

an appropriate classifier for the 

entire sentence 
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2 

2010 
fs fs 

... the god^e^ of ^^seasons 

In this sentence, Doug begins to 

sign "when" for the word 

(^2. anyway 
fs \1' 

rolled them awav Whenever ^ 

"whenever." However, Just as he 

initiates the hand shape, he changes 

god wan^to go down to earth. 
and signs "anyway," which is more 

conceptually accurate for this 

sentence and, therefore, a better 

choice. 

3 

6605-6606 
BCL: "vehicle backing out" 

^)she pulled away from^^ 

Throughout this story Doug 

indicates the movements of the two 

school... vehicles with classifiers. In these 

6718 
SCL: "turn left" 

At last(^^pulled ii0 her 

examples the word "pulled" is used 

to describe two different 

fi 
driveway... 

movements. Doug accurately 

processes the meaning of "pulled 

away" and "pulled into" by using 

the appropriate classifier to 

indicate the vehicle's movement. 
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Fineerspelling 

Fingerspelling, as has been previously described, is a set of handshapes, which 

represent each of the 26 letters of the alphabet. Fingerspelling is one part of American 

Sign Language. It has also been suggested that "fingerspelling is a unique outcome of 

language contact" (Lucas & Valli, 1992, p. 43). Fingerspelling may take on different 

forms; full fingerspelling, lexicalized fingerspelling, and compound fingerspelling (Lucas 

&, Valli, 1992). In fiill fingerspelling, each letter of the corresponding English word is 

clearly produced. Lexicalized fingerspelling refers to fingerspelled loan signs, "in which 

the segmental structure has changed, handshape assimilation has taken place, location and 

orientation have changed and movement has been added" (Lucas & Valli, 1992, p. 43). 

Compound fingerspelling occurs in compound signs where one component is 

fingerspelled and the other component is signed. 

Observations. Doug fingerspells words as part of his communication with peers 

and teachers. He appears to be proficient at fingerspelling, understanding rules that 

govern the use of fingerspelling and words that are fingerspelled rather than signed in 

American Sign Language. On several occasions, Doug used fingerspelling while reading 

a text, usually to indicate a proper noun, such as a person's name. After reading a 

Sherlock Holmes mystery, the teacher brought in a movie based on the book. She asked 

the students to note the differences and similarities between the book and the movie. The 

movie was closed captioned, and Doug immediately noticed that many of the names were 

spelled differently. When he asked the teacher to explain the reason, he fingerspelled 

both the name on the television screen and the name in the book. His teacher explained 
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the French and the English spelling of a name were different and that, while the book 

used the English spelling of the names, the movie used the French spellings. 

On another occasion, Doug's teacher wrote a Ust of helpful guidelines for the 

students to use while editing their papers. While reviewing the list with Doug, she asked 

him to read what was written. One of the sentences reminded the students to use the past 

tense. Doug signed, "USE PAST (fs) TENSE," fingerspelling the word "tense." This 

was an appropriate manifestation of the English word "tense." 

Occasionally while reading to himself, Doug fingerspelled words from the text. It 

seemed to be equivalent to a person who sub-vocalizes while reading. There did not 

seem to be a pattern or reason for fingerspelling, nor did Doug seem conscious of 

fingerspelling to himself 

Doug also fingerspelled the words on his new vocabulary lists even when he knew 

the sign that represented that word. I believe this was a deliberate event that allowed 

Doug to practice his spelling words in preparation for the test. On several occasions he 

fingerspelled words to his classmates and teachers, rather than using a standard sign. 

Again, generally, these words were new vocabulary or spelling words, and he seemed to 

fingerspell them as a way to deliberately practice. 

While reading a text, Doug often fingerspelled new words and then added the 

sign, particularly when he was becoming familiar with new vocabulary words. On one 

occasion, Doug was reading from his text and encountered the word "pistol," which was a 

spelling word for the week. When he arrived at the word he first fingerspelled it, but then 

without hesitation, he signed "PISTOL." As has been previously stated, these kinds of 
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examples indicate he is deliberately using fingerspelling as a practice technique for future 

tests. 

Finally, Doug used fingerspelling while composing and editing written samples. 

While writing, he would often fingerspell words to himself, generally seemingly unaware 

he was doing it. Only on a few rare occasions did he stop and think about how to 

fingerspell a word. Rather, it seemed automatic, non-deliberate, and completely 

unconscious. 

Interviews. Doug and I discussed the role of fingerspelling and reading. He had 

thought about the reasons he fingerspelled words and was also able to discuss the 

purposes of fingerspelling. He indicated that he fingerspells "because sometimes I forget 

what the words mean or I don't know their meaning, like SEDAN. What's the sign for 

that? I know its a kind of car, but I don't know the sign for it, so I fingerspell." Doug 

may not yet be aware that there is not a signed equivalent for every English word, like 

"sedan." But he is aware that he can fingerspell a word for which he does not know a 

sign, and it will be accepted. 

During an interview I asked Doug specifically if he fingerspelled words he did not 

know when a text contained many unfamiliar words. He responded, "Sometimes I will 

read the sentences over and over, and sometimes I will skip it." This response seems to 

indicate Doug has other strategies he chooses to employ before simply fingerspelling the 

word. 

Miscue Analysis. Fingerspelling is a strategy that students who are deaf have that 

hearing students do not have. This strategy allows the reader time to figure out the 
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meaning of the new word, if it is repeated more than once. It is difBcuIt to determine the 

effectiveness of this strategy because of the involved nature in determining why a 

particular word or phrase is fingerspelled. The only sure way of knowing is to ask the 

student about the words that were fingerspelled. During retellings and interviews, I asked 

Doug about specific words he fingerspelled during reading. Doug indicated he 

fingerspells for a variety of reasons. The following examples demonstrate Doug's use 

and knowledge of fingerspelling as a powerful strategy for comprehending the English 

text. 

Story 
Line Number Miscue Comments 

1 

0912 .. .^)^end o^^day... 

Doug understands that the 

preposition "of is important to the 

0913 
fs 

.. .(^^I^)side o^^trail... 

English sentence even though there 

is not an ASL equivalent sign. The 

correct way to include "of in PSE 

is to fingerspell the word. Doug 

occasionally fingerspelled English 

function words and tense markers, 

which is appropriate in PSE. It is 

also appropriate in ASL when 

trying to retain the English word. 
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2 

1609 
fs choose fs 

Young Zues chose Metis, a 

Titan's daughter, for his first wife. 

Doug consistently fingerspelled 

proper nouns in all of the stories, 

which is conventional in ASL and 

PSE. Unless the character has 

previously been identified and 

established within the signing 

space. 

3 

6729-6801 ^^saw it happen, but(ther^was 

can fs 
no way he could stop it. 

Doug fingerspelled "it" in both 

occurrences in this sentence. This 

is appropriate in PSE. There are 

additional markers that are used to 

indicate "it" in ASL. 

Doug flngerspelled several words that may have been interpreted as unknown 

words. However, Doug often added classifiers to a phrase to indicate his understanding 

of the context of the story. Similarly, when discussing the story Doug was able to explain 

the context of the story and fingerspelled words. The following examples illustrate this 

strategy. 



153 

Story 

Line Number Miscue Comments 

I 

0918 

^2. fs aghast 
Y / .  fsa  

She was \aehast. 

It seems that Doug does not Imow 

this word and, therefore, 

fingerspells "aghast" However, in 

his retelling he adequately 

explained what he thought the 

word meant. 

1209 
...(^0^)black board 

BCL: "write on 
blackboard" 

(^d)write 

Doug fingerspelled "board" then 

used a classifier at the end of the 

sentence to demonstrate his 

understanding of the word within 

this context. 

2 

1602 
fs fs 

From(^homs ofl^^ 

After fingerspelling "horns," Doug 

used a classifier to illustrate the 

BCL: "horns of a goat" 
goat ... 

goat's homs. 
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3 There are three fingerspelled words 

6601 Qrhe)girl drivtagiw^old blue sedan and one fingerspelled loan sign in 

fs fs # senior this sentence. First, Doug 
was a senior at(thabigh school 

V—' 
fingerspelled "sedan." In the 

retelling of the story, Doug 

explained he did not know what 

kind of car a "sedan" was, but 

knew it was the name of a car. 

Second, he fingerspelled "was." 

This is not generally conventional 

in ASL, but is in PSE if trying to 

maintain the English structure of 

the text. Third, he fingerspelled 

"senior" in the sentence, then 

added the sign "SENIOR" at the 

end of the sentence, indicating he 

understood the context for this 

word. Finally, Doug used a 

fingerspelled loan sign for "high 

school" demonstrating his 

understanding that English words 
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are borrowed in ASL. Each of 

these fingerspelled words is 

appropriate in PSE and ASL. 

Fingerspelling "was" is not 

generally acceptable in ASL, but is 

acceptable in PSE, leaving this 

sentence syntactically and 

semantically acceptable in PSE. 

Doug also fingerspells words when he is unsure of their meaning. However, this 

is not an effective strategy for him. There were no examples of fingerspelling in story 

number one, where Doug was unsure of the meam'ng, or where he did not add a classifier 

to expound the meaning of a word in this analysis. 

Story 

Line Number Miscue Comments 

2 

1609-1610 She was(^god^es^f prudence... 

Doug fingerspelled several words 

in the phrase trying to retain the 

English grammar. However, 

according to his retelling, he was 

not aware of the meaning of 

"prudence." 
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3 

6714 

Many words are omitted in the 

sentence, and it is not clear 

3 

6714 (9nc|]^re|^^car(^^blaze with 

Many words are omitted in the 

sentence, and it is not clear 

light. whether Doug understood the word 

"ablaze." He did not mention this 

part of the story in his retelling. 

Coafirmine Strategies 

"As inferences and predictions are made, readers test these hypothesis against 

their linguistic and conceptual knowledge to see if they are meaningful. Such hypothesis 

testing leads to the confirmation or disconfirmation of the semantics and of the syntax 

through which the meaning is being constructed" (Y. Goodman et al., 1996, pp. 6-7). 

Visualize or Envision the Big Picture 

Students often need opportunities to experience literature by visualizing the 

details of the story. Weaver (1994) explains: "Movies and video games occupy a great 

deal of my student's time. I use that fact to suggest that they visualize what they are 

reading as a way of getting involved in the story. I tell them that I see a movie in my head 

when I read" (p. 539). 

Observations. One of the best indicators that Doug used the strategy of 

visualization was his ability to retell the story or text in detail after reading a text. Doug 

consistently used ASL or PSE to retell or explain an English text. Due to the visual 

nature of ASL, the ability to envision the big picture and translate the English word into a 
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graphic representadoa clearly demonstrates this is a strategy that Doug has learned to use 

effectively. 

Additionally, Doug often drew pictures or used charts to help clarify a text's 

meaning. Certainly, this was a technique that his teachers used to help explain written 

texts, but he learned to use it as well. Research in retrospective miscue analysis identifies 

this as an appropriate way to retell a text (Y. Goodman & Marek, 1996). 

On one occasion, the teacher asked the students to siunmarize a portion of the text 

that they recently finished reading. Doug clearly and succinctly sunmiarized the portion 

in ASL, but then experienced some difficulty in writing the summary. Without a prompt, 

Doug asked the teacher if he could draw a picture to represent what he had read. The 

teacher agreed, and Doug proceeded to elaborate and summarize the text visually. 

Finally, Doug uses visualization to understand and comprehend a written text 

demonstrated though drama. Doug and his classmates often acted out a portion of a text 

or the entire text. Although this was occasionally used as a teaching method, Doug and 

his peers repeatedly engaged in dramatic performance without teacher guidance. These 

small productions were unrehearsed and often very silly; yet, they demonstrated Doug's 

ability to visualize and internalize the story structure and meaning. 

Interviews. Doug labeled the word "envision" himself. Several times he 

described this as a strategy that he used while reading. When I asked him "What should 

you know before you read?" he quickly responded "how to envision things, because if 

you can envision things, then you can understand it better. If you can envision things then 

you can see the big picture and remember what happens." Obviously, he has used this 



158 

strategy in order to "see" in his mind the words of the text and as a way to remember 

what he has read. 

One way that Doug has shown his ability to envision the big picture is by drawing 

or sketching a picture of what he has read. Doug's teacher reported she has seen him do 

this, both as an assignment and also on his own. She feels that this strategy helps him 

with passages that have the potential to be somewhat confusing. Similarly, Doug's 

teacher witnessed other ways Doug visualized the information when he was able to act 

out or show the actions of the text. Doug indicated he also used pictures within the text 

itself, to help him understand when he was reading, especially if he encountered new or 

unfamiliar words. 

Miscue Analysis. Story retellings and the use of classifiers were the two most 

valuable practices that provided insight to Doug's ability to visualize what he was 

reading. Visualizing the story seems to be an effective strategy for Doug. The following 

examples illustrate the use of this strategy. 
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Story 

Line Number Miscue Comments 

1 

1014-1016 
Sfs-tac 

She made them until^^stack 

Though Doug used a nonsense 

fingerspelling of "stack," he 

DCL: "stack of tortillas 
until growing higher" perfect 

reached clear 

visualized what the sentence was 

describing and used a classifier to 

Qc)up-to roof 
|up to the ceiline in^ kitchen. 

demonstrate the context of the 

story. 

2 

1733-1735 
fs ASL possessive marker 

Typhon's 

This complex sentence has several 

miscues that render it syntactically 

and semantically unacceptable in 
hundred horrible heads touch^dju^ 

and semantically unacceptable in 

English. However, Doug has 

BCL: "head came up " 
stars 

elegantly used classifiers to 

describe the scene and preserve the 

fs DCL: "drippingprom eyes " 
venom dripped from^^ 

meaning. The sentence is 

semantically and syntactically 

ayyful fs 
evil eyes, and lava^^ed-hot 

acceptable in PSE. 

++ DCL: " came outofmouth " 
stones '^(pourec^froin^is) 

fi 
gaping mouths. 
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3 Doug understood the context of the 

6709 ...(^)began(^drive fasl^ story and visualized how the girl 

BCL: "accelerating on the gas " 
A 

would go faster, indicating his idea 

with a classifier. 

Translation from English to ASL 

Y. Goodman et al. (1987) have indicated, 'headers who are more proficient in a 

language other than English (including American Sign Language) may be translating the 

meanings they are gaining from their reading into their native of dominant language 

system, even though they are producing English sentences that are syntactically 

unacceptable" (p. 64). Doug utilizes this strategy to comprehend the written text. 

Observations. Similar to drawing a picture on paper is the ability to create the 

picture in one's mind. The visual nature of ASL lends itself to creating a visual 

representation of English print. Doug has learned to translate the English print into ASL 

in his mind. I observed Doug's ability to translate an English text into ASL during a 

Reader's Theater orchestrated by his teacher. The class had been reading several 

Sherlock Hohnes' mysteries, were familiar with the main characters traditionally found in 

these books, and had a working background knowledge of the role of an investigator. 

When they began dramatizing the story, there were more characters than students in the 

class, so the teacher invited me and several other adults to participate in the Reader's 

Theater. Doug volunteered for the role of Sherlock Hohnes. 
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The students individually and silently read the entire story. When they were 

finished, the teacher had enlarged the pages on an overhead projector, as well as drawn a 

map of the setting. She then asked the students to check her drawing of the map to insure 

accuracy for the drama. Finally, we began the Reader's Theater. The words were written 

on the overhead projector, but the teacher had asked the students to be faniliar with the 

text so they didn't have to read it word-for-word fi'om the screen. Doug demonstrated the 

ability to not only read the text, but also to translate the text into ASL, especially when 

there was extensive dialogue and descriptive passages. He had not memorized the text, 

and, in fact, referred to the overhead quite frequently. However, he seldom read word-

for-word. He was able to silently read the English text and expressively translate the 

meaning into ASL. 

On two separate occasions Doug further demonstrated his ability to translate a 

written text into ASL while preserving the English meaning. First, a young boy was 

visiting the classroom for a few days. He was reading a book that Doug had recently 

read. After reading the word "patched," the boy asked the teacher what the word meant. 

She defined it, but he still seemed perplexed and indicated that he didn't understand. The 

teacher asked Doug if he was able to better explain the meaning to the boy. hi his 

explanation he quoted the sentence from the story using all English word order and 

fingerspelling. Then, in his explanation he used ASL. When he finished, the new student 

indicated he now understood the passage and the word. This example implies Doug is 

able to read English print and translate the concepts and ideas into ASL. 
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The second occasion involved Doug's classmate. The students had been reading 

about an author, Jack London, and recording facts from his life. The text indicated Jack 

London "finished 4 years of high school in 1 year." After reading that sentence, the other 

student asked the teacher what it meant. Doug quickly intervened, signed the sentence in 

English, and then translated the meaning for the student into ASL. Again, this facilitated 

the other student's understanding of the English sentence and demonstrated Doug's 

ability to translate the text. 

Doug often used classifiers to describe what he was reading. On one occasion, 

Doug was reading from a text with a sentence that included the phrase "the horse and 

cart." Rather than sign the individual words that represent the English equivalency of 

HORSE and CART, Doug used two classifiers to represent the concept of a horse pulling 

a cart ([(wh) SCL: Bent V "horse"] [SCL: 3 "cart"]). 

One important use of the ability to translate from English to ASL is with Engh'sh 

idioms. While not a skill that Doug was completely proficient in, when the teacher 

explained the meaning of the English idiom, Doug was able to come up with examples in 

ASL of the use of the English idiom. For example, one day they were learning the idiom 

"as a rule." After discussing examples which represented the definition, his teacher asked 

if Doug knew the definition of the idiom. Doug responded, signing that it meant 

"GENERALLY" and used the idiom appropriately in a sentence. 

Interviews. Doug was aware of his ability to code switch from written English to 

ASL. He discussed the ability to translate an English text to ASL afrer he had 

magnificently retold, in ASL, a story he recently read in English. Doug stated. 
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"Sometimes when I'm reading I'm able to envision it into ASL. I can think in ASL while 

I'm reading." I asked him how he was able to do that, and he responded, "I read a little 

bit, skip a few words, and sign." Additionally Doug added, "If I know the word ahready, 

I'm able to envision it. For example, the classifier SCL:3 "car following another car," I 

know its a truck following a car." 

Doug's teacher was also aware of his ability to envision an English text in ASL. 

In her classroom the students often read a text or passage silently and then explained it in 

ASL. She indicated: 

One day we went paragraph by paragraph. I got the first paragraph, Doug the 

second [and so on]. And then we all had a little wait time while we digested it. 

And then we did it in ASL, showing that we understood. And it was a short 

enough thing, you know, not reading the whole thing, but we each took tiuns and 

watched each other. And I could tell if he could look at this EngUsh and change it 

to ASL quickly, and look at us, and tell us. And then we just kept going around. 

You know, those chapters are pretty long, but their attention was very good and 

they looked at each other and corrected each other if they didn't do it right, and we 

did the whole book. 

According to the classroom teacher, Doug was able to translate the text into ASL 

fairly quickly and accurately during this activity and also during independent reading. 

This strategy seems to have important ramifications for readers who are deaf. It appears 

that translating EngUsh to ASL is critical in order to completely understand a written 

English text. 
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Miscue Analysis. Doug generally used PSE when reading. Though PSE typically 

uses ASL signs and contexts, it follows English word order, unlike ASL which has its 

own grammar and syntax. Doug generally followed English word order when reading, 

omitting words and phrases, fingerspelling words, and using classifiers. The use of 

classifiers is the most obvious illustration that Doug is translating the English text to 

ASL. Another indicator is the use of ASL colloquiums, idioms, and non-manual ASL 

markers such as a negative headshake. The following examples demonstrate the use of 

translating from English to ASL as a reading comprehension strategy. 

Story 

Line Number Miscue Comments 

I The use of the ASL idiom "DO
/ ask do-do 

0924 What shall I do? DO" indicates that Doug is 

translating the English phrase to an 

appropriate ASL phrase, retaining 

the original meaning of the 

sentence within the context of the 

story. 
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1023 whq 
what that do-do there 

'*Wha(^the meaning of this?" 

Again, Doug used an appropriate 

ASL idiom to express the English 

he asked. question, indicating he is tran

slating the English phrase to ASL. 

1219-1220 Wife say 
^ ^ "Fine,"^h^allej]^fte^ 

Doug translated these two 

sentences to ASL by adding words 

BCL: "I won't stop you." 
"You go and do your work." 

and using a classifier. This new 

sentence is syntactically and 

semantically acceptable in PSE. 

2 

1804-1805 
BCL: "lift large 

same fs mountain" 
.. ̂ ^)as Typhon tore up 

fi fi 
huge Mount Aetna to hurl at(^^ 

Doug used classifiers to fiilly 

explain the context of the story. It 

seems obvious that although he 

fingerspelled "hurl," he understood 

BCL: "throwforcefully" 
gods ... 

the big picture of the mountain 

being thrown in a forcefiil way. 

Additionally, Doug included this 

event in his retelling of the story. 
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3 

6611-6613 
BCL: flat 

But hand "carspeed" 
When she chang^'^ 

Throughout this story Doug used 

classifiers to demonstrate the two 

vehicles driving. In this example 

her speed, the driver of the truck Doug reads the sentences in PSE, 

BCL: 2 flat hands "car 
and truck speed" 

chang0 ^ (S^l^ee^ 

using ASL classifiers (indicated by 

BCL) to accurately depict the 

When(s^pass|^i^ar 
movement of the vehicles. 

BCL: 2 flat hands "one vehicle 
following the others movements, 
passing vehicles " 

, so did he. 

Resources Outside of the Text or Reader 

A group of resource strategies for comprehending an English written text emerged 

from observations and interviews that could not be substantiated from miscue analysis 

data. These strategies involve using resources outside of the text or the reader. They 

were prevalent and seem to represent many of the practices Doug used in order to 

understand the written text. Table 9 outlines the resources that Doug used which were 

outside of the text or the reader in order to comprehend or create a written text. 
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Table 9 

Resources Outside of the Text or Reader Used bv Doug 

Computer 

Uses spell check 

Uses computer for revisions 

Ask another person 

Asks teacher for word meaning 

Asks friend for word meaning 

Asks teacher for clarification 

Asks teacher for expansion of a concept 

Asks adult for spelling 

Dictionary and other resources 

Uses text/book as a reference for writing 

Uses dictionary for word meaning 

Knows where to find resources for spelling 

Computer 

The computer is one example of a resource that Doug used. It was particularly 

helpful for checking his spelling and for revising his writing. When using the computer, I 

noticed that although his Q'ping skills were labored and slow, Doug had correct fingering 

and seemed to understand the basic techniques needed to execute the commands for 
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completing his papers. However, he seldom continued to look at his original written copy 

while typing, choosing, instead, to look at the computer screen or the keyboard. Doug 

was able to remember the entire sentence from his original text when typing. 

Spell check. Repeatedly, I observed Doug check his document for spelling errors 

using the spell check on the computer. When the computer identified a misspelled word, 

Doug was able to select the appropriate term when presented with a choice. When the 

computer was unable to suggest a spelling prompt, Doug used other resources to conect 

the mistake. For example, one day Doug mistyped the word "contestant." The computer 

was not able to prompt a correct spelling from Doug's typographical error. Doug looked 

up the conventional form of the word on the paper he had hand written, retyped the word, 

and continued the spell check. On one occasion, Doug also asked his classmate for help 

in choosing the appropriate selection from the words given. Finally, Doug used his 

teachers as a resource when the computer was unable to prompt suggestions for spelling 

words. 

One day Doug typed the word "bursted" in a sentence. The computer did not 

offer any suggested corrections. Doug was composing at that time and did not have a 

book or other resources available. He continued working on the docimient and later 

asked his teacher for assistance. 

On another occasion Doug was composing novel sentences for his vocabulary 

words on the computer using the spell check when he finished composing. When the 

computer failed to prompt the correct response for the word "sentences," Doug asked me 

for the correct spelling. I fingerspelled the word one time for him; he looked at what he 
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had typed and corrected it immediately. Some of his spelling errors were really 

typographical blunders. When Doug arrived at those mistakes he would often laugh to 

himself or share them with his classmates before he asked his teacher how to spell the 

word. 

Revisions. Doug's teachers encouraged him to use the computer as a tool for 

writing. Generally, Doug's teachers required the students in the classes to complete hand 

written assignments, including story summaries, vocabulary definitions, and 

compositions. However, the students were allowed to use the computer to type the final 

draft in order to check spelling and grammar. Occasionally the students used the 

computer to compose a story or work on other assignments. Often the initial writing 

stages were done by hand, while the finished product was completed on the computer. 

Doug seemed to like to type on the computer, regardless of whether he was working on a 

draft or the final copy. He indicated that he preferred to do the work on the computer 

"because writing makes my arm tired [and] I like to write on the computer because it's 

easier to edit." 

The teachers usually dictated the revisions that they wanted the students to make 

on their final papers. On several occasions, Doug was asked to edit his document to 

make sure the noims and verbs matched in number, the verbs had the correct tense, and 

the punctuation was accurate. Naturally, the students were also encouraged to add facts 

and points to support statements and comments written in their compositions. On one 

draft Doug had used the word "step-father" when describing a character from the book. 

While typing his final copy, he revised the noun to read 'Dr. Poplott," the actual name of 
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the character. Additionally he changed one sentence to two sentences; "Sherlock went 

into the room and walked to Dr. Poplott's room" to "Sherlock went into the room. He 

walked to Dr. Poplott's room." 

I observed Doug editing his papers on a number of occasions. Generally, he was 

very conscientious and thorough. He would often use his pencil as a guide to go through 

each line, noting corrections and changes, then using the computer to make necessary 

changes. On rare occasions he half-heartedly skimmed his paper and made no corrections 

other than the ones required by his teacher. 

Ask Another Person 

A resource strategy that Doug often used when he was not able to determine the 

meaning of a word from the context was to ask someone else. Generally, he asked the 

other students in his class or his teacher. Additionally, his mom indicated that when he is 

reading at home (particularly when reading something for school) he often asks her the 

meaning of a word. He also asks for clarification of a word or phrase while watching the 

captioning on the television. 

At school this strategy (asking another person) was often coupled with other 

strategies as a way to confirm his findings in the dictionary or his attempts to guess the 

meaning of the word. He also often used this strategy for spelling. Doug's over reUance 

or dependence on the strategy of asking another person could have root in a teaching 

strategy which both of his teachers used extensively-cooperative learning. 

Cooperative Learning. Both teachers whom I observed working with Doug made 

use of a form of cooperative learning with the students in their classes. Generally, this 
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included peer and small group work and peer tutoring. Because the teachers encouraged 

the students to work together and help one another, Doug communicated with the 

students in his class concerning his assignments. He was observed asking students how 

to spell words, asking what words meant, explaining phrases and words for other 

students, and discussing what he was reading and or writing with the other students in his 

class. Doug has learned to utilize others as a strategy for both finding out information as 

well as sharing ideas and thoughts with them. 

One day, while studying the vocabulary words for a chapter in a book, I observed 

Doug and his classmate working together to leam and practice the new vocabulary words 

which had been assigned to them. Ailer a few minutes of quizzing each other, by spelling 

and defining the meaning of the new words, they began to invent stories that included the 

new vocabulary words. The partner's responsibility was to correctly identify and spell the 

new vocabulary embedded within the invented story. Doug and his friend began with 

short, simple stories that contained one or two of the new vocabulary words. Within a 

few minutes, however, the stories became very elaborate and included five to seven new 

vocabulary words. While they were signing these stories they were using ASL rather than 

English. This was evidenced by the use of facial expression and classifiers with limited 

fingerspelling. This activity clearly indicated Doug's understanding of the new 

vocabulary words as he was able to use them appropriately to create novel sentences and 

to tell cohesive, often comical, stories. 
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Dictionarv and Other Resources 

The most common resource Doug used was the dictionary. When asked what he 

did when he came across something in a text that he didn't understand, Doug responded, 

"You should look it up in the dictionary." Both teachers had student dictionaries in the 

classrooms. Doug's first teacher encouraged the students to use the dictionary if they 

didn't know the meaning of the word in the context. His second teacher encouraged the 

students to use the context of the story and the part of speech (i.e., noun, verb, adjective, 

adverb) more than the dictionary. Doug seemed to understand how to use the dictionary 

and sifted through the multiple definitions to find the one that seemed to match the 

vocabulary word found in the story. He did indicate, however, that "sometimes I can't 

find a match for a word so I work really hard [to understand]." 

Doug demonstrated on several occasions that he was able to successfiilly use a 

dictionary. Doug and his partner were working together to find all of the definitions for 

the new vocabulary for a chapter in a book they had recently begun. The sentence in the 

book used the word "tension," describing the ambiance and the participants in a dog race. 

Several definitions appeared in the dictionary from which the two could choose. After 

reading each definition, Doug and his partner discussed the reasons the choices were 

correct or incorrect. After reading all of the choices, Doug chose one definition and his 

partner chose another. They both tried to persuade the other as to the reasons for 

choosing that particular option. Neither was willing to change his mind, so they went to 

the teacher for advice. The teacher listened to both of them and then explained a little 

more about what the story was trying to explain about the people being tense. After his 
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explanation, both boys again discussed the two definitions they had chosen and finally 

agreed that although none of the definitions in the dictionary matched exactly what the 

book explained, Doug had chosen the option which best matched the context of the book. 

On one occasion Doug could not find a match in the dictionary to the word in the 

story. He had already determined the meaning fi-om the context of the book, but was 

required to look up a definition in the dictionary and record it on his worksheet. The 

vocabulary word was "swig." Doug read all of the definitions in the dictionary, but did 

not find one that he thought matched. After a brief moment, fiiistrated, Doug turned to 

his partner and signed SAME-AS-DRINK. Then both boys questioned the teacher as to 

which definition they should choose for the word "swig" that meant SAME-AS-DRINK. 

Doug was able to correctly understand the meaning of the word from the context of the 

story; however, he was not able, in this situation, to correctly identify the definition firom 

the dictionary choices. This was probably due to the fact that the definitions in the 

dictionary used words to define "swig" with which Doug was not as familiar as the word 

drink. 

Without a context from which to understand the unfamiliar words, Doug was not 

always successful in deriving meaning from the dictionary though he clearly understood 

how to use the dictionary for that purpose. His teacher indicated he successfully used a 

dictionary to confirm the meaning of a word. Doug's mom also indicated she encourages 

Doug to use a dictionary at home when he doesn't know the meaning of a word. 

Doug also used the reading text as a resource for writing. Both of his teachers 

required the students to summarize, in writing, chapters and completed texts. Doug 
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usually composed on paper and then transfeired his summary to the computer. He would 

keep a copy of the book near him and often look up words before he spelled them on his 

paper. Even when he used the computer to compose, he still referred to the book in order 

to spell commonly used words. One example indicated Doug's understanding of using 

the book as a resource on two levels. Doug wanted to include the word "encyclopedia" in 

his written summary of a mystery he had read. He looked it up in his copy of the 

textbook and then continued writing. A few minutes later one of his peers asked the 

teacher how to spell "encyclopedia." After the teacher told him to look it up in the 

dictionary or in the encyclopedia, Doug indicated to his peer it was also written in their 

book. The student then found the word in his copy of the text. 

Doug also demonstrated the ability to use resources such as encyclopedias, atlases 

and maps, and the computer library catalog. Furthemiore, his mom indicated Doug 

understands he can find answers to his questions in books. She said. 

He's [Doug] done well and he's always got the answers available; even if I don't 

know the answers, we'll go and look up the answer. I think I've just taught him, 

if Mom don't know, we find a book. And then we dig out the dictionary or 

whatever it takes to get that. 

Connections to Language, Reading, and Writing 

From observations and interviews it became obvious that language use, reading 

and writing are integrally connected for Doug. He understands that reading and writing 

have multiple purposes which often overlap in their design and intention. Doug 
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acknowledged that reading and writing go together by explaining that if you write 

something, other people often read it. 

Doug understood the importance of translating the English text into ASL in order 

to clarify and better comprehend the text. However, he also was able to remember 

specific English words and phrases and use them when retelling the story or in his 

writing. Doug's teacher observed his ability to connect ASL to written English in order 

to "make reading come alive." She indicated Doug is able to visualize the signs on the 

hands and connect them to the print on the page. Furthermore, Doug enjoyed learning 

new English vocabulary. Doug's teacher told me when he learned the word "frolicking" 

he really liked it and tried to find ways to use it in his writing and daily conversations. 

This was confirmed at the end of the school year when he was participating in a spelling 

championship. After he correctly spelled "frolicking," he told us he knew that word (how 

to spell it) since it was his favorite word. He ftirther indicated it was his favorite word 

because he likes to play and frolic with his dogs. 

Doug's mom stated she often used the written word to help Doug leam how to 

pronounce the word correctly. Though this was not a stated goal of the teachers or the 

school, his mom had witnessed the success that Doug enjoyed using combinations of 

written and oral words. She provided an example of how she does this with Doug. "I 

asked him if he wanted to name his dog, Gypsy. And he looked at me like, 'how do you 

say that?' So I would spell it wrong, you know like, 'jit' or 'see.' I've done that all of his 

life. So it kind of helps him when he reads. Well, I guess he transfers it to reading." She 
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further commented "I would spell the word first and he would try to say it; and then I 

would say, 'You say it this way,' and then I would respell it for him." 

Closed captioning seems to be another way that Doug has learned to connect 

language with reading and writing. At home and in the classroom Doug watches closed-

captioned movies and programs. His teacher indicated "Kids who start out firom day one 

seeing that [captioning] whether they can read it or not, are phenomenal. You know I 

have kids come in all the time and say, 'I SEE ON TV ALL THE TIME, WORD 

[fingerspell word in question], MEAN WHAT?" It appears closed captioning is a tool 

which is currently available that may have the potential to help students improve skills in 

reading and writing. 

Conclusion 

The data presented in this chapter has answered the research questions posed at 

the commencement of this study. This section will provide a brief overview of the 

research questions and the data that answers each. A thorough summary of the research 

questions will be presented in Chapter VI. 

Reading Strategies 

Because the data is so closely tied together, the first two research questions will be 

answered together. The first research question was, What reading strategies do the 

students who are deaf use to comprehend a written text? The second research question 

was. How do the students manifest internalization and application of the strategies 

toward understanding a written text? 
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Doug has demonstrated through classroom observations, interviews, and miscue 

analysis the strategies he uses to comprehend the written text. Teacher and parent 

interviews substantiated these results. Table 10 reviews the reading comprehension 

strategies Doug used during this investigation. 

Table 10 

Summarv of Doug's Reading Comprehension Strategies 

Predicting Strategies Sampling Strategies Confirming Strategies 

Guesses at the meaning of Uses context clues Envisions the big picture 

words Reads passage again Translates firom English 

Connects to background Skips words to ASL 

knowledge Thinks 

Fingerspells 

As this chapter has illustrated, Doug has a variety of strategies he uses while 

reading to comprehend the written text, including strategies to sample, predict, and 

confirm. As indicated in Table 11, Doug also has a repertoire of resource strategies 

available to him outside the text that he utilizes. 
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Table 11 

Resources Outside the Text or Reader Used by Doug 

Computer 

Uses spell check 

Uses computer for revisions 

Ask another person 

Asks teacher for word meaning 

Asks fiiend for word meaning 

Asks teacher for clarification 

Asks teacher for expansion of a concept 

Asks adult for spelling 

Dictionary and other resources 

Uses text/book as a reference for writing 

Uses dictionary for word meaning 

Knows where to find resources for spelling 

Doug demonstrated the use and internalization of strategies in sampling, 

predicating, and confirming. During formal interviews he demonstrated a metacognitive 

awareness of the strategies he used and often provided a rationale for strategy usage. He 

demonstrated the ability to translate the written Engh'sh text into ASL and seems to be 

trying to comprehend the text beyond the word level. But, as the text increases in 
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complexity and difficulty, Doug regresses to the word level of the text and struggles to 

figure out the meaning, word by word. 

Student Perception of Literacy 

The final question of this investigation asks, What are the students 'perceptions of 

literacyl Through a series of interviews, Doug himself answered this question. Through 

his own admission, reading is not his favorite activity. However, he has learned that 

literacy is valued in his society and understands that to attain his own personal goals, he 

must continually improve his reading skills and continue to read more complex texts. 

Although he admitted reading was a second choice to computer games and sports, Doug 

demonstrated his ability to obtain information &om a text. With his parents he has found 

information in the library and asks to go to the library when he needs specific 

information. 

It is my belief, based on observations and his interview comments, that Doug 

currently associates reading as a school-based activity. Homework was often mentioned 

when we discussed Doug's reading behaviors at home. Reading as homework is tedious 

and something that must be finished. However, he is much more motivated when he 

reads for information, as when he wanted to learn more about dogs because he was 

getting one for his birthday. 

Summary 

Doug has shown progress throughout the years and great potential for the future as 

a reader and writer of English. He has a variety of strategies he currently uses as he 
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strives to comprehend a written text. He is learning to use others and seems to be 

developing good metacognitive skills surrounding his own literacy. 

At the conclusion of his fifth-grade year, Doug's teacher commented on his 

literacy abilities and progress on his final report card. I conclude with his teacher's 

remarks to show he truly is using strategies to make sense of the printed word and to 

understand what he reads. 

Doug is a reader who has leamed to expect reading material to make sense. He 

utilizes a variety of strategies to decipher the meanings of new words: making a 

picture in his head, rereading for clarification, confirming and adapting 

predictions, and sounding out words. He is using visualization techniques and is 

always willing to share his understanding of passages. 
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CHAPTER V 

KENT: A DEVELOPING READER 

This chapter introduces Kent, a 9-year-oId elementary school student with a 

profound, bilateral, sensorinueral hearing loss. The chapter is divided into two sections. 

Section I will provide background information about Kent's family and birth history, his 

audiological history, and his academic history. Next, Kent's current language and literacy 

competencies will be described. Section II of this chapter will provide a description of 

the reading comprehension strategies Kent uses to comprehend the written text. 

Section I; Background Information 

Section I will provide background information about Kent's life. Relevant 

historical information about his family, audiological records, and academic history will be 

described. The purpose of this information is to help the reader understand where Kent 

has been, is currently, and where he is headmg academically. With this information, the 

reader will be prepared for section n, which describes the reading strategies Kent is 

currently using to understand the written text. Data provided in section I were obtained 

primarily &om an interview with Kent's mother and firom his academic school records. 

Sheila Strong, his current teacher, provided most of the information about his current 

literacy levels. Finally, Kent, himself, provided some of his own history and current 

literacy levels. 
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Kent's Family and Birth History 

Kent is the first of two children in his family. He liyes with his biological parents 

and younger sister, all of whom haye a documented profound hearing loss. Kent has no 

health concerns, has not been identified with any other disability which may significantly 

impact his educational opportunities, and, according to a psychological eyaluation 

conducted in 1995, demonstrated ayerage to aboye ayerage intelligence. The primary 

languages used in the home are American Sign Language (ASL) and written English. 

Kent's Audioloeical History 

At the time of this study Kent was a 9-year-old elementary school student with a 

fragmentary, profound, bilateral, sensorinueral hearing loss. Giyen the history of 

his family, the cause of Kent's hearing loss is most likely due to his genetic history. His 

parents suspected the loss a few days after his birth, though he was not officially tested 

and diagnosed until he was 4 months old. Kent does not wear hearing aids, nor does he 

use any personal amplification deyice. Kent's loss has remained consistent since it was 

identified. 

Kent's Academic History 

Kent has benefited from an early academic career which began when he was an 

infant. Kent and his family receiyed seryices from a home-based outreach program for 

infants and toddlers with hearing loss, through the Center for Hearing Impaired Children 

located within the School for the Deaf and Blind (SFD). At the age of 2 1/2, he was 

enrolled in the center-based preschool program of SFD. From there he completed 

kindergarten through second grade on the SFD campus. Kent participated in a pilot 



183 

literacy program in his first grade year. In this program there were two teachers, one 

hearing and one deaf, who focused on the development, of English literacy skills and on 

the development of American Sign Language skills. This program is no longer in 

existence at SFD. Comments contained in Kent's academic file indicate he was very 

successful in this program and "excelled in his progress." 

At the time of this study he was matriculated as a third grade student on the SFD 

campus. Academic reports &om Kent's teachers have consistently shown positive growth 

and improvement in all academic areas, including language, reading, and writing. 

Reading 

In the past several years Kent's report cards have recorded that he has progressed 

satisfactorily in all of the aspects of reading which are noted, including: vocabulary, 

inferences, comprehension, predictions, main ideas, cause and effect relationships, and 

plot awareness. In many of these categories he has demonstrated "excellent" progress. 

An evaluation conducted one year ago (1996) noted that "Kent is now comfortable 

reading in passages word-for-word, knowing that they are English printed words that then 

need to be assessed as a whole and interpreted into ASL to gain fiill meaning of the 

passage." 

Long- and short-term literacy goals identified for Kent in the past few years were 

contained in his Individual Education Program files. These goals generally reflect the 

progress he made the previous year, as well as the individual focus of the teaching 

curriculum for the upcoming academic year. These goals have focused on learning sight 
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vocabulary, comprehension skills, including predicting and summarizing, and using 

context clues. 

Writing 

Written English has been an educational focus during the past several years for 

Kent. Report cards describing his progress indicated Kent "organizes and expresses his 

ideas clearly in writing" and is learning to apply "spelling skills in his daily work." A 

previous teacher noted that Kent is "very curious about spelling new words and really 

enjoys using new words in sentences." His previous teachers also indicated Kent used a 

dictionary and other resources to help him with spelling. 

Kent's previous teachers also noted the areas of weakness that Kent has exhibited 

in writing. Concerns have included lack of writing across the curriculum, weak syntactic 

structures, and a negative attitude towards editing. 

Summary 

Kent seems to have rich language envirotunent at home and school. His mother is 

a teacher and his father is very involved in his education. His parents are deaf and use 

sign language as their primary mode of communication. Because of this unique situation, 

it seemed very interesting to investigate Kent's reading abilities and the strategies he used 

to comprehend a printed English text. Kent had a good command of ASL and 

commum'cated openly. Kent's teachers described his writing abilities in a favorable 

context, even though he continued to struggle with English syntax, grammar, and 

spelling. 
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Although language, reading, and writing are complex, intertwined processes, this 

study focuses more on reading than on writing and language use. As Kent's language use 

and writing competencies overlap with his reading strategies, these are discussed and 

analyzed. 

Current Language and Literacy Competency 

The previous section described Kent's academic, audiological, and family 

histories. This section provides a detailed account of his current language and literacy 

competencies. This information was obtained from: current school progress reports, 

teacher-, parent- and self-reports, and classroom observations. 

Laneuage Use 

This section will describe Kent's current language use, including his preferred 

mode of communication at home and at school. Currently, Kent uses ASL as his primary 

choice of communication in the home. He has also been exposed to signed English and 

uses it when communicating when his partner chooses signed English. He does not use 

spoken language for any communication. 

At Home 

The family members who live with Kent use American Sign Language as the 

primary and preferred mode of communication in the home. Many of the extended family 

members are also fluent ASL users. This has provided Kent with a complete language 

model since he was an infant. This is particularly important as we look at his reading 

strategies in English because of the existence of a first language, even though his first 

language does not have a written form. 
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From an early age, Kent has been exposed to fingerspelling in addition to 

American Sign Language. His mother indicated, "Some words just don't have signs like 

'toy,' and 'bus,' and others. You just have to fingerspell the English words. So he saw 

'bus' spelled a lot and he could spell it." He recognized the fingerspelled names of his 

family members from an early age, and his mother also commented that Kent, himself, 

fingerspelled from an early age. When he was around 2 years of age, his mother made a 

book of the family and some common words and numbers for Kent. She indicated he 

learned to fingerspell the words in the book before he could write them. 

In the Classroom 

Currently, Kent uses a combination of ASL and Pidgin Signed English (PSE) in 

his academic environment. His teacher is skilled in sign language and uses a variety of 

systems to communicate with the students in the class. Several of the class members use 

one of the Manually Coded English (MCE) sign systems as their preferred mode of 

communication. Because of the variable and alternate sign forms available in the 

classroom, Kent has become familiar with and utilizes various sign methods including; 

ASL, PSE, and MCE. 

Kent's choice of sign systems often depended upon the teacher's choice of sign 

systems. When the teacher signed more conceptually, Kent used more ASL and PSE. 

However, when the teacher signed more English, Kent used more MCE structures and 

markers. During literacy activities, which included reading and writing, Kent used more 

MCE features and less ASL characteristics, perhaps because of his need to sign every 

word in the text. 
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Kent utilizes fingerspelling as one of his commumcation modes. I observed Kent 

often fingerspelling words, even when there was a known ASL sign for that particular 

concept. One day, as I observed him, he continually fingerspelled the word "colony," 

although there was an accepted sign used in the classroom. As Kent and his peers 

discussed the new colonies founded in America and finished a worksheet descnbing the 

colonies, he fingerspelled rather than signed the word. When the students finished their 

discussion, I interrupted Kent to determine the reason for his fingerspelling. He told me 

that he needed to fingerspell the word in order to leam to spell it for his test, so he made a 

conscious, deliberate decision, for instructional purposes, to fingerspell rather than sign 

the word, indicating Kent has some metacognitive awareness surrounding the use of 

fingerspelling. 

The use of fingerspelling in place of signing surfaced quite often while I was 

observing Kent in his classroom. As a rule, when the class was discussing new 

vocabulary, he fingerspelled the word. Additionally, when the teacher conducted formal 

language lessons (i.e., compound words, multiple meaning words, synonyms, etc.) Kent 

always fingerspelled rather than signed the words. Perhaps this was because many of 

these activities required precision in the word chosen. Nevertheless, most of the other 

students signed during these actives. 

Reading 

Kent's mother reported reading to him when he was just a baby; "We would sit 

together and look at picture books. I would show him the picture, like, for example 'cat' 

and tell him the sign 'cat'... and then fingerspell to him and then showing him the 
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picture again." As Kent matured, his mother continued reading with him, stating, "As he 

grew up I would actually sign the story and show him each page." According to his 

mother, Kent's parents have always used ASL to sign stories to their children. 

Kent's mother did not recall anything extraordinary that occurred in Kent's life as 

he was learning to read. Kent was interested in print and books from an early age and 

because his mother is a teacher, he was exposed to a variety of educational materials early 

in his life. From a very young age, Kent was interested in environmental print and 

questioned his mother to know the meaning of the signs. Soon Kent began relating the 

meaning of the signs back to his mom. One of the earliest he recognized was "Don't 

touch." 

Although he was exposed to print and reading at an early age, Kent's reading test 

scores indicate he is a begiiming reader. His mother and classroom teacher both observed 

that he has only recently really begun to read and comprehend a text. Kent seems to 

understand the purpose of reading is "to learn things," but he hasn't progressed quickly in 

his reading abilities. 

During his first interview I questioned Kent about his perception of his reading 

abilities and those of his classmates and family. In a formal interview Kent described his 

early reading as "looking at the words and pictures," but not learning what they meant 

until he went to school. When questioned about his own reading ability, Kent described 

himself as an average to good reader who learned to read at school from his teachers. 

When asked which students in his class were good readers, Kent talked about one of his 

peers. Kent indicated J. was a good reader because "he knows a lot of words while he 



189 

reads, and he can fingerspell them." Kent also believes all adults are good readers, 

because he sees them reading. He similarly believes he will be a good reader when he is 

an adult, although that is not his goal. 

During the second interview, when questioned about his reading habits and 

interests, he clearly indicated that he doesn't like to read and finds it to be a difficult 

endeavor, conunenting, "Reading is boring; I'd rather play outside... I prefer sports." 

Additionally in the second interview, Kent explained that when reading by 

himself, not for school, "If there are a lot of words, I don't care. I won't read it. If there's 

a few words, then I'll read it." He further stated, "Some pages have fewer words. I look 

for pages with a few words then I read that page. But if I get bored, I turn the page and 

look for a page with fewer words." Kent indicated his favorite books are picture books 

because the pictures "help me know" what is happening in the book. 

According to his mother and the classroom teacher, Kent has recently shown more 

interest in reading and in books. Kent indicated to me during an interview that he "likes 

to read comics." Kent's mother indicated she is trying to get Kent interested in chapter 

books. I questioned Kent about reading longer books without pictures. His response was 

genuine, "Gross, NO!" He then described one chapter book that he has attempted to read, 

but indicated, "My favorite, I prefer to look at the pictures; if I read, it takes too long." 

Kent and a peer were observed on two occasions sharing their reading journals 

with each other, describing the books they had read, and writing down the author's 

names. From my observations, it seemed that Kent and his peer enjoyed telling each 

other about the books they were reading. They were also frequently observed asking each 
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other if he/she had ever read a particular book. This happened more often when one or 

the other brought a book to school, not when they checked books out of the school or 

classroom library. 

Each year, prior to developing Kent's Individualized Educational Plan, he 

participated in reading evaluations to determine his skill and ability level. His most 

recent evaluations were conducted by his classroom teacher in April, 1997. He was 

evaluated using the Wechsler Individual Achievement Test (WIAT, 1992). There are 

various subtests included in this evaluation; however, he completed only the section on 

reading comprehension. His scores are reported in several modes, including a raw score 

of24/33, and a percentile of 81. Additionally, Kent completed the IPT English Reading 

Test for grades 2 and 3, scoring in the "Competent English Reader" category for that 

grade/skill level. This test evaluates the students' performance in several domains 

including: vocabulary in isolation, vocabulary in context, reading for understanding, 

reading for life skills and for language usage. According to his teacher, Kent is currently 

reading in the 2.1 reader of the HBJ reading program. 

During a formal interview, Kent's classroom teacher stated: "Kent brings a wealth 

of knowledge, opinions, and predictions to the reading process. He expends a great deal 

of effort in the reading process and is a very active participant." During an interview the 

classroom teacher commented that "Although Kent is a much more experienced reader, 

he struggles with figurative English" and does not handle long passages very well. 

It appears fix)m observations and interviews that Kent views the reading process in 

two ways. First, as a school-related activity, which he attempts eagerly, and second, as a 
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boring activity that involves too much work relative to the other activities &om which he 

may choose. 

fadependent Reading at Home 

Kent related to me that he reads every night at home. During an interview his 

mother confirmed that each night Kent chooses a book from the bookshelf and reads in 

bed. His parents have provided him with a variety of literature, from picture books to 

more complex chapter books. Kent's favorite books are about monsters. During the time 

I was observing in the classroom, Kent celebrated his birthday. When questioned by the 

teacher about the gifts he received, he mentioned several books, including Space Jam and 

Goose Bumps. 

While Kent's parents have diligently encouraged him to read the text of the books, 

they know that he often is content with looking at the pictures. Kent's mom occasionally 

questions him concerning the book material that he is reading. She reported it is not 

uncommon for Kent to inform her that he has only looked at the pictures in the book. 

Kent's mother likes to talk about the books with Kent and routinely asks him 

about the texts he is reading. During and after reading books, both at home and for 

school-related reasons, she engages Kent m discussions about the books, the vocabulary, 

and the characters. When he was younger his mother indicated Kent "would ask me to 

read with him, but now he reads by himself." His mother indicated Kent seldom asks for 

help when he is reading at home. Kent's mother noted, "I've noticed with Kent that if I 

leave him alone, he reads; but if I bother him, he doesn't want to read. I know that he 

enjoys it every night, but if I remind him, he just wants me to leave him alone." She 
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further commented that his attitude when reading at night is different than when reading 

for school, stating, "its like that doesn't' count as reading." 

According to Kent's mother, because of her occupation in education, she has 

encouraged him to read chapter books, but has been particularly concerned about his 

comprehension. She stated, "I asked him if he understood, and he said 'yes.' So I kept 

asking, 'Are you sure you understand, are there words you don't know?' And he said 

'no,' that he understood all of it." 

During a formal interview Kent's mother described other reading Kent is 

interested in at home, including magazines and the newspaper. She commented, 

"Sometimes he's interested in the newspaper, especially on Sunday. He will point to 

things and want to know what it says. Then I will read it and explain to him what it 

means. Then he tries to read it himself" Kent indicated that he likes to bring magazines 

on the bus for reading on the way to school. He also borrows magazines from his 

classroom teacher to take home to read. Kent's mother indicated in a formal 

interview that during the summer months, Kent and she regularly visit the public library. 

His classroom teacher remarked that during the academic school year, Kent visits the 

school library with his classmates. 

Kent's mother has observed that he is trying to read every word on the page. She 

believes this is a procedure he has learned at school and tries to reinforce him to read 

more conceptually at home. She commented that she "never reads in English" to her 

children, but rather uses ASL to conceptually read and tell the story because she believes 

"it's important not to read every word in Engb'sh, word-for-word; that's boring, but ASL 
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captivates them and their attention." She encourages Kent to do this also; however, she 

believes he does not yet feel confident with this procedure. 

His teacher. Sheila, has also observed that Kent is reading word-for-word. She 

has determined, "He tends to rely more on the word-for-word because he is afiaid that if 

he misses it [concept], he can't go back. He can't read in phrases." Sheila continued, 

"He's still a little reticent to take a risk and try to figure it out... he'll sort of lean toward 

trying to figure it out, but if it's completely new, it's definitely an arduous process for 

him." She noted "longer passages just totally befiiddle him. He gets so lost. It's just too 

much... he's nervous. The risk overwhehns him. He's not ready to take it yet, or 

doesn't feel like he's ready." 

One of the main areas where Kent is involved in reading at home is with the 

closed captioning on the television. Kent's mother demonstrated the extent to which 

Kent utilizes the captioning, stating, "We always must have the captioning on. If he 

[Kent] is watching TV and something comes on without captioning, he leaves the room. 

He won't stay. He gets mad and says he doesn't want that [program]." Kent's mother 

indicated, "Kent often asks me words he doesn't know while he is watching [TV]." Also 

if she tries to get his attention while he is watching a program, he signs to her "WATT, 

WAIT," while he finishes reading the captions. Sheila stated, "Sometimes I'll ask him, 

while he's watching, 'What did they say?,' and he'll tell me. So I know that he has a 

good understanding of what he is reading on the captions." 

Although Kent reads the captions on the television, his mother doesn't think that 

Kent thinks of that as reading. She commented during an interview, "He doesn't 
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associate captions with reading. One time I asked him if he wanted to read, and he got 

upset and told me he didn't want to read, that was school work, that's for learning. Now 

it's night time and he just wanted to rest." But he continued to watch TV, reading the 

captions on the screen. 

During an interview Kent's mother indicated he first became interested in the 

captions when he was about 7 years old. "He just got kind of excited and thought it was 

cool he knew some of the words." This has been a wonderful tool for Kent because "he is 

interested in TV and likes to know what's going on." His mother continued, "Usually he 

knows the words, but sometimes there are a few words he doesn't know. When he has a 

lot of doubt about what they are talking about he'll ask me, but if there is only a little 

doubt, he doesn't always ask." 

Reading in the Classroom 

This section will describe reading behaviors Kent exhibited in the classroom. 

Two sub-categories will be reviewed: assigned reading and self-selected reading. These 

comments are directly related to my classroom observations over a period of 5 months 

and the classroom teacher's observations and knowledge of the students. 

Assigned reading. The classroom reading time involved a variety of materials and 

resources. The teacher often selected themes that spread across the curriculum. She then 

found stories which "coordinated with the theme." She admitted that although she 

searched for stories that reinforced the theme she was concentrating on, she also 

occasionally chose stories "because I know they're at an interest level that [the students] 

really like." In this way she was "able to apply it [reading] in different contexts." 
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As in most classrooms, the students in Kent's class read at a variety of levels, 

from emergent to beginning, although none of the students were categorized as proficient 

by the classroom teacher. The classroom teacher. Sheila, commented during an interview 

that the differences in the students' reading abilities was something she needed to always 

consider when choosing reading material for her them. Sheila considers Kent one of the 

best readers in the classroom. She often gauges the reading selections according to his 

ability. One of the reasons she is able to do this is because most of the reading selections 

are read together as a large group. 

When reading as a large group the classroom teacher employed a variety of 

strategies to actively involve the students in reading the story, including transferring the 

entire story onto overhead transparencies, reading the story to the students, allowing the 

students time to read individually firom student texts, and rewriting stories. Each of these 

methods allowed for the classroom teacher to effectively monitor individual student 

progress. 

When the students were assigned to read individually, I noticed that Kent always 

signed the story to himself. The classroom teacher noticed this, also, hi fact, most of the 

students in the classroom signed to themselves when required to read silently. Kent did 

not often ask for help while reading to himself, but did often comment on the passage to 

an adult or classmate. The classroom teacher mentioned that there are "a lot of times 

while Kent is reading he will look up and make an immediate reaction" relating the story 

to something in his life or something that he remembers reading or learning before. 
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Whenever Kent was asked to summarize what he had read, he was able to 

accurately retell some portions of the text, but omitted various events and characters. On 

several occasions, a reading selection was carried over to the following day. Before 

beginning the new section the classroom teacher would ask someone to summarize what 

had been read the previous day. Kent was able to recall events from the previous reading 

and would often predict what he thought might happen in the current reading. 

According to Sheila, the classroom teacher, she has had a variety of opportunities 

to evaluate Kent's reading abilities on an informal basis. She sees him as a good reader, 

but recogm'zes the struggles he still encounters. She commented during an interview that 

she has seen him reading with another student "or when he is helping someone else read 

he is seeing it more as a true reading experience than when he is reading to satisfy me as 

the teacher." She sees Kent becoming more patient as a reader and having a greater 

"desire to understand what he is reading." 

Like most students, Kent is more motivated to read materials he is interested m 

than school-related materials. His teacher has tried to find reading materials that are 

inspiring to Kent in order to give him more experience enjoying print. She has noticed 

Kent is able to remember information he leamed or read some time ago. This has proven 

to be a great benefit for him as he reads new information. Sheila also noted during an 

interview that as Kent is reading more, his motivation for reading new materials is often 

sparked by past experience or prior knowledge in connection with the current text he is 

reading. Sheila stated, "He reads something that sparks his memory and sort of brings out 

the other information, and that excites him and makes him want to read more." 
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From my observations, I concluded that the classroom teacher was very involved 

in the classroom. Sheila actively worked with the students and seemed to respond to each 

of their unique needs. She constantly worked with students, either individually or in 

groups. From my observations of her lessons and from her own interview statements. 

Sheila believed that reading, writing and language were completely intertwined. She 

immersed the students in language-related activities all day. In a formal interview, Sheila 

summarized her feelings about language, reading, and writing: 

I see writing as well as reading as an expressive sharing of information with 

someone, if you're expressing what you're reading through ASL. But when you 

are writing, something connected with what you've just read, I think that you are 

internalizing it. I think you're interacting with the language, you're interacting 

with the experience that you've just had by reading. I always try to keep them as 

one activity, reading, writing and language. 

During my observations, Kent always participated in the assigned reading 

activities without complaint. In all of his schoolwork it seemed he wanted to please the 

teacher and worked quickly to complete his assignments. During informal discussions 

with the classroom teacher, she agreed that Kent worked hard on his school assignments 

and responded to her praise. During my observations and according to the classroom 

teacher, Kent generally finished his work before the other students. Also, when working 

in groups Kent customarily assumed the role of the classroom leader. He was frequently 

asked by the teacher to help other students with their work and oftentimes assumed that 

responsibility without being invited by the teacher. He was observed reading to students 
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and asking them questions about their assignments. He also served as a resource when 

students wanted to know how to spell words. On only a few occasions was he rude when 

students interrupted him in order to ask for his help. Additionally, when working in 

groups or with another student, Kent was attentive and seemed interested in what the 

others were saying or doing. The classroom teacher commented informally that Kent was 

a great help to the other students in the classroom. 

During my observations I noted Kent generally read directions that accompanied 

an assigned work sheet. On one occasion he was observed telling another student what 

was required by reading the directions to the student and then explaining what they 

meant. Additionally, he often asked the classroom teacher or the student teacher for 

clarification of a specific word contained in the direction portion of the assigned page. 

As a habit. Sheila wrote directions on the blackboard. For example, she would write out 

the schedule for the day, with directions for what the students were expected to complete. 

Kent was observed reading these each day and following the directions. 

Self-selected reading. Frequently, the classroom teacher awarded free time after 

an assigiunent or during transitions to new activities. Occasionally the students were 

allowed to do whatever they choose. However, on many occasions, the classroom teacher 

offered selected alternatives. In both instances, reading was always an option for the 

students. On several occasions I observed Kent choose to read a book during his free 

time. 

There was a small library area in the classroom. The teacher rotated the books in 

this area frequently, focusing on the current educational theme. Kent often chose books 
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from the small library when directed by the teacher. These books were not allowed to 

leave the designated reading area of the classroom. Kent seemed to know which books 

he wanted to read, sometimes spending a few minutes searching for a particular book. He 

liked to sit in a large overstuffed chair in the library area and look at the books alone or 

with a peer. During these times he would engage in conversation about the topic of the 

book, but I did not witness him sign (read aloud) any passage of the book. There is 

evidence that he read parts of the book silently, particularly the captions under 

photographs or pictures. Kent enjoyed sharing information with his peers and with 

adults. He liked to be able to tell others what was happening in a photograph, hi order 

for him to accurately know what the picture was portraying, it was necessary for him to 

read the captions. 

On one specific occasion Kent became very interested in a chapter book about 

Abraham Lincohi. He sat for a considerable length of time looking at the book, then 

began to read some of the pages and captions under the pictures. When it was time to 

begin class again, Kent told the teacher he liked that book and wanted to keep it. Because 

it was one of the books used for the social studies lesson, the teacher did not want him to 

take it home. She suggested that he could read it again later and that she would read 

aloud (sign) from it the following day. 

On several occasions Kent used his free time to look at magazines. The 

classroom teacher had a couple of magazines in the library area, but, generally, Kent 

looked at magazines he brought in his backpack. There were a variety of different topics 

in the magazines including motorcycles, mountain bikes and toys. It is difScult to know 
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if Kent was reading any of the print in the magazines or simply viewing the pictures. 

Nevertheless, it was apparent Kent enjoyed looking at the magazines and did so often. 

Writing 

Kent is a beginning writer. Kent's mother and his classroom teacher indicated 

Kent does not write as much as he reads and that his writing abilities are lower than his 

reading abilities. In April, 1997, Kent's writing abilities were evaluated using the IPT. 

Kent was described as a "competent English writer" in the conventions of English, and as 

a "limited English writer" in writing stories. According to his classroom teacher, the 

discrepancy in scores was because Kent had leamed to competently use a select number 

of English syntactic forms and structures, which were evaluated through this assessment. 

The level at which he was tested required him only to use a minimum number of 

structures in order to obtain a competent score. Sheila indicated when Kent advances to 

the next level of the IPT examination, he will be required to demonstrate greater 

proficiency in the number of conventional syntactic forms and structure, and, more than 

likely, he will no longer be categorized as "competent." 

It has been observed by his classroom teacher, his mother, and me that Kent 

"writes in English and tries to write in ASL [grammar]." That is, he tries to put ASL 

concepts into English print. For example, according to his mother, "One day he wanted 

to write, 'take care,' but he wrote 'take careful'." Both his mother and his classroom 

teacher explained that they are trying to help him understand the concepts behind the 

different words in EngUsh and how that correlates with a specific written word. Both 

agree that for Kent, "the ASL concept is clear, but not the English word needed, the exact 
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word." They both mentioned that often they have accepted Kent's written expressions 

and praised his efforts because he is an emergent writer. His mother noted "last year it 

just seemed like too much [writing in English], but now he is starting to throw out 

English words and is trying to learn what more vocabulary mean." 

Based on observations and classroom work, his teacher described Kent as a 

"confident writer who is willing to take risks and attempt to spell new words." She 

continued, "He also tries to incorporate new vocabulary learned in his writing. He is very 

independent with the task and requires minimal assistance to begin a project. He is very 

capable of producing thoughtful and cohesive work." However, based on my 

observations, Kent is really a beginning writer who is just starting to feel confident and to 

take risks. From my observations, he dislikes editing and responds negatively when 

asked to rewrite or change something he has finished writing. I do agree with his teacher 

that he likes to incorporate new vocabulary into his writing, but from my observations, he 

is not always sure how to use the new vocabulary correctly. For example, after learning 

that the word "so" could be added to a word to indicate intensity (i.e., so mad), Kent 

wrote the following sentence in his literature journal; "Wolf was very so hungry!" 

hdependent Writing at Home 

According to his mother, Kent does not write much at home. She indicated he 

does his homework, but does not choose to sit and write for many other reasons. She 

mentioned Kent enjoys drawing and will sit and do that, but doesn't often add print to his 

drawings. Even when given the opportunity to write on the computer, he will do the 

minimum needed for his homework assignment and then play games. 
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When Kent is writing and doesn't know how to spell a word he asks his mom. If 

he is just missing a letter or two, his mom will tell him how to write it. However, his 

mom often sends him to get a dictionary to look up the word. From her interview, Kent's 

mother stated she strongly believes that his early fingerspelling ability has helped him 

become a better speller. She commented, "Really, he thinks spelling is easy. I think 

fingerspelling has really helped him with spelling. I'm surprised because he can segment 

words, then remember how to spell them." 

The main reason Kent has for writing at home is the use of the TTY (telephone 

text). He uses the TTY independently to call Mends and family. His mother commented, 

"His English isn't perfect but he spells the words correctly." Kent feels confident using 

the TTY. 

Writing in the Classroom 

Language, reading, and writing are inseparable in Kent's classroom. Activities in 

all subject areas require the students to integrate literacy and language. Samples of 

Kent's writing demonstrate he is able to put down his ideas, but has difficulty with 

English granunar and sometimes with vocabulary. His teacher indicated, "Kent is trying 

so hard to write in ASL. He is still struggling with the easiest of structures that I have 

taught them, that deviates from single-sign, multiple meaning ASL signs. It's a challenge 

for him." 

One of the activities that happens firequently at Kent's school is "Young Authors." 

This is a day where all of the elementary school age students have the opportunity to 

share written wok they have completed with the other students in the school. According 
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to his teacher, Kent frequently participated in this activity, writing and illustrating his 

own stories. Unibrtunately, during the time I observed him, Kent did not choose to 

participate in "Young Authors" individually. As a group, his class did present a work 

they completed together. 

Assigned writing. In the classroom diuing my observations, Kent did not take a 

lot of time to write. He often hurried through his assignments trying to be the first one 

finished or trying to move on to another activity. During informal discussions with me, 

his teacher noted that although they have spent a considerable amount of time on the 

writing process in the classroom, Kent still doesn't really see a value in rewriting or 

editing. She indicated however, that he will edit, especially if allowed to use the 

computer as an aid. During my observations, he engaged in editing on only two 

occasions. Both of these writing assignments were letters to his parents. Perhaps he was 

more interested in editing because he knew his parents would read the letter, and he 

wanted it to be more conventional for them. 

Book reports, journals, and written assignments hang on the walls of the 

classroom illustrating the students' writing abilities. Additionally, the classroom teacher 

finds ways to incorporate authentic writing experiences into the daily activities. For 

example, the students were going camping as a culminating event for a school activity. 

The students wrote letters home telling their parents about the activity, wrote thank you 

letters to the people involved, and made lists of things they would need to take with them. 

From my observations in the classroom Kent seemed motivated to participate in all of 

these assignments and did so, without complaint. 
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Homework is assigned daily in this classroom. Most of the assignments require 

the students to write, siunmarizing or creating, to expand on concepts they have explored 

during the day. Each morning the students read their assignment to the others in the 

class. This was a wonderfiil opportunity to observe Kent involved in writing and reading 

his own written work. The only drawback, according to the classroom teacher, was not 

knowing if he worked alone on the paper or if someone helped him at home. 

Self-selected writing. Kent did not often choose to write when he had free time. 

He loved to draw and often used markers to draw pictures. Occasionally, he used a 

picture in a book as a model for his own drawing. However, he did not write 

conventional letters or words on any of the drawings he made at school. 

Summary 

Kent is an emergent reader and writer. Although he is 9 years old, has been 

immersed in language from infancy, and has shown an interest in environmental print, he 

has only recently begun to understand the reading and writing processes and to be 

cognitively aware of his own reading and writing strategies. He is interested in reading 

and has found books and materials that fascinate him. He uses reading to watch the 

captioning on his television and to read magazines. He has a wonderful command of 

American Sign Language, but seems to struggle with printed English both expressively 

and receptively. 

Section n: Reading Strategies 

In this section I describe the reading strategies Kent used most often to 

comprehend a written text gathered from three main data sources: observation. 
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interviews, and miscue analysis. Observing Kent's reading ability while he was engaged 

in classroom reading activities provided the most information about the strategies he uses. 

Interviews &om Kent, his teacher, and his mother substantiated what I observed in the 

classroom. The miscue analysis did not provide as much information as the other data 

sources, nor did the miscue analysis reflect his reading behaviors in the classroom. 

Kent was observed using a variety of strategies to understand the material he read 

in his classroom and during the miscue analysis. Many of the strategies Kent used 

corresponded to teaching strategies advocated and used by his classroom teacher, hi fact, 

the teacher was actively involved in encouraging the students to use reading strategies, 

however, there were no specific lessons on strategy use while I was present in the room. 

Kent was often seen actively engaged in a written text. He usually read "aloud" 

signing to himself (not verbal), even when no one mom'tored his reading. I was able to 

watch how he read, but unable to document most of his nuscues because I did not have 

access to many of the materials he read. He seemed to read word by word; however, he 

often asked for clarification when the text did not make sense. 

During my interviews Kent identified strategies he used while reading to 

comprehend a written text. He described which strategies he used, but not necessarily 

when or why he chose to use a particular strategy. When asked to describe how he reads, 

he answered, "I just read through each page, one by one." Kent believed the most 

important part of reading is "the words." He indicated if you don't know a word while 

you are reading, you should "hold off on that word, fingerspell it, or ask a teacher or your 
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parents." He later indicated be could also "skip it," but that was not his first reaction 

while reading in class. 

Kent's mother and his teacher were also able to identify strategies Kent used to 

comprehend a written text. Both of them have spent considerable time reading 

individually with Kent and have watched him progress in his reading behaviors. 

Miscue analysis did not provide as much information about his strategies as the 

other data sources. He treated this event differently than his other reading experiences I 

observed. Kent tired easily while completing each story in the miscue analysis and often 

"gave up." On several occasions I had to remind him to read the print, rather than tell the 

story as depicted by the pictures. He generally read word by word, using Manually Coded 

English and fingerspelling to represent each word. However, he also omitted a large 

number of words and phrases, something seldom seen in his classroom reading. Many 

sentences contain very complex miscues which often overshadowed any appropriate 

strategy he may have used. The miscue examples that are noted here are individual 

examples and do not represent a majority of his miscues. 

The following sections descnbe the reading comprehension strategies Kent used 

most often as noted from observations conducted over a S-month span, teacher and 

student interviews, and miscue analysis. Although many strategies span the entire 

reading process, the reading strategies used by Kent have been divided into three 

domains: predicting, sampling, and confirming (Y. Goodman et al., 1987; Y. Goodman et 

al., 1996; Weaver, 1994). Y. Goodman and her colleagues (1996) have explained: 

"Readers use their purposes, language proficiency, and knowledge about the world to 
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sample the printed material, to infer aspects of the meaning of the text, to answer self-

posed questions, and simultaneously to make tentative predictions..." (p. 3). Weaver 

(1994) adds, "at one and the same time, we are sampling new graph/phonemic cues, 

confirming or correcting what we've just read, and making predications about what is to 

follow" (p. 134). Table 12 summarizes the reading comprehension strategies that were 

most prevalent. 

Table 12 

Summary of Kent's Reading Comprehension Strategies 

Predicting Strategies Sampling Strategies Confirming Strategies 

Connect to background/ Use context clues Describe words 

previous knowledge Fingerspell Translate from English to 

Use picture cues Divide words into parts ASL 

Use spelling patterns 

Predicating Strategies 

Weaver (1994) provides an overview of how readers use predicting strategies, 

stating: 

In order to understand some of this complexity, it may help, temporarily, to think 

of reading as a matter of identifying words. In order to identify a word, proficient 

readers first use syntactic and semantic knowledge and cues to predict what is 

coming next. We do not necessarily predict a specific word, but at least we 

subconsciously narrow down die possibilities... After mentally restricting the 
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possibilities, we nonnally look at the word itself—that is, we use 

grapho/phonemic cues (pp. 133-134). 

Y. Goodman et al. (1996) suggest that "informed predictions are based on 

inferences. Inferring and predicting are not trial and error phenomena; these natural 

reading strategies are based on knowledge and background experiences" (p. 5). 

Connect to Background Knowledge 

Y. Goodman et al. (1996) suggest all of the "natural reading strategies are based 

on knowledge and background experiences" (p. 5). Experiences with books, print, 

genres, and story structures combined with a student's own personal life adventwes, 

learning, and language provide the basis for creating meaning and interacting with a text. 

It is one of the ways students are able to ask and answer the question: Does this make 

sense? 

Observation. Connecting new information to previously acquired knowledge is a 

predicting strategy Kent uses well. For example, when beginning a new story from the 

reading book, the classroom teacher told the students the story related to the unit they 

were learning in social studies (colonization of the Americas). The teacher wrote the new 

vocabulary words on the board and asked the students if they knew any of the words. 

Kent was unable to identify the first word, "canoes," but recognized the second word 

"floating." Once he identified the word "floating" he attempted to identify the other 

words based on the concept of something that floats. This strategy occasionally provided 

Kent with the correct word. 



209 

On another occasion Kent demonstrated his abili^ to connect new reading 

material to his background knowledge. The teacher assigned an article in the Weekly 

Reader for the students to read which focused on past presidents of America. As he was 

reading, Kent suddenly stopped and indicated to the teacher that he understood that the 

two presidents (Washington and Lincobi) were 'Teace Builders." "Peace Builders" is a 

program incorporated in the school as a way to motivate and encourage the students to 

peacefully solve problems and work cooperatively with one another for healthy 

relationships. During Kent's reading of the events in the two past president's lives he 

was able to connect their actions with his current expectations of what was good and 

right. 

The most evident example of Kent connecting to background knowledge came 

during a unit on the ocean. Kent and his family had recently visited Hawaii. With every 

book he read and every discussion the class had, Kent was able to connect it with 

something that had happened to him while in Hawaii. He seemed very excited to read 

about these events and to share his own personal experiences with the other members of 

his class. 

Finally, Kent demonstrated his ability to connect a written text to his personal 

background experiences when discussing reptiles. When the teacher began to review 

what they had read, Kent mentioned that "reptiles do not have backbones." The teacher 

tried to explain that reptiles do have backbones. Disagreeing, Kent interrupted the 

teacher to explain why he thought she was wrong. He questioned, "How can a snake 

wind around a tree if they have a backbone and people can't." This statement initiated a 
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lengthy conversation for the students as they learned more about backbones and reptiles. 

But more importantly it shows the thought process Kent engaged in to bring in his own 

personal knowledge and experiences to help him understand a written text and new 

information. 

Interviews. During a formal interview Kent's teacher indicated, Kent "is always 

making connections to other books." She has noticed that when they are reading or 

learning about new information, he constantly brings up ideas from past educational or 

personal experiences that directly relate to the new information. She also commented, 

"He's [Kent] always had, I think, a really fine ability to understand what he's reading, to 

internalize it, to immediately hook it into other experiences or prior discussions." For 

example, "He can connect something he's read in the context of colonial American and 

tie it into something he read three months ago in the rain forest studies." 

She also added, "He has made incredible strides since last year with his patience 

as to where his reading and writing both are." He is learning that he will understand 

through his own educational background knowledge. Also, "Kent is able to pull in so 

many avenues of learning and assimilate so much information and bring it to the reading 

experience." 

The teacher further commented, "The more desire he has, then the more interested 

he is." Sheila also saw the reciprocal happening with Kent; the more interested he was in 

reading or learning, the more desire he had to really figure out what was written in the 

text. She has seen Kent wanting to go to the library in order to gather information or 

books on a particular topic they were discussing in class. The teacher indicated, "In the 
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past 6-8 weeks, everything excites him. Anything that he can read that looks interesting 

to him, he wants to know more about" 

Miscue Analysis. Kent demonstrated the use of connecting to background 

knowledge during miscue analysis. The following examples demonstrate this strategy. 

Story 

Line Number Miscue Comments 

1 friend near bi this miscue Kent retains the 
I said good-bye to my neighbors.. 

1701 • 
original concept of "neighbors," 

but does not use the commonly 

accepted sign. Rather, he 

combines two signs to create the 

meaning. This is a good example 

of using background knowledge to 

know what "neighbors" are~ 

fiiends who live near. 

2 

0702 

0703 

fs name fs 
One was his older brother ^ Mike. 

The other wasmis^ounger sister 

name fs 
^ Ellen. 

Kent understands how to indicate a 

name of a character in a text, as 

demonstrated by these examples. 

He does not, however, assign a 

name sign to the characters; 

instead, he fingerspells the name 
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each time it appears in the text. 

This example demonstrates his 

background concerning names and 

identifying people. 

3 

4401-4406 
And 

five Chinese 

they 
Brothei(sj^^ their 

live 
mothei(^lived^^ 

happy with after 
(geS^happily A 

manyyeali) 

This miscue demonstrates Kent's 

background knowledge of story 

structure, particularly endings. 

Although he omits several words, 

he is trying to end the story in a 

way that is familiar to him. 

Use Picture Cues 

Weaver (1994) suggests the use of picture cues for young or inexperienced readers 

as a way to encourage the use of making predications. Of course, students who use 

picture cues must also use other available cues such as prior knowledge and context. Y. 

Goodman and her colleagues (1996) have also suggested "young readers make 

appropriate predications... [as] they sample cues surrounding the print, such as pictures 

..(p. 6). 

Observation. There were few direct observations of Kent using picture cues while 

reading a story to help him expand on the printed text. He liked to look at books that had 
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pictures and usually chose those types of books over others. During my observations he 

often seemed to be reading the captions foimd under photographs and pictures in many 

books, particularly those that corresponded to the instructional units prepared by the 

classroom teacher. However, these captions were generally short sentences that identified 

a key component of the picture, rather than a complete, intact text. 

On occasion, it was apparent Kent was using the pictures to help comprehend the 

written text. The teacher had copied the entire text onto an overhead projector. There 

were only a few pictures in the copied text, positioned near the text that they supported. 

After reading the page the classroom teacher showed the corresponding picture and asked 

the students what they thought it represented. Two students responded incorrectly before 

the teacher called on Kent. From the information in the text, he responded correctly, 

adding some new information contained only in the picture. 

From another picture in the text, Kent determined the main character, Robinson 

Crusoe, was an old man because he had a long, white beard. The teacher tried to reason 

that simply having a beard did not mean he was old. Finally, several pages later, the text 

discussed how long the main character had been on the island. Kent connected the 

information ftom the picture with the information from the text to better comprehend the 

story and to understand how old the character was. 

hterviews. The classroom teacher did not mention using picture cues as a 

strategy which Kent used to comprehend the written text. However, his mother noticed 

he chooses to look at picture books more than chapter books. She commented, "He likes 
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picture books because the pictures help him understand what is happening. Then he can 

understand the words mean 'that'." 

During Kent's interviews he informed me he prefers to look at picture books 

because he doesn't have to read the words, only look at the pictures to understand what 

was happening. Kent reported he looks at the pictures because the words are "boring." 

He further indicated during his first interview, "It [reading] is so long and drawn out. I 

have so many books, so when I look only at the pictures, I can go through them much 

faster." I asked him if the pictures helped him understand what he was reading, and he 

responded, "Yes, some words are too hard so I look at the pictures. Other words are easy, 

and I read them Just fine." 

Miscue Analvsis. Each of the stories selected for miscue analysis contained 

pictures with the text. The first book, Alexander. Who's Not (Do You Hear Me? I Mean 

It) Going to Move, and the third book. The Five Chinese Brothers, contained pictures on 

every page. The second book. The One in the Middle is The Green Kangaroo, had 

pictures on every other page. Kent seemed to enjoy the pictures and commented on many 

of them during the reading, particularly the third story (The Five Chinese Brothers). 

Additionally, at one point while reading The Five Chinese Brothers. Kent stopped reading 

the words and began to tell the story using the pictures as a guide. I stopped him after a 

page and reminded him that he needed to read the books, using the printed words. He 

was unhappy with that, but continued reading, commenting on the pictures. 

During each of the miscue selections Kent responded to the pictures in the text. 

Sometimes he read a phrase and then commented on the pictures. Other times he looked 
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at the pictures for quite some time before reading the text on the page. And, finally, he 

used the pictures to help him identify words or phrases in the text. He also tried to use 

the pictures to help him figure out context and individual words with which he was not 

familiar. Sometimes this was a good strategy for him, other times the pictures did not 

provide the necessary information he needed. The following miscues demonstrate the 

strategy of using picture cues. 

Story 

Line Number Miscue Conmients 

1 

1801-1802 
. . .  s t a n d  o n  m y  h e a d  a n d  ̂  

fs 
($^his3e>vith two fingers, ... 

In this instance, Kent paused for 

quite some time to examine the 

picture after reading the first line. 

He fingerspelled "whistle" because 

he did not know the word. He tried 

to use the picture to figure out the 

word; however, the pictures were 

not helpful in this situation as 

there was not a picture of anyone 

whistling. 
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2 

2208-2209 
fs fi-was fs notice surprise 
Mike just shook 

6 
(^headf^l^^ "I 

While reading this sentence Kent 

paused to look at the picture, which 

shows the surprise on the 

character's face. He then tried to 

use that information to make sense 

of this sentence. 

3 In this instance, the picture 
fs fs was recent 

1301-1302 And all the fish were accompanying the text filled the 

left high and drj^j^jbottom previous page. Before reading the 

fs fs sentence, Kent looked at the 
of the sea. 

picture and conunented, "BCL: 

'floundering in the water' DIE 

STUCK BCL:' floundering in the 

water' CATCH, CRAZY, DIE 

FISH DDE." Because of his 

understanding of the picture, 

Kent read the passage with little 

difficulty, omitting seemingly 

unnecessary words and 

fingerspelling several fimction 

words. 
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Spelling Patterns 

Y. Goodman et al. (1996) have indicated that as readers, "we interact with our 

knowledge about the relationship between the letters and sounds of the language as we 

predict the graphophonic units of language" (p. 6). Additionally, Weaver (1994) 

explained, proficient readers "process words in clusters of letters." These ideas provide a 

strong rationale for why Kent may be using spelling patterns to determine the meaning of 

words. 

Observation. Kent seems to focus on the letters in the words. It is difficult to say 

whether he has developed a sound/symbol relationship, but he often guesses at the 

meaning of a word based on the spelling. This is particularly true if the spelling is fairly 

close to another word. This is not always a very successful strategy for Kent. Often, 

when he chooses to use this strategy, he does not continue to read for meaning, but rather 

focuses on the individual word. He also uses this strategy exclusively when asked to 

identify words in isolation when no other clues are present. 

One particular example shows Kent's thought process as he used this strategy to 

comprehend a written English word. He was reading a book about animals and 

encountered the phrase "a troupe of monkeys." He immediately asked the teacher for 

assistance. But she hesitated and asked him to look carefiilly at the word and try to figure 

out what another word could be for "troupe." It seemed apparent the teacher wanted Kent 

to find a synonym for "troupe," but Kent chose to use the spelling pattern to figure out the 

meaning. Soon he fingerspelled "G-R-O-U-P-E" to the teacher with a quizzical look on 

his face. The teacher again hesitated and waited for Kent to continue. He again 
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fingerspelled "G-R-O-U-P-E" and then signed "WRONG" indicating he knew "groupe" 

was spelled wrong. The teacher praised his efforts, wrote "group" on the board, and 

explained to Kent that they meant the same conceptually. 

Without confinmng his responses when using spelling pattems, this will not be a 

beneficial strategy. The following example demonstrates the need for making sense of 

the text, while using spelling pattems as a reading comprehension strategy. This example 

occurred when Kent was reading/signing aloud for the class. The expected response for 

the individual word he was reading was "dump,"; however, Kent signed "DUMB." He 

did not catch this as a miscue, but the teacher stopped him and encouraged him to look at 

the word again. He was able to figure it out, but only after the teacher redirected his 

attention to the meaning of the word in the context, rather than the similarity in the 

spelling pattern. 

Interviews. The classroom teacher also noticed Kent uses spelling pattems to 

assist him in guessing at the meaning of a word. When asked if Kent guesses at meanings 

of the words, the classroom teacher stated, "Yes, he makes good guesses ... he can make 

a guess on what he thinks the word looks like." However, Kent's mother did not mention 

this as a reading strategy. Nor did Kent him.self identify this as a strategy he used to 

comprehend a written text. 

Miscue Analvsis. The following examples &om miscue analysis demonstrate 

Kent's use of spelling pattems as a strategy. 
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Story 

Line Nximber Miscue Comments 

1 

0403-0404 

jr~\ 
IQl/never have kdds who know me, 

(U^2.accept 
l.fs-ec 

\except ^^)brothe^ and 

sometimes they don't want to 
know 

me. 

In this example Kent struggles with 

the word "except." He begins to 

fingerspell it, then signs "accept." 

The similarity in spelling is very 

high for the two words. He signed 

"accept" in place of "except" as it 

occurred several times throughout 

the text. 

2 

0703-0704 
Js begin 

Freddy thought a lot about being 

fs fs 
the one in the middle. 

In this sentence Kent miscues on 

"being" (an English concept 

without an ASL equivalent). 

"Begin" and "being" have a high 

spelling correspondence and are 

graphically similar. 

3 

3604 
please 

cquitS pleasant." 

This sentence represents a complex 

miscue. Kent omitted the English 

fimction words he did not think 

were important to the sentence, but 
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he did not know the other two 

words in the phrase. Themiscue 

that deserves focus here is Kent's 

attempt to use spelling patterns to 

figure out "pleasant." It is apparent 

that he is unsure of what he has 

signed as he repeats the end of the 

phrase two times. 

Sampling Strategies 

"Sampling involves selecting infonnation from the available inforaiation on the 

basis of inferences and predications" (Y. Goodman et al., 1996, p. 5). Weaver (1994) 

indicated "strategies for effectively sampling the visual display" are among those 

strategies considered most important for students to acquire. Sampling strategies span the 

entire reading process, from text selection to prediction and confirmation. 

Uses Context Cues 

"Good readers use context automatically and efGciently, to reduce their reliance 

on visual cues and grapho/phonemic knowledge" (Weaver, 1994, p. 135). Weaver (1994) 

also suggests "good readers use both preceding and following context effectively, even 

reconstructing text in their efforts to construct meaning" (p. 135). Weaver suggests that 

this is true not only with proficient readers, but can also happen with beginning and less 

proficient readers. 
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Observation. From my observations Kent made very good use of context clues 

within a story or selection. This strategy is strongly connected to Kent's use of 

background knowledge. The more familiar he was with a topic, the more able he was at 

using the context clues in the story to identify new words. One example clearly 

demonstrates this strategy. Kent was asked to read a page from a text with another 

student in the classroom. The selection focused on American Indians' early ways of 

travel. The selection was chosen by the teacher to supplement a unit the students had 

previously studied in Social Studies. Kent was fascinated by this topic. As the two 

students read aloud, signing the selection, they encountered die word "paddle" in 

connection with a canoe. Neither student knew the sign, but there was not a teacher 

nearby to ask what the word was. Almost instantly, Kent explained to the other student 

that the Indians needed to row the canoes. Later, when the teacher asked them to 

summarize what they had read, they both talked about paddles and the canoes. The 

teacher asked them to point out the words in the text, and Kent quickly found the word 

"paddle." 

On another occasion Kent used the context of the text to figure out a word with 

multiple signs. The text read, "Crusoe and Friday fired at the savages ..." When Kent 

first read it, he signed "FIRE" meaning flame. Then he stopped and reread the previous 

sentence that indicated the men had guns. He then signed, "SHOT AT" for the word 

"fired." Kent did not often reread a sentence, and even less frequently did he reread in 

order to correct a miscue. This example indicates Kent was using the context to figure 

out the meaning of the word "fire." 
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Interviews. Kent's teacher indicated he "is able to go beyond the word and try to 

read the rest of the sentence to see if he can figure out the word," using context clues 

&om the text. His mother had not often noticed him doing this. Kent did not identify this 

as a reading strategy he used to comprehend a written text. 

Miscue Analysis. Kent used the context of the story to figure out portions of the 

text, particularly individual words. The following examples from Kent's miscue analysis 

demonstrate the use of context clues as a strategy. 

Story 

Line Number Miscue Comments 

I 

0502-0503 
only 

My mom and dad sa>(^M)after ^ 

^mll 
\ we live « 

a whilal'll set us@to liv^/ 

fs 
a thousand miles from everything. 

This example may show that Kent 

was using the context of the story 

to figure out the text. He has a 

difficult time with this passage, 

repeats several of the sections, and 

pauses after the word "living," 

until he finally signs it correctly. 

In this instance Kent took the time 

to correct the miscue. This could 

become a strength for him if he 

continues to correct miscues that 

impede text comprehension. 
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2 

1906-1907 
fs-was me pick 

Guess what IM 

(|oin^to\be? 

The previous sentences in this 

selection describe the character 

telling his family that he has been 

picked to be the Green Kangaroo in 

the school play. Using that context 

and predicating English text 

structure, Kent adds words to show 

the character had been chosen. 

3 

0802 

1401-1402 

Ho 
... ̂ fflthe little boy went(&0A^t0 
fi 
the beach. 

fs beach 
Near the shore (Iheifirst \Chinese 

small 
(Broth^gathei^ some fish 

when fs 
while he kept hol(^^the sea in his 

mouth. 

In line 0802, Kent read the word 

"beach." Later in the text he was 

confi-onted with the word "shore." 

While the two words are not 

synonymous, based on the context 

of the story and his own 

background knowledge, Kent 

signed "beach" in place of "shore." 

Fingerspelling 

Fingerspelling, as has been previously descnbed, is a set of handshapes that 

represent each of the 26 letters of the alphabet. Fingerspelling is one part of American 

Sign Language. It has also been suggested that "fingerspelling is a unique outcome of 

language contact" (Lucas & Valli, 1992, p. 43). Fingerspelling may take on different 
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forms: full fingerspelling, lexicalized fingerspelling, and compound fingerspelling (Lucas 

& Valli, 1992). M fiill fingerspelling, each letter, of the corresponding English word is 

clearly produced. Lexicalized fingerspelling refers to fingerspelled loan signs, "in which 

the segmental structure has changed, handshape assimilation has taken place, location and 

orientation have changed, and movement has been added" (Lucas & Valli, 1992, p. 43). 

Compound fingerspelling occurs in compound signs where one component is 

fingerspelled and the other component is signed. 

Observations. Fingerspelling is a unique strategy that Kent uses. On several 

different occasions I watched Kent play with fingerspelling during reading and writing 

activities. On one occasion, as the class prepared to watch a video, Kent asked his 

teacher for the remote, fingerspelling the word and providing a description of what he 

wanted. There is an accepted ASL sign for remote, which Kent knows. It was interesting 

that he chose to fingerspell and descnbe the word rather than sign it to the teacher. 

During one particular reading of a passage from a book projected on the overhead 

Kent fingerspelled four words in the passage: "sprang, fainted, life boats, terrible." For 

each of these fingerspelled words, however, there seemed to be a reason for his 

fingerspelling. After fingerspelling the first word "sprang," he paused in his reading and 

asked the teacher for the sign. After the second word "fainted," he continued reading. 

However, when he completed the entire paragraph he asked the teacher for the meaning 

of this word. After the third word, "life boats," he explained to the other students what 

that meant. And finally, after the word "terrible," he continued reading and did not ask 

the teacher for the meaning, even when he had finished the entire paragraph. These 
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examples seem to demonstrate that Kent fmgerspells for a variety of reasons. He was not 

able to adequately explain these reasons, however. 

On another occasion Kent was reading in an encyclopedia to answer a worksheet 

about mammals. When he arrived at the word "gland" he fingerspelled it, then turned to 

the teacher and asked what the word meant. The teacher explained the concept, and Kent 

continued reading. Soon he arrived at another word that he fingerspelled, but did not stop 

to ask for the meaning. The interesting part of this particular instance was that, although 

he asked only for clarification for some of the words he fingerspelled, he was able to 

answer very specific comprehension questions about the article. 

When reading a book Kent occasionally stopped and asked for help on words he 

had fingerspelled, but other times he did not, even during the same reading. I have 

wondered why. There were several occasions when Kent fingerspelled a word for which 

he clearly knew the sign. Often he fingerspelled a word written in the text and then 

signed the word when summarizing, explaining, or retelling what be had read. 

Even more peculiar was the inexplicable occurrence of Kent fingerspelling a word 

in a story he wrote himself. These phenomena occurred on several occasions. If Kent 

had written the story at home, for homework, I might suspect that someone had helped 

him write the story, and he really didn't know the word (even though his mother stated in 

an interview that he seldom requested help with his homework at home). However, on a 

few occasions I witnessed this same incident while he was writing in class. He did not 

ask for help with spelling words in his text. However, when he read his work aloud, he 

fingerspelled a few of the content words, even though an ASL equivalent sign existed for 
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that concept. This suggests that he knew the words, but chose to fingerspell rather than 

sign. 

Interviews. Kent's mother discussed at length the role of fingerspelling in relation 

to language, reading, and writing. She stated, "I encourage them [her children] to 

fingerspell. For example not to sign 'crackers' for 'chips,' but to fingerspell 'chips'... 

to make it separate." She also mentioned that she uses fingerspelling for emphasis, as 

when she is angry, to really get her children's attention. 

Kent's mother has strongly encouraged the use of fingerspelling to help Kent learn 

English words that do not have an ASL sign equivalent like "toy" and "bus." She gave an 

example of learning about snakes with both her children. "Lori was showing Kent a 

picture in a book ... and signing snake. I told her 'no, it was fingerspelled B-O-A' 

because it was a specific snake, and then I explained what kind of snake it was." As she 

was explaining about the snakes to Lori, Kent inteijected, "I know how to spell that" and 

proceeded to spell "boa constrictor." 

Kent's mom has noticed that he fingerspells more often than children with hearing 

loss who have hearing parents. She believes that many times this happens because "they 

[hearing parents] invent signs where we spell a lot." This comment may be more related 

to cultural issues than to reading strategies. Kent's mom encourages him to fingerspell 

words while he is reading. She stated: 

With Kent, when he is reading and comes to a specific vocabulary, like, for 

example, if he signs "boat" and I want him to know the difference between a boat 
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and a ship, or like afraid and scared. He needs exposure to those words and needs 

to fingerspell them so he knows different vocabulary, and the signs. 

Kent's teacher has also noticed him fingerspelling. She commented that 'Vhen 

they're [the students in the class] playing with language, sometimes they'll fingerspell. 

Sometimes we'll joke about fingerspelling because they look so funny or there are lots of 

words within a word." She also commented how prevalent fingerspelling is for Kent as a 

reading strategy, stating, "Certainly, the first thing he [Kent] does when he comes across a 

word he doesn't know is fingerspell it." 

When questioned about his use of fingerspelling during reading, Kent had several 

different responses. When questioned, in general, about the number of words 

fingerspelled, Kent responded it was because he "didn't know what they meant." 

However, when asked about specific words, he often had different explanations for 

fingerspelling that specific word. For example, he indicated he did not know a sign for 

the word "stage." He fingerspelled this word when reading from the text, but in his 

retelling of the story, he used a classifier to represent the concept of a stage. In another 

example, when questioned why he was fingerspelling the word "colony" he indicated it 

was a spelling word that he needed to practice for the spelling test. 

Miscue Analvsis. During miscue analysis Kent was often reluctant to read long 

passages. Even though he had chosen the stories himself and seemed motivated to begin 

reading, he often waned during long passages and shifted his body position to a more 

comfortable, resting position. During one of these occasions Kent stopped signing the 

words on the page and began to fingerspell every word that he came across. Wondering 



228 

why he had opted for this strategy, I allowed him to continue for about two pages. 

Finally, I asked him why he was fingerspelling the words. He shrugged his shoulders, sat 

up straighter in the chair and began signing again. I stopped him after one sentence and 

asked him to go back to where he had begun fingerspelling and to read that section again. 

This time he read the entire section without fingerspelling any of the words except the 

proper names. 

Kent fingerspelled many words throughout the miscue analysis. It is evident from 

the high number of fingerspelled words that he uses this strategy as a placeholder when 

he does not know the meaning of a word. However, he does use fingerspelling in some 

appropriate situations also. For example, he fingerspells proper names and places, 

English words for which there is no ASL equivalent, including function words (i.e., was, 

were, is, of, the, etc.), and uses fingerspelled loan signs appropriately. The following 

examples demonstrate the use of fingerspelling as a strategy that is useful and helpful for 

reading the text. 
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Story 

Line Number Miscue Comments 

1 

1002-1003 

1004 

fi 
My dad sa30I should take a last 

look at all my special plac0 

^hot take 
I@^A taking a look - but it 

fs will not 
won't be my last. 

The word "last" occurred in both of 

these sentences, bi the first 

sentences Kent fingerspelled the 

word "last." In the second 

sentence, he signed it. He signed 

the word "last" in all subsequent 

occurrences in the text. 

2 

1109-1110 

fi will @ 
He would always be a^eaH 

 ̂ fs-mi 
l^g middle nothing! 

This example demonstrates a 

technique Kent often used during 

reading when he encountered a 

word which, at first glance, he did 

not think he knew. He would 

begin to fingerspell the word, then 

suddenly come up with the sign 

and abandon the fingerspelling for 

the correct sign. 
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3 
# 

Kent appropriately used the 

0702 . . .  go  f i sh ing . . .  fingerspelled loan sign #GO in 

0707 # 
. . .  go  f i sh ing . . .  

present and past tense. 

0802 
ngo fs 

... went(go^to the beach... 

2903 
. . .  go  and  b id . . .  

2906 
Ugo 

. . .  went  home. . .  

Divide Words Into Parts 

Technically, this strategy is referred to as the ability to segment words into parts 

or segments. It is considered a cn'tical sidll in some theoretical models of reading 

(Weaver, 1994). 

Observations. Dividing words into smaller parts seems to be a game that is often 

played in Kent's classroom. However, from my observations this has become a reading 

strategy that is not always successful that Kent uses to figure out words that are 

unfamiliar. On one occasion Kent was reading birthday cards the other students made for 

him. Perhaps because the handwriting was unfamiliar, he seemed to struggle with the 

messages contained inside the cards. One of the cards had the word "thinking" as part of 

the message. Kent divided the word into two words he could identify within the larger 

word—thin" and "king." When he signed it, he inmiediately knew it was not 

conceptually accurate, but struggled to figure out why. Puzzled, he asked the person who 
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wrote it who instantly signed "think." Kent began to laugh as he saw the humor in his 

mistake. He then fingerspelled both ideas "thinking" and "thin king," pausing between 

the two concepts. 

On another occasion Kent was reading aloud in the classroom from a worksheet 

he had been assigned to complete. The directions indicated the students were to 

"underline the correct meaning of the word in the sentence." Kent divided the word 

"underline" into "under" and "line." The concept of "underline" is not maintained in 

ASL when broken into the two English words. 

While signing/reading aloud in the classroom, Kent miscued on a word he was 

trying to separate into smaller parts. The word was "throughout," and Kent signed 

"thought out." He paused, looked at the word, and then signed it correctly. 

Interviews. Both the classroom teacher and Kent's mother have noticed that he 

divides words into parts when he is reading a text. Kent's mother believes this has helped 

him leam to be a better speller. She commented, "I'm surprised because he can segment 

words, then remember how to spell them." His teacher did not comment on this as a 

reading strategy, but rather as a game the students often play. 

Miscue Analysis. During his miscue analysis, Kent demonstrated the use of 

dividing words into parts, particularly with contractions. He did not demonstrate many 

attempts to divide words into parts during miscue analysis. The following examples 

demonstrate this strategy. There were no examples in the third story. 
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Story 

Line Number Miscue Comments 

1 

0106 
fs ifgo 

I'm not going to move. 

Kent often segmented contractions, 

signing part of the word and 

0701-1702 
fi 

They've(^six girls. 

fingerspelling the other part, as 

shown by the first two examples. 

1004 
Js will not 

... but it won't be my last. 

"I'm" and "They've." Also, as 

shown by the third and fourth 

2002 
will fs 

... maybe I'll barricade(^) 

examples, "won't" and I'll," Kent 

divided the contractions into their 

Ibedroom door. 
respective parts, signing an 

equivalent for both parts. 

2 

1106 

QĴ  nurse 
(S) ]^urse fs-y 
fs fs fs \nurse doctor 

She even eoes toViurserv 

fi 
school, Freddy thought. 

This was one of the few examples 

in this story when Kent tried to 

divide a word into parts. He does 

not know the concept of nursery 

school and tries to figure out the 

parts. He finally abandons that 

strategy and signs "nurse." 
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Confirming Strategies 

"As inferences and predictions are made, readers test these hypothesis against 

their linguistic and conceptual knowledge to see if they are meaningfiil. Such hypothesis 

testing leads to the confirmation or disconfirmation of the semantics and of the syntax 

through which the meaning is being constructed" (Y. Goodman et al., 1996, pp. 6-7). 

Describes Words 

Describing a word, its meaning, or an example of the word is a strategy that is not 

often found in the literature. It seems to be used more as a teaching strategy when 

introducing new vocabulary or when making a concept map to show relationships among 

concepts. Kent, however, has incorporated this as a reading comprehension strategy. 

Observation. During my observations Kent frequently described concepts that he 

did not have an English or sign word for. On one occasion the students were assigned to 

write a story for homework. The next morning each student read his story to the group. 

Kent wrote about a fly. As part of the fly's experiences, he eats some food. Kent did not 

know the EngUsh name of the vegetable the fly was eating so he wrote a description of 

the vegetable, which included a picture of how to eat it. He wrote, "one food vegetable." 

As he described the vegetable the teacher understood that it was an artichoke. She wrote 

the word on the blackboard and asked Kent if he knew the word. He read it and used his 

strategy of dividing longer words into smaller words, coming up with "art" and "choke." 

On another occasion Kent was reading a book about birds. He arrived at the word 

"Robin" and fingerspelled it. Then he began to describe what a robin looks hke and some 
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of the characteristics of a robin. In this example he used fingerspelling as a way to 

specify the word, or concept, but then used the strategy of describing in further detail 

what the bird was like and characteristics of bird behaviors. 

Once Kent was asked to read the directions his teacher gave the students for 

creating final portfolios for the year. There were several words that Kent did not know. 

He fingerspelled the unknown word, then waited for the teacher to provide the correct 

ASL sign. However, when he arrived to the word "journal" he fingerspelled the word, 

then proceeded to describe the journals the students used in the classroom, even getting 

his own to show them what he was talking about. When he fim'shed describing the 

journals, the teacher showed him the correct sign. 

Another word, which Kent described, rather than signed was the word "portfolio." 

The students were creating portfolios to share with their parents. Each student wrote an 

invitation to their parents to come to school to see the portfolios they had created 

documenting their individual growth over the entire academic year. When the students 

finished writing the invitations the classroom teacher requested each student to read aloud 

his/her invitation. Kent wrote, "Please come to school and see my portfolio." He 

read/signed, "PLEASE COME SCHOOL SEE MY FAVORITE WRITING." The teacher 

suggested he include that in his invitation, so he added, "I feel proud show you my 

portfolio display. This mean what? My favorite writing rainforest, ocean, notebook." 

Interviews. Neither Kent's mother nor his teacher spoke of Kent's use of the 

strategy of describing words or contexts. However, when I mentioned my observations to 

his mother, she indicated she thought it was a good strategy that could easily be 
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incorporated within ASL with the use of classifiers. Kent did not mention this as a 

reading compression strategy either. 

Miscue Analysis. The following examples demonstrate Kent's use of describing 

as a reading comprehension strategy during rm'scue analysis. 

Story 

Line Number Miscue Comments 

I 

0701-0702 

fs 
They've(^six girls. They(aiw^) 

wanl@oneboy.^ 

Ailer reading this page Kent 

looked at the picture, counted the 

girls aloud, then commented, "OH-

I-SEE." He then showed me the 

picture of the girls and indicated 

where the boy character would fit 

in. 

2 

0701 

name girl fs-or boy 
fs I don't know 

Freddy 

fs 
Dissel had two problen:(^ 

While introducing a new character, 

Kent indicates "Freddy" is a name, 

but then adds his own comment 

that he is not sure if this character 

is a boy or a girl. 
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3 One fs fs fs fs After reading this passage Kent 
^ He was the one with(^iron 

2602-2604 stopped reading and added his own 
will 

neck(^)they simply could not commentary, stating, "YOU 

fs fs-off fs KNOW HARD NECK, BCL: 
cut his head off. 

"chopping but hard to cut" HARD 

STUCK. 

Translation from English to ASL 

Y. Goodman et al. (1987) indicated, "Readers who are more proficient in a 

language other than English (including American Sign Language) may be translating the 

meanings they are gaining from their reading into their native or dominant language 

system even though they are producing English sentences that are syntactically 

unacceptable" (p. 64). Translating the text from English to ASL is a skill available to 

readers who use ASL as their primary or first language. 

Observation. American Sign Language is a conceptual language. Kent thinks 

conceptually. It is apparent from his written productions that he is trying to express in 

written form a concept that would be acceptable in ASL. He is just beginning to read an 

Engh'sh printed text and figure out what it conceptually says in ASL. The classroom 

teacher focused on multiple-meaning words during language and reading lessons. 

Because of her focus in this area, it is becoming a strategy for him to use as he reads 

words that have multiple meanings in English. 
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On several occasions he was observed reading an English word and signing the 

various concepts which could accompany that printed word. For example, one day the 

classroom teacher wrote two sentences on the board and asked the students to read them: 

"Fish live under the water" and "I like to fish with worms." Kent immediately knew the 

difference in the two concepts of fish and signed them appropriately. 

This strategy is not yet perfected, as he still is learning the multiple meanings of 

many English words. One on occasion he was required to read a single sentence, out of 

context; "We long for a drink." He signed "WE DRINK LONG TIME." 

A specific example demonstrates Kent's ability to use context clues to help him 

translate from English into ASL. On one occasion one of the students was reading firom 

the overhead projector in firont of the class. The sentence read, "When Robinson Crusoe 

was through with school..." The student miscued on the word "through." The teacher 

stopped the student firom reading and told him he had read the word incorrectly. The 

student then reread and signed "THROUGH" meaning "through a door." Kent 

immediately corrected him signing "GO FINISH." Although the sign "THROUGH" is 

correct when "through" is a preposition, in the context of this story, "through" is a verb 

meaning "fim'shed." 

Two examples show Kent is still learning to use this as a comprehension strategy. 

First, one day the teacher wrote the word "honor" on the board and asked the students if 

they knew what it meant. Kent immediately responded by signing the appropriate ASL 

concept for "honor." Then a very interesting phenomenon occurred. The teacher asked 

Kent what it meant, and he did not know. He could not invent a sentence using the sign. 
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So even though he is learning to match English words with ASL concepts, he still has a 

way to go before it is a strategy which consistently allows him to comprehend the written 

text. 

The second example occurred when Kent was reading aloud to the class from the 

overhead projector. The sentence was, "In the distance a storm rose." Kent signed 

"FLOWER" for rose. Sheila stopped him from reading and corrected his miscue. She 

did not allow him to continue to read, to confirm his selection of the word, because he 

was reading aloud for the other students. 

Interviews. Kent's teacher is noticing that Kent is trying to get away from the 

word-for-word reading and move towards more conceptual reading. However, she also 

commented, "Unfortunately, there's still too much that stumps him," so he tends to revert 

back to reading every word. 

His mother has also noticed he is trying to get to the correct concept, although she 

believes he still tries too often to read word-for-word. She stated, "I've noticed Kent is 

starting to transfer the English to ASL, sometimes, but not a lot yet." She has encouraged 

him to try to read more conceptually. Also, when she reads to him she does not read all 

the words, but translates the text into ASL. She said she "prefers that [reading in ASL] 

because it's so clear. You aren't limited by vocabulary and it expands their 

understanding about what's happening in the story. Notjust reading or fingerspelling 

every word on the page... ASL captivates them and their attention." 

Kent also discussed this strategy a little. I asked him to tell me about his mother's 

reading abilities. He told me that she was a good reader because she read every word. 
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This is mteresting because his mother detailed how she reads with her children, using 

ASL, not reading word-for-word. 

Miscue Analysis. Translating the English text into ASL is a newly emerging skill 

for Kent. In fact, there were several examples of signing the wrong ASL concept for an 

English word. For example, he signed the verb "to play" instead of the noun "a 

play/drama" for the entire second story. He also had difQculty with the word "like" when 

it means "same as," signing instead the verb "to like." These may be attributed to 

exposure in signed English; however, his home environment is ASL, and his current 

educational environment is more conceptually signed English. Therefore, one would 

have expected him to understand the differences. 

He is beginning to use classifiers during reading. These more consistently show 

his ability to translate the English text into ASL concepts. The following examples &om 

miscue analysis demonstrate when he was able to appropriately translate the English text 

into ASL concepts. There were no concrete examples of Kent translating the English text 

to ASL in the first miscue story. 

Story 

Line Number Miscue Comments 

2 

1501 

IXshe fs fs say 
^ Ms. Cumber smil^ 

fs (^have 
and shook herVhead. 

In this complex miscue Kent 

demonstrates an appropriate ASL 

strategy by setting up the character 

in space and identifying her before 
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naming her by pointing to where 

Ms. Cumber would be if she were 

actually present. 

3 

3301-3303 

BCL "stretch and 
stretch " 

But he began(^stretch and stretch 

and stretch his legs, wa>\^ow^1o^ 

on fs 
bottom of the sea... 

Kent abandoned the Signed 

English words and used ASL 

grammar to demonstrate the 

character's legs stretching and 

stretching. 

Resources Outside of the Text or the Reader 

A group of resource strategies for comprehending an English written text emerged 

from observations and interviews that could not be substantiated from miscue analysis 

data. These strategies involved using resources outside of the text or the reader. They 

were prevalent and seemed to represent many of the practices Kent has learned to use in 

order to understand the written text. Table 13 outlines the resources that Kent used which 

were outside the text or the reader in order to comprehend or create a written text. 
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Table 13 

Resources Outside of the Text or Reader Used bv Kent 

Ask another person 

Ask teacher for word meaning 

Ask teacher for clarification 

Ask teacher for expansion of a concept 

Ask teacher for spelling 

Dictionary and other resources 

Use dictionary for word meaning 

Use calendar and maps 

Use encyclopedia 

Ask Another Person 

During my observations in Kent's classroom there were always two adults, the 

classroom teacher and the student teacher. Additionally, there were other speciah'sts, 

teachers, and tutors who occasionally visited the classroom. With only four students, 

there was a 2:1 ratio of students to teachers. Students were encouraged to ask for help 

when they needed it, and teachers worked with students in small groups and one on one. 

In addition, students were encouraged to help each other and to work cooperatively 

together on assigned work. 

Cooperative learning. There were primarily four students in Kent's class. For a 

few selected activities or courses, one other student joined the group. The classroom 
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teacher frequently paired the students during activities and for work. Occasionally she 

allowed the students to choose with whom they wanted to work, but more often, she 

designated partners or groups. Kent was usually assigned to work with a girl who seemed 

to most closely match his academic level. 

Kent responded in a variety of ways when invited or forced to work in pairs or in 

a group. The spectrum ranged from him working completely alone, seeming to ignore his 

partner, to truly working cooperatively with his peer. 

On many occasions Kent assumed a teacher role during group work, particularly 

when he worked with the two students who seemed to be at a lower level than Kent. It 

was not uncommon for him to spell words when they were writing or to read individual 

words in a text when they were reading. 

On one occasion the four students were reading from a text displayed on an 

overhead transparency. As one of the students was reading, he came to the word 

"Lidian" and was unable to sign what it meant. Kent demonstrated the sign for the 

student. A few sentences later, the student came to a new vocabulary word they had 

learned that day, "canoe." Again, he was unable to sign the word. Kent went to the 

blackboard where it was written and showed the student the printed word on the board 

along with the signed word. 

Ask a teacher. A university student teacher participated in the classroom during 

most of the time I observed. With the addition of another adult in the classroom, the 

classroom teacher often divided the students into two groups, and each adult worked 
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closely with one of the groups. Because of the small class size and the addition of an 

extra adult, the students frequently bad one-on-one attention. 

Social interactions influenced this classroom organization. Kent asked an adult 

for help with spelling and reading and for clarification. He also frequently talked with the 

adults about bis work, describing in detail more about something he was reading or 

writing or connecting his own previous knowledge to the task at hand. 

Dictionary and Other Resources 

Using a dictionary was a favorite strategy of the classroom teacher. On many 

occasions she encouraged the students to look up in the dictionary words that they did not 

know or words which they did not understand. She, also, used the dictionary as a tool 

when teaching multiple meanings for words. 

It was not unconmion for the classroom teacher to look up a word in the 

dictionary or to require the students to look up words during a lesson. On one occasion 

the students were discussing compound words. As the students broke the compound 

words into the smaller parts, the teacher looked up each part in the dictionary and helped 

the students confirm their results. Then, when the students were required to complete a 

worksheet individually, Kent used a dictionary to check if he had separated the compound 

words into their respective parts. 

At home Kent's mother also encouraged him to use the dictionary when he needs 

to know how to spell a word. She indicated he often asks her for specific word spellings. 

When this happened she generally told him how to spell the word. But often, she 

encouraged him to use a dictionary. 
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Because of these experiences, Kent has learned that the dictionary is one resource 

strategy available to him. He indicated he could learn new words without the help of 

adults if he "could use the dictionary." Kent also commented, "I would get a dictionary" 

if he came across a word that he didn't know, while he was reading. 

Kent also made use of the texts and other printed resources in the classroom. On 

one occasion, after reading about the American Indian's primary modes of transportation, 

she asked the students, "What word means logs tied together?" Kent knew immediately 

what the word was, but did not know how to spell it. He began fingerspelling "R," then 

leafed through his book to find the word. As soon as he found it, he fingerspelled "R-A-

F-T." 

Kent also demonstrated the ability to use other resources in order to comprehend a 

written text or in order to write about something he had read. An example of this was 

using the Weekly Reader. After reading about past presidents of the United States, the 

students were required to complete fact sheets on each of the presidents they were 

studying. Kent referred to the article in the Weekly Reader to find the information he 

needed to complete the worksheet. 

Kent also demonstrated the ability to use an encyclopedia to gain information and 

to confirm his knowledge. He seemed very interested in the book and in what he was 

reading and asked frequent questions of the teacher in order to verify his reading. 

Additionally, Kent made use of maps, calendars, and other printed material in the 

classroom to help him spell and to help him get his point across. He often refenred to 
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printed material in the room when making connections to other units or topics he was 

currently pursuing. 

Conclusion 

The data presented in this chapter have answered the research questions posed at 

the commencement of this study. This section will provide a brief overview of the 

research questions and the data, which answer each. A thorough summary of the research 

questions will be presented in Chapter VI. 

Reading Strategies 

Because the data are so closely tied together, the first two research questions will 

be answered together. The first research question was, ffhat reading strategies do the 

students who are deaf use to comprehend a written text? The second research question 

was. How do the students manifest internalization and application of the strategies 

toward understanding a written text? 

Kent has demonstrated through classroom observations, interviews, and miscue 

analysis the strategies he uses to comprehend the written text. Teacher and parent 

interviews substantiated these results. As this chapter has illustrated, Kent has a variety 

of strategies he uses while reading to comprehend the written text, including strategies to 

sample, predict, and confirm. He also has a repertoire of resources available to him 

outside of the text, which he utilizes. Tables 14 and 15 provide an overview of the 

reading comprehension and resource strategies used by Kent during this investigation. 
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Table 14 

Summary of Kent's Reading Comprehension Strategies 

Predicting Strategies Sampling Strategies Confirming Strategies 

Connect to background/ 

previous knowledge 

Use picture cues 

Use spelling patterns 

Use context clues 

Fingerspell 

Divide words into parts 

Describe words 

Translate from English to 

ASL 

Table 15 

Resources Outside of the Text Or Reader Used bv Kent 

Ask another person 

Ask teacher for word meaning 

Ask teacher for clarification 

Ask teacher for expansion of a concept 

Ask teacher for spelling 

Dictionary and other resources 

Use dictionary for word meaning 

Use calendar and maps 

Use encyclopedia 
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Although Kent demonstrated the use of several reading strategies in each of the 

three areas, I was surprised by his desire to read each word. Because ASL is Kent's first 

language and the preferred mode of communication in his home, I expected him to use 

more ASL structures and features while reading English print. He did incorporate ASL 

structures and grammatical features in each of the retellings that accompanied the miscue 

analysis. 

Kent demonstrated the use and internalization of strategies in sampling, 

predicating, and confirming. During informal interviews he demonstrated an emergent 

metacognitive awareness of the strategies he used, although he was unable or unwilling to 

discuss in-depth his strategy usage during the formal interviews. As a beginning reader, 

Kent uses fewer strategies than more proficient readers do. He is beginning to translate 

the printed English text into ASL concepts in order to fiilly comprehend the text. 

However, he still focuses on individual words, abandoning meaning, fingerspelling 

words, and concepts he does not understand. 

Student Perception of Literacy 

The final question of this investigation asks. What are the students 'perceptions of 

literacy! Through a series of interviews, Kent answered this question. Through his own 

admission, reading is not his favorite activity, and he does not often choose to read when 

other options are presented. However, he has learned that literacy is valued in his society 

and understands that to attain his own personal goals, he must continually improve his 

reading skills. 
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Kent sees reading as an outgrowth of homework and school. Although his mother 

has read to him since infancy, he has struggled in his own attempts to read a text. He 

does, however, seem motivated to leam and readily complies with the teacher's request to 

complete his assignments. Hopefully, this attitude will sustain him as he continues to 

develop reading skills and as he becomes a more proficient reader. 

Summary 

Kent is a developing reader. He has learned several strategies to help him 

comprehend a written text, but he has not mastered their use. He still relies heavily on 

fingerspelling to follow the English grammar and word order, rather than trying to 

understand the meaning of the text. He is starting to use more ASL vocabulary and 

structures, but he is afi'aid and is unwilling to take many risks in doing so. However, I 

must agree with his teacher as we look at where Kent is now and where he will be soon: 

"He has made incredible strides since last year with his patience where his reading and 

wr i t ing  a re . . .  I  th ink  he  i s  wel l  on  h i s  way . .  
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Chapter VI 

UNDERSTANDING THE READING 

STRATEGIES OF DEAF READERS 

The purpose of this dissertation is to understand the strategies students who are 

deaf use as they comprehend a written English text. This is particularly significant when 

we look at students who use sign language as their primary mode of communication. 

This study contributes to the literature in two ways. First, it emphasizes what students 

who are deaf do in regard to reading and comprehending a written text. Second, it 

highlights the importance of looking at two particular strategies, fingerspelling and 

translating the English text into ASL, in order for the reader to fully comprehend the text. 

In this chapter I review these two significant contributions and discuss the 

implications of the study, beginning with a review of the research questions and their 

related findings. Following that discussion, I reflect on the implications of this study for 

teaching and teachers, theory, and research methodology. Finally, I consider the 

limitations of this study and areas for further research. 

Reading Strategies Students Who Are Deaf Use 

Three questions guided this research study. I answer each question in turn. The 

first question is, WAa/ reading strategies do the students who are deaf use to comprehend 

a written text? To answer this question, students were observed during reading activities 

in their classrooms; students participated in miscue analysis procedures; and students, 

teachers, and parents were interviewed, hi order to answer this research question, I first 
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discuss the strategies used by Doug and Kent that are also used by students with normal 

hearing. I will then discuss the two strategies that are unique or different to students who 

are deaf. And, finally, I discuss the resources that the students used which were outside 

the reader or the text. 

Reading strategies is an area that has been extensively researched with students 

who are hearing, but scantily researched with students who are deaf or hard of hearing, as 

shown in Chapter n. The impetus of this first questions came firom a landmark study 

completed by Ewoldt (1981) in which she surmised that the process of reading for 

students who are deaf is exactly the same as for students who are hearing. Based on her 

conclusions, this research was conducted with the purpose of exploring Ewoldt's (1981) 

findings. If the process of reading is the same as Ewoldt suggests, are the reading 

strategies used by students who are deaf the same as those used by students with normal 

hearing? 

Strategies used by students with normal hearing are abundant in the literature. 

Indeed, the first step in answering this question was to determine how strategies are 

defined and measiu-ed. Reading strategies have been explained in a number of ways. 

Weaver (1994) suggests "children's success at reading reflects their reading strategies" 

and "their reading strategies typically reflect their implicit definitions of reading" (p. 3). 

Robb (1996) described the differences between reading strategies and reading skills, 

suggesting "traditionally 'skills' have been described as a set of helpfiil tools that students 

practiced in order to improve reading... a skill becomes a strategy when the leamer can 

use it independently, when she can reflect on and understand how it works and then apply 
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it to new reading materials" (p. 8). Finally, Y. Goodman et al. (1996) descnbe strategies 

as the tools readers use in combination with their purpose for reading, language 

proficiency, and background knowledge "to sample the printed material, to infer aspects 

of the meaning of the text, to answer self-posed questions, and simultaneously to make 

tentative predications" (p. 3). 

Although often difficult to separate, for the purposes of this study, teaching 

strategies were differentiated from student-selected reading comprehension strategies. It 

was quickly determined that students who were in classes where teachers taught and 

modeled appropriate strategy use were better able to discuss reading strategies and the 

individual's use of those strategies. The metalinguistic knowledge facilitated by the 

classroom teacher helped students be more aware of and discuss their own reading skills 

and abilities, including strategy use. 

Reading strategies have been defined in a number of ways, depending on the 

reading theory that guides an instructional program. As has been previously explained, 

strategies may be categorized in a variety of different ways including the following more 

common methods: before reading, during reading, and after reading (Robb, 1996), and 

sampling, inferring, and predicating (Y. Goodman et al., 1996). Additionally, many 

strategies span the entire reading process. 

Similar Strategies 

This section will outline the strategies that are similar for students who are deaf 

and for students who have normal hearing. Kent and Doug used a variety of reading 

comprehension strategies in each of the three areas (predicating, sampling, and 
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confirming), but differed in their selection and choice of strategies. This may be due in 

part, to age difference, reading experience, or pedagogical differences. Table 16 recaps 

the strategies used by the participants in this study. 

Table 16 

Reading strategies demonstrated bv Doug and Kent 

Predicting 
Strategies 

Sampling 
Strategies 

Confirming 
Strategies 

Strategies 

demonstrated by 

Doug 

Guess at the Read passage again 

meaning of words Skip words 

Think 

Envision the big 

picture 

Strategies 

demonstrated by 

Kent 

Use picture cues 

Use spelling 

patterns 

Divide words into 

parts 

Describe words 

Strategies Connect to 

demonstrated by background/ 

both Doug and Kent previous 

knowledge 

Use context clues 

Fingerspell 

Translate from 

English to ASL 

Overall, Doug demonstrated a greater range and variety of strategies than Kent. 

(Only the strategies consistently used were included for analysis in this study.) This, 

however, was an unexpected finding, based on the literature which supports deaf children 

of deaf parents outperform deaf children of hearing parents. 



253 

Both students in this study utilized a variety of strategies that have been 

documented as effective reading comprehension strategies for students with normal 

hearing, to sample, infer, and predict. From an observational perspective, it appears the 

students with hearing loss in this study are, indeed, approaching reading in a similar 

manner as students with normal hearing. Of the various reading comprehension strategies 

demonstrated by Doug and Kent, there were only four strategies which both students 

utilized consistently to comprehend the written text. Two of these strategies, connect to 

background knowledge and context cues, are strategies that hearing students also use. 

However, the other two strategies, fingerspelling and translating the English text into 

ASL, are strategies unique to students who are deaf. 

Doug, perhaps more than Kent, demonstrates more of an awareness that reading 

should make sense and utilizes strategies to accomplish that purpose. Although Kent 

wants the reading material to make sense, he is still very concerned with trying to read 

every word on the printed page, "mapping individual signs onto print words or 

morphemes" (Padden & Ramsey, 1998, p. 42). This maybe due to the students' age 

differences and related to their developmental differences. It may also be related to their 

school experiences. 

Kent did utilize some ASL grammatical markers during reading (i.e., fingerspelled 

loan signs, classifiers, and occasionally pronominalization). Kent used a few content 

signs from the SEE lexicon, but made frequent use of SEE lexicon with pronouns and the 

verb "to be." Additionally, because he is trying to produce a corresponding sign for each 

printed word, he fingerspells many words with which he is unfamih'ar. This causes him 
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to loose track of the main purpose of reading~to make sense of the printed page. This 

approach to reading actually hinders his ability^ to make sense of the text and causes him 

to have a very high number of miscues. 

Y. Goodman et al. (1996) have stated, "A concern for accuracy can actually lead 

to a true breakdown in the reading process. A focus on correctness causes readers to 

concentrate on individual words and on the surface structure of the text, rather than on the 

language and meaning of the text as a whole" (p. 17). They continued to explain that 

although students may be able to accurately produce an individual word when focusing on 

correctness or surface structures, they may not actually assign meaning to the word. 

Therefore, it may appear the student has read the material, but when questioned about the 

context, he or she may be unable to respond to the meaning of the text. Kent seems to be 

concerned with correctly assigning a sign or fingerspelling every word on the page and 

because of this, he has more difficulty responding to literature or retelling the story in his 

own words. 

Doug is much more concemed with making meaning from the text. He used 

several ASL grammatical features including classifiers, fmgerspelled loan sign, 

pronominah'zation, role shift, facial expressions, and question markers. He generally 

attempted to translate the English text into ASL, but did occasionally maintain the printed 

English by assigning a sign to the printed word or by fingerspelling words and phrases. 

This was particularly true when the text was difficult. Additionally, he often used both 

ASL and EngUsh in the same sentence. This occurred most frequently during his second 

miscue analysis. The reading selection fZeus and his familv by higri and Edgar Parin 
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d'Aulaire) was more difGcult and less familiar to him. However, Doug's more dominant 

strategy was to look at the entire sentence or phrase and to meaningfully connect them 

into a coherent ASL statement. 

Both students attempted to connect the new information to previous knowledge 

and/or personal experiences. This is consistent with what is known about readers without 

hearing loss. Y. Goodman et al. (1996) have suggested "readers use their purposes, 

language proficiency, and knowledge about the world to sample the printed material, to 

infer aspects of the meaning of the text, to answer self-posed questions and 

simultaneously to make tentative predictions" (p. 4). Both Kent and Doug have 

experienced reading books and print from the earliest moments of their lives. Parent 

interviews confirmed books and reading have been important in each of their respective 

homes. Both students also discussed their personal experiences in their classrooms with 

their teachers and classmates. Additionally, both students often referred to previously 

read material during class discussions, or when encountering a second text of similar 

content or interest. These examples demonstrate Doug and Kent are using their 

background knowledge and previous experiences to predict, sample, and confirm 

throughout the reading process. 

The second strategy shared by both Doug and Kent was the use of context clues to 

figure out individual word and phrase meanings. Doug used this strategy more than Kent 

did. This strategy is a very important strategy for readers to develop. Weaver (1994) has 

indicated "even beginning and less proficient readers typically make some use of context 

as they read" (p. 140). Within the context of a reading experience, "readers infer firom the 
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available text and confirm or disconfirm predictions based on their combined personal 

knowledge and their inferences" (p. 70). It has been explained how readers use the 

context to comprehend the written text. Generally, authors provide clues within the body 

of the text for words or phrases that significantly enhance or develop the information in 

the text. This is done in a variety of ways, including "make[ing] reference to it more than 

once by providing synonymous information; that is use[ing] appropriate redundancy to 

provide the reader with opportum'ties to construct meaning" (Y. Goodman, et al., 1996, p. 

70). When texts are rewritten or simplified, much of the redundancy is eliminated, 

actually making the text more difGcult to comprehend. 

As was discussed in Chapter Q, rewriting or simplifying texts has been a common 

practice for students with hearing loss in an effort to control grammar and vocabulary 

(Ewoldt, 1984). It is unknown whether Doug or Kent have experienced many rewritten 

or simplified texts in their reading histories; however, it is very likely that they have. 

Using real literature with students who are deaf or hard of hearing is important if students 

are to develop the strategy of using context clues during reading. 

The ability to use context clues to understand the written text is a valuable 

strategy that both Doug and Kent have learned to use. The real test for using this strategy 

will come as they encounter more complex texts, especially content area reading texts that 

provide more limited context clues. The students then will need to pair other strategies for 

sampling, predicting, and confirming to ascertain the appropriate meaning of the 

unknown concept the printed material. 
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Strategies Unique to Students Who Are Deaf 

Now let us turn our attention to the two strategies that are unique to students who 

are deaf and who use sign language as their primary mode of conmiunication. It has long 

been held that fingerspelling is a placeholder, similar to sounding out a word, and does 

not provide meaning for the student (Ewoldt, 1981). However, "spelling out loud is rare 

in English and not [as] conventional and routine as fingerspelling in ASL" (Padden & 

Ramsey, 1998, p. 34), 

The uses of fingerspelling during reading and the relationship between 

fingerspelling and reading ability are gaining attention as bilingual^icultural models of 

educating students who are deaf are gaining popularity (Padden & Ramsey, 1998). In a 

recent investigation of the relationship of fingerspelling and reading ability, Padden and 

Ramsey (1998) determined that there is a strong relationship between the two, but that it 

does not occur automatically. Rather, they argue, the relationship "must be cultivated" 

(p. 30). They found that the students who performed well on tests designed to measure 

the student's ASL skills and fingerspelling skills "scored better on the SAT-HI, reading 

comprehension test" (p. 38). The authors caution, however, that although there is a 

strong relationship between fingerspelling and reading, their findings do "not specify its 

nature" (p. 38). 

Doug and Kent both used fingerspelling during reading in a variety of ways, 

deliberately and non-deliberately. Fingerspelling served various functions during this 

investigation. The participants used fingerspelling as a placeholder, as an avoidance 

strategy, in conventional ways (e.g., flmction words, proper names, and to preserve 
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English), and for individual idiosyncratic purposes. They also demonstrated the ability to 

use fingerspelled loan signs. 

Often fingerspelling occurred as a placeholder because the student did not know a 

sign equivalent or have an accurate concept of the English word. Kent, particularly, 

fingerspelled many words in order to preserve the English word order and to represent 

each word as he "read." 

In addition to fingerspelling as a placeholder, the students in this study 

demonstrated various other examples of fingerspelling. Both students used fingerspelling 

to represent proper English nouns, including names of characters, places, and words for 

which no English equivalent exists and for English function words. Each of these 

categories of fingerspelling has been identified in the literature as acceptable (Padden, 

1990). Additionally, both students used a higher number of fingerspelled words when the 

text representation was closer to English and less fingerspelled words when the text 

representation was closer to ASL. This, according to Padden and Le Master (1985), is 

also an appropriate usage of fingerspelling. They have indicated "the higher number of 

fingerspelled items reflects an accommodation to more English representation" (Padden 

& Le Master, 1985, p. 165). 

There has been limited research that investigated the use of fingerspelling in 

connection with literacy activities (A. Kelly, 1995; Maxwell, 1994). However, recent 

research by Padden and Ramsey (1998) suggest fingerspelling may be used as a reading 

strategy, which emerges strongly in middle school. 
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The acquisitioii of fingerspelling by children who are deaf may provide educators 

with some understanding of the uses of fingerspelling as a reading strategy. 

Fingerspelling has been identified as "the positioning of hand configurations, each 

corresponding to a letter of the alphabet" (Padden, 1990, p. 191). There are systematic 

rules that govern the handshapes and movements for fingerspelled words. Children who 

are deaf, bom to parents who are deaf and who use ASL as their primary mode of 

communication, attempt to fingerspell long before they are able to read or write (Padden, 

1990). 

Limited research has documented the use of fingerspelling among adults who are 

deaf or for reading purposes. However, ethnographic studies of families of deaf 

individuals has shown that parents who are deaf use fingerspellmg in everyday 

conversation with one another as well as with their children. They also use fingerspelling 

for literacy activities (A. Kelly, 1995; Maxwell, 1994). Additionally, there has been some 

documentation as to the categones of words or concepts that are typically fingerspelled. 

Padden (1990) reports that fingerspelled items can include specific or technologic English 

terminology, nouns, proper names, adjectives, phrases, prepositions, fimction words, and 

pronouns. English nouns or proper names constitute over 50% of all fingerspelled words. 

Conversely, verbs rarely appear as fingerspelled words in natural conversation among 

adults who use ASL. 

M normal conversation, fingerspelling is interspersed with signing. The number 

of fingerspelled words is influenced by the conversational topic and context of the 

situation. For example, situations that are perceived as requiring the use of English 
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increase the number of fingerspelled words. According to Padden and Le Master (1985), 

"the higher number of fingerspelled items reflects an accommodation to more English 

representation" (p. 165). 

Similar to fingerspelling is an unique structure in ASL referred to as Fingerspelled 

Loan Signs. It has been observed (Battison, 1978; Padden, 1990) that many fingerspelled 

words are borrowed firom English and through repeated use actually transform to become 

signs—loan signs. These special lexical items maintain part of their original fingerspelled 

characteristic, but have also absorbed the properties of a sign such that individual letters 

are often deleted, and the new combination of letters takes on an additional movement. 

For example, when executing the fingerspelled loan sign "JOB," the middle letter "o" is 

deleted, and an additional movement is added to the letter "b" so that the pahn is oriented 

towards the signer rather than towards the communication receiver. 

Both students in this study used fingerspelled loan signs ui their daily 

conversations and in their miscue analyses. Table 17 outlines the fingerspelled loan signs 

used by each student during miscue analysis reading selections. It should be noted that 

the use of fingerspelled loan signs was restricted by the actual vocabulary and concepts 

found in the individual reading selections and, therefore, may not be representative of the 

number of fingerspelled loan signs each student knows and uses in daily conversation. 
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Table 17 

Finperspelled Loan Signs Used During Miscue Analysis 

Fingerspeiled loan signs used by Doug do, high school, off 

Fingerspelled loan signs used by Kent job, dog 

Fingerspeiled loan signs used by both go, back, all 

students. 

The second strategy unique to students who are deaf, translating the English text 

into ASL concepts, was also used by both students. Doug, particularly, employed this 

strategy in his miscue samples. As with the use of fingerspelling, the use of ASL during 

reading has gained popularity with the increase of awareness of bilingual^icultural deaf 

education (Padden &, Ramsey, 1998). Translating the English text into ASL allows the 

reader to interact more with the text and assign meaning to phrases rather than to 

individual English words. Doug, more often than Kent, translated the English text into 

ASL. Kent, on the other hand, tried to read the English print word-by-word or, in this 

case, sign-by-sign. Maxwell (1980) has argued that signing every word into English is 

not translation, rather it is transliteration. 

If signing matches English print sign for word, especially if it includes 

morphological signs for English, then the product is mode transliteration, the 

lifting of English words into the gestural sign modali^. If the signs are a 

translation of the English print into ASL, on the other hand, the product is not 

transliteration but translation between languages, (p. 23) 



262 

Resources Outside of the Text or the Reader 

It was determined that the resource strategies outside the text or the reader were 

important to consider because both students used these resources in their daily reading 

times. However, due to the unique setting of the miscue analysis procedures, none of the 

resources were observed during the miscue selections. These resources may be 

considered practical classroom strategies students learn to use when they are unable to 

successfully comprehend a written text based on the comprehension strategies each 

individual student possesses. Table 18 outlines the resources used by each of the students 

involved in this study. 
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Table 18 

Resources Outside of the Text or the Reader Demonstrated bv Doue and Kent 

Resources used by both 
Resources used by Doug Resources used by Kent participants 
Use spell check 

Use computer for revisions 

Ask &iend for word 

meaning 

Use text/book as a reference 

for writing 

Know where to find 

resources for spelling and 

meaning. 

Use calendar and maps 

Use encyclopedia 

Ask another person 

Ask teacher for word 

meaning 

Ask teacher for clarification 

Ask teacher for expansion 

of a concept 

Ask teacher for spelling 

Use Dictionary and other 

resources 

Use dictionary for word 

meaning 

Sunmiary 

The data from this study suggest students who are deaf use many of the strategies 

available to students who have normal hearing. However, two additional strategies are 

also available to those students who use ASL as their primary mode of communication. 

When students who are deaf learn to use fingerspelling and ASL as resources for 
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understanding the printed English text, it opens options and possibilities that English-

based sign systems alone cannot offer. 

Internalization and Application of Strategies 

The second research question is, How do the students manifest internalization and 

application of the strategies toward understanding a written text? In order to answer this 

question student interviews were conducted on three separate occasions. Additionally, 

the students were observed in their classes reading assigned and independent reading 

materials and reading during miscue analysis procedures. Teachers and parents were 

interviewed to ascertain their perspectives of how the students internalized and used the 

strategies. And, finally, student work and classroom artifacts were gathered. 

In reality, the strategy use the students demonstrated during miscue analysis also 

illustrated the students have internalized certain strategies and used them consistently 

during the reading process. Doug had better metacognitive skills and was able to discuss 

why he used a particular strategy as well as to identify strategies that worked best for him. 

Kent was more influenced by the strategies taught and talked about by his classroom 

teacher. He was not able to identify as clearly which strategies he used or why he used 

them. Based on these observations of the students' metalinguistic abilities to discuss 

their reading strategies, it is believed students in classes where teachers teach and talk 

about specific strategy usage are better able to choose appropriate strategies to use while 

reading and to discuss how they choose strategies. 

This conclusion is consistent with research for students with normal hearing. 

Weaver (1994) has identified the teacher's role in facilitating learning for students. 



265 

Among the roles and functions of the teacher, Weaver indicates "the teacher is, first of 

all, a role model" (p. 336). Teachers demonstrate authentic literacy practices every day 

for the students in their classrooms. Every day they read and write for real purposes 

showing students the importance of literacy. Second, "the teacher is also a mentor, 

collaborator, and facilitator" (Weaver, 1994, p. 336). This means the teacher 

demonstrates and discuses literacy, particularly reading strategies with the students. 

Weaver demonstrates this relationship, explaining the teacher is the master of a craft or 

skill (in this case reading), and the students are apprentices learning to master the craft. 

She continues, explaining "the teacher demonstrates and discusses reading strategies with 

students, helping them use and become consciously (metacognitively) aware of a growing 

range of strategies for constructing meaning and dealing with the text" (p. 337). 

All the teachers involved in the education of the students in this study were 

consciously aware of the importance of assisting the students to learn a variety of 

strategies and to help them learn to use them effectively. The teacher fi-om the pilot study 

was particularly skilled in scaffolding and helped the children to consciously think about 

the strategies they were using and the strategies that were available to them. Both 

Doug's and Kent's parents were also involved in their child's education and understood 

the importance of strategy development. 

In like manner, Y. Goodman et al. (1996) believe "students assume a great deal of 

control over their own learning, but personal learning is always influenced and 

constrained by the knowledge presented to them in their social world" (p. 15). Because 

of this influence, they advocate the use of strategy lessons embedded in reading 
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instruction throughout the curriculum based on the evaluation of an individual student's 

needs, strengths, and areas of concern. "Evaluation of the reading process determines 

which of the available cues readers are using. Reading strategy instruction is intended to 

strengthen the cueing systems abready in use... and to develop awareness of those 

strategies and cueing systems not being used effectively and efficiently by readers" (Y. 

Goodman et al., 1996, p. 47). This evaluation can be effectively conducted through 

miscue analysis. 

As has been shown, the students in this investigation are using a variety of reading 

comprehension strategies during the reading process to predict, infer, and confirm their 

predictions. However, as the results of their miscue analysis have demonstrated, each of 

them is at a different level of proficiency in the reading process and can continue to 

develop effective strategy use. 

While Doug and Kent have a variety of strategies in their individual repertoires, 

there are strategies each has not learned or mastered in all three of the cueing systems. 

There are strategies they rely on to varying degrees, but they are not always successful. 

From miscue analysis, we can leam which of the three cueing systems (semantic, 

syntactic, or graphophonic) cause the greatest difficulty for an individual and then use 

that information to plan appropriate strategy lessons to increase a student's awareness and 

use of particular strategies which may most greatly benefit the individual's current 

reading abilities and text content. Such a detailed exploration is outside the reahn of this 

investigation; however the following examples clarify how this information is usefiil to 

teachers, parents, and the individual students. 
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Doug is an experienced reader and has learned to make use of the two languages 

that dominate his life, Engh'sh and ASL. He is particularly skilled at translating the 

English text into ASL when the topic is familiar to him or the reading level is easy for 

him. However, when the text material is unfamiliar or the reading level is more complex, 

he abandons the strategy of translating phrases and sentences representing the ideas and 

regresses to looking at the surface structures of the sentence, fingerspelling each word. 

Strategy lessons which focus on rereading difficult or unclear passages in order to make 

meaning from the available context may help Doug feel more self-assured to continue to 

use his language knowledge to translate rather than resorting to fingerspelling the text. 

Kent is a less experienced reader than Doug and is really only begiiming to 

understand and discuss the reading process. He is not very interested in reading for 

pleasure at this time and sees reading as a school-related activity. His miscue analysis 

indicates he is very much concerned with the surface level of the text, reading word-for-

word, fingerspelling words and phrases with which he is unfamiliar, and focusing on 

individual words or morphemes. Additionally, because he views reading as a school-

related activity, he has not learned to set his own purposes for reading or to transact with 

the text. Strategy lessons which focus on making meaning, thinking about what he is 

reading and predicting and confirming predictions would help Kent to better understand 

his role as a reader and utilize the background knowledge he brings to reading process. 

Summary 

The student's manifested internalization and application of the reading strategies 

at various levels. Both Doug and Kent are learning to use strategies, but rely on them 
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individually to varying degrees. Neither student is necessarily successful in his attempt to 

use a strategy. However, both students are learning to discuss why and when they use a 

particular strategy. Additionally, both demonstrated a greater awareness of the strategies 

discussed by their teachers in class. As their metacognitive abilities increase, their 

selection of reading comprehension strategies should also become more refined and 

successful. 

Students' Perceptions of Literacy 

The final research question is, WAa/ are the students 'perceptions of literacy? To 

answer this question, the students were interviewed about their reading habits and 

interests. The answer to this question seemed particularly important to the understanding 

of strategy use. Weaver (1994) has stated, "Of course, children do not often stop to 

define reading. Nevertheless, their approach to reading itself is guided by what they think 

reading is" (p. 1). Students refine their definitions of reading based on "literacy 

experiences (or the lack of them) in the home, and firom what is emphasized (or not 

emphasized) in school" (Weaver, 1994, p. I). 

Ewoldt (1986) conducted a study of students who were deaf or hard of hearing to 

determine what their perceptions and beliefs of reading were. She interviewed the 

students to understand their home environments, the functions or reading, classroom 

practices, and strategies for reading. As with the research conducted on students with 

normal hearing, the students who were deaf had a variety of views, attitudes, and opinions 

about reading. 
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The students in this current investigation were similarly asked about their 

perceptions of reading. As with students from other studies, each had their own personal 

views of what reading meant to them. Both Doug and Kent viewed reading as a school-

related task. They both used reading primarily in school settings and for school purposes. 

Both students in this study indicated they did not like to read and would rather 

play games or sports than read books. However, both students also indicated reading was 

something that they needed to know how to do (especially as an adult), and both 

considered themselves to be good readers. Interestingly, both students also believed they 

would become better readers as they became older. 

Both students in this investigation have grown up with books and other forms of 

print in their homes, and both of their parents read to them when they were younger. 

Both Kent and Doug regularly check out books from the school and public library. Doug 

acknowledged he often goes to the library in search of a particular item, not merely to 

browse for books. 

Summary 

Both students who participated in this investigation have access to a wide variety 

of printed materials at home and school. While both students maintained they did not 

like to read, both were seen at various times reading books and magazines from home. 

Their personal interests in reading may be that they only see reading as a school-related 

activity that they need to get through before moving on to other activities. Through self-

report, both students indicated that reading at school is not fim, but that reading at home 

is. These students need to become more aware of the purposes for reading and for 
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establishing their own reading goals. This may allow them to see reading firom a variety 

of perspectives. 

Pedagogical Duplications for Teaching 

Students with Hearing Loss 

When any research is conducted in the field of education, the end result should 

provide teachers with the information needed to look critically at the research, compare it 

with the teaching strategies and methods in classrooms where they are currently teaching, 

and determine if the information presented is applicable to their needs. This investigation 

has looked at the reading strategies of two students who are deaf As individuals, each 

story is unique and unrelated to other individuals. Students must be viewed for their 

unique characteristics and personal strengths and individual strategies. 

The implications for teaching that will be presented here are based on three 

sources: the ideas and results which emerged &om this research investigation, current and 

past research in the field of reading and deafiiess, and my professional observations and 

work with students who are deaf or hard of hearing. In no way are these 

recommendations being advanced as a cure for historically low reading levels, nor 

recommended for all students who are deaf However, if the students in this study have 

characteristics similar to those of other students who are deaf or hard of hearing, or if the 

ideas for evaluating a student who is deaf or hard of hearing seem feasible and plausible, 

then these recommendations will support teachers in their continued search to provide 

quality instruction to facilitate successful reading for students who are deaf or hard of 

hearing. 
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The implications of this study indicate students who are deaf use a variety of 

reading strategies to comprehend a written text. Although they vary in their abilities and 

choice of strategies, both participants in this study demonstrated effective strategy usage 

to predict, sample, and confirm during the reading process. This study also implies that 

there are two specific strategies that are available to students who are deaf which have not 

been fully understood or used. 

This investigation, therefore, concludes with three major interrelated findings. 

First, teachers must accept that students who are deaf are capable of using a variety of 

reading strategies to comprehend the written text. The implication for teachers is to focus 

on what students who are deaf can do rather than what they cannot do. Second, educators 

and researchers must recognize the roles and functions of American Sign Language and 

fingerspelling in the reading process. And finally, teachers need to become more aware 

of the pedagogy that drives reading instruction and evaluation of students who are deaf or 

hard of hearing. 

The first and second implications are represented cyclically. Teachers should be 

aware of what students can actually do throughout the reading process through the use of 

appropriate evaluation tools, hidividual scores on standardized tests do little to reveal the 

student's actual reading behaviors, strengths, or areas for improvement. Observing 

students engaged in the reading process and docimienting the strategies they use as they 

approach a written text will provide information on the students' strengths and areas for 

improvement. Although the process of observing and documenting a student's reading 
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performance may take time, the wealth of knowledge gained from such an evaluation will 

benefit both teacher and student. 

The second major implication of this research is to recognize the role and function 

of American Sign Language in the reading process. It has been suggested "ASL signers 

have overtime developed conscious and unconscious strategies for learning to read that 

involve deploying elements of their language for the purpose of forming associations 

between their primary language and a written representation of a neighbor language" 

(Padden & Ramsey, 1998, p. 39). Our task as teachers is to help students develop these 

strategies and to understand the relationship between the two languages, guiding their 

practice and facilitating their development. 

For students to read beyond the surface structures of the text, they must learn to 

"chunk" phrases, sentences, and even paragraphs together to translate the meaning of the 

text into ASL. They must learn to use the grammatical features of ASL as tools to make 

meaning from the English print. These grammatical features include fingerspelling, 

fingerspelled loan signs, classifiers, role shifts, and facial expressions. The significance 

and weight of this implication is that teachers must be comfortable and competent in their 

own use of ASL and its relation to the reading of English. Teachers need to be aware of 

and allow students to use ASL during reading. They also need to understand theories of 

English as a second language and bilingual education. 

The role and functions of fingerspelling must also be understood. Participants in 

this investigation used fingerspelling for a variety of purposes, deliberately and non-

deliberately. The participants used fingerspelling as a placeholder, as an avoidance 
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strategy, in conventional ways (e.g., function words, proper names, and to preserve 

English), and for individual idiosyncratic purposes. They also demonstrated the ability to 

use fingerspelled loan signs. 

As students who are deaf begin to use ASL during reading, teachers need to 

understand how bilingual students incorporate both languages into the reading process. 

This is particularly important when using miscue analysis to identify students' reading 

strategies. Y. Goodman et al. (1987) have stated: 

Bilingual students, especially those who are learning English as a second 

language, may have greater understanding of what they read than is evident in 

their ability to produce syntactically acceptable sentences ... researchers should 

carefully take into consideration the linguistic knowledge of their students when 

responding to syntactic an semantic acceptability questions. This same kind of 

consideration should apply to the reading of hearing-impaired students who sign, 

(p. 64) 

Learning to code for syntactic and semantic acceptability with students who use ASL is 

an important factor. More importantly, however, is the knowledge that these "readers 

may comprehend more than is revealed by their syntactic and semantic acceptability 

scores" (Y. Goodman et al., 1987, p. 64). 

The final implication firom this study concems pedagogical practices and beliefs. 

It has been previously shown that one of the primary roles and fimctions of ^e classroom 

teacher is to facilitate learning. This is particularly crucial for reading development in 

students who are deaf or hard of hearing. Teachers need to monitor their own 
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expectations of students and to provide opportunities to read and write for a variety of 

purposes, using literacy in authentic ways. Teachers need to understand language 

development and the relationship that exists among language, reading and writing. And 

finally, teachers need to be aware that students who are deaf or hard of hearing learn and 

use strategies from the classroom teacher. Teachers can facilitate the learning and 

expanding of strategies used by the individual students across all cueing systems. 

Similarly, teachers need to alter their expectation that students who are deaf must 

read and produce a sign equivalent for every word on the printed page. The only way that 

students can accomplish that is to use an English-based sign system. However, as has 

been shown in this investigation, the ability to translate the printed English text into ASL 

can be a powerful comprehension strategy for students. 

In Chapter II, I outlined the major reading theories that are prevalent today. The 

purpose of this investigation was not to identify which teaching method is the most 

appropriate for students who are deaf. However, in order for teachers to follow through 

with these implications and recommendations, they will need to carefully evaluate their 

current practices for assessing reading achievement and for facilitating reading behaviors, 

including strategy instruction of comprehension strategies with students who are deaf or 

hard of hearing. 

It has been noted that teachers often require students to read aloud using sign 

language. Students have been taught, encouraged, petitioned, and often forced to execute 

a sign for every word on the printed page. Padden and Ramsey (1998) have recognized 

teachers "emphasize reading as a mapping task and insist on a faithful rendition of each 



lis 

word print into signs, including function words such as articles and pronouns into 

pedagogical signed English forms" (p. 44). 

Teachers also often avoid fingerspelling, opting to create signs for English words 

which do not have an equivalent ASL form. This practice directs the students' attention 

to the individual words rather than to larger chunks of the text. Padden and Ramsey 

(1998) have stated, "Students who devote the bulk of their attention to individual words 

or morphemes... cannot read with fluency" (p. 43). Students need to be able to use a 

wide variety of strategies in order to comprehend the written text. If students focus only 

on the individual letters or words, they are less able to combine strategies and to interact 

with the text. 

Several studies have investigated teacher's use of ASL in the classroom, mostly to 

compare the differences between the sign systems teachers claim to use and the sign 

systems actually utilized in the classroom. However, limited research documents the way 

ASL is actually used in the classroom. Padden and Ramsey (1998) recently investigated 

teachers' discourse patterns in ASL. They found "deaf teachers fingerspelled more than 

twice as often as hearing teachers" (p. 40), and residential school teachers fingerspelled 

more often than public school teachers. They also documented that "teachers who 

fingerspell often also tend to repeat the same fingerspelled word several times throughout 

a segment" (p. 40). This phenomenon has been labeled "chaining" elsewhere in the 

literature (Humphries & MacDougall, 1997). 

Chaining has been defined as "a technique used to form a relationship between a 

sign, a printed word, and a fingerspelled word" padden & Ramsey, 1998, p. 40). This is 
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done by teachers to emphasize or call attention to the similarities or equivalencies across 

languages. There is also some evidence that parents who are deaf use a similar strategy in 

their own homes (A. Kelly, 1995). Kent's mother indicated she often uses this type of 

strategy with Kent, particularly if she is upset, trying to get her point across, or helping 

Kent to differentiate between English words which utilize the same ASL sign. 

It is not simply competence in ASL that predicts how well a student will master 

the reading process. Students must be shown by example and through strategy lessons 

how to blend their language competencies and use both languages fluently in their various 

modes, written and signed. Skillful users of the language can develop competence to 

mediate effectively between printed English and ASL. While there is still considerable 

debate concerning how this is done, a first step is to move beyond the word level of 

reading and understand the relationship between phrases and sentences and to translate 

those ideas into ASL. However, as has previously been discussed, this strategy has been 

shown to be more effective with middle school age students than with younger students. 

Nevertheless, teachers can begin to model this type of behavior before students are 

capable of doing it themselves. Teachers can facilitate helping "students acknowledge 

the dissimilarities between ASL and written language and focus on searching for meaning 

over phrases and sentences if individual word translations into sign are not possible" 

(Padden & Ramsey, 1998, p. 45). 

Research Limitations 

This study investigated the use of reading strategies by students who were deaf. 

The purpose of the study was to determine if students who are deaf use the same reading 
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comprehension strategies as students who have normal hearing. Using a case study 

approach, two participants who are profoundly deaf completed this investigation: Doug 

and Kent. Doug is a middle school student who has hearing parents. Kent is an 

elementary student who has deaf parents. Both students' parents are actively involved in 

their education. Both students have good family backgrounds. Doug grew up using an 

English-based sign system, but has been influenced by ASL and PSE at school. Kent 

grew up using ASL, but, similarly, has been influenced by PSE and English-based sign 

systems at school. 

A case study approach with two students allowed for in-depth observations and 

analysis to ascertain the student's individual strengths and to carefully document their 

strategy usage. However, the limited number of participants limits the generalizability of 

this study. Additional, similar documentation will allow the readers of this dissertation to 

carefully consider whether the findings from this study are applicable to other students 

who are deaf or hard of hearing. 

Further Research Areas 

Both students in this study demonstrated the ability to use a variety of reading 

strategies in order to comprehend the written text. Doug demonstrated greater variety in 

the use of his reading strategies as well as greater ease in using each strategy than did 

Kent. Additionally, as has been shown, these two students utiUzed similar reading 

strategies to those students of normal hearing. However, they also used two particular 

strategies that are not available to students with normal hearing; translating the text from 

ASL to English and the use of fingerspelling. Doug was particularly skillful in translating 
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the English print into ASL and seemed to use fingerspelling in a more systematic way 

than did Kent. 

These two strategies deserve further attention from researchers and teachers. It 

has long been held that students who are deaf and have deaf parents outperform students 

who are deaf and have hearing parents. The expectation in this study presupposed that 

Kent would perform well on the tasks because of his early and constant exposure to 

language, specifically ASL. However, that did not happen. Conversely, Doug surpassed 

expectations of his reading ability, both in this study and with his teachers. 

There are a variety of explanations to justify each of these student's use of ASL 

translation and fingerspelling as strategies for reading comprehension. However, these 

are areas that warrant further investigation and research. These investigations may focus 

on the development of fingerspelling as a reading strategy. 

A second area for further research is the use, effects, and benefits of closed 

captioning. Kent's mother strongly believes closed captioning has had a positive effect 

on Kent and other students with whom she has worked. She indicated, "When I think 

about myself growing up without captioning and compare that to Kent—what he is 

reading now~there's no comparison." In addition, there are a variety of computer 

programs available that serve similar purposes and may have a positive effect on literacy 

for students who are deaf. 

A final area for further research should determine how to more effectively code 

miscue analysis for students who are deaf. Basically, there are two areas that should be 



279 

explored. First, students who translate the English print into ASL, and, second, students 

who use a combination of English sign systems and ASL grammatical features. 

Conclusion 

It has long been established that students who are deaf have difficulty with 

reading. In fact, the average reading levels of this population are well below age-matched 

peers. "The general finding is that the greater the hearing loss, the more likely the 

individual will have reading difficulty" (Padden & Ramsey, 1998, p. 33). However, it 

should be noted that hearing loss, by itself, is not a predictor of reading ability. 

The two students in this study differ from one another in virtually every aspect of 

their personal lives, from parental hearing status, to age, to personal experiences. They 

are two remarkably different students, yet with one major commonality; they are both 

deaf. 

Kent is a beginning reader. He is younger and has less experience with written 

language, although more experience with ASL. He is just starting to understand the 

strategies that are available to help him comprehend written English text. He often 

believes he must read every word on the printed page by matching a corresponding sign 

or fingerspelling each word. He has an advantage, though, that has been shown in the 

literature to be an asset for students who are deaf—his parents are also deaf, and his first 

language is ASL. It is the language of choice in his home. His parents model appropnate 

reading behaviors when they read to him, showing him how to translate the text into ASL 

and to use the various grammatical features of ASL during reading. Everyday he is 



280 

learning more vocabulary and concepts. And while he currently does not enjoy reading, I 

believe he possesses the necessary skills to help him become a good reader. 

Doug has stretched beyond the reading standard reached by many students who 

are deaf. He has learned to make sense of a written language he does not hear. He has 

learned to effectively use a variety of strategies to comprehend the written text. He still 

has much to learn as he becomes a more mature, experienced reader, but he has mastered 

many essential skills. What makes Doug unique is that his parents are hearing and his 

first language was not ASL. His parents chose Signed English as the communication 

option for their family. Then, they diligently learned to use that system to communicate 

with Doug. In school and with his deaf friends, Doug has learned ASL and uses it quite 

effectively. The key for Doug is not that he has learned ASL, but that he has learned how 

to make sense of the printed English text and to translate that visually into concepts that 

are understood. Doug, too, still has much to learn about reading strategies, particularly 

with more complex reading tasks. However, he has developed a sense of pride in what he 

currently can do and will continue to refine these strategies and progress in his level of 

reading even further. 
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PARTICIPANT PERMISSION FORMS 
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I AM BEING ASBCED TO READ THE FOLLOWING MATERIAL TO ENSURE THAT 
I AM INFORMED OF THE NATURE OF THIS RESEARCH STUDY AND HOW MY 
CHILD WILL PARTICIPATE IN IT, IF I CONSENT TO DO SO. SIGNING THIS 
FORM WILL INDICATE THAT I HAVE BEEN SO INFORMED PRIOR TO 
PARTICIPATION IN THIS RESEARCH STUDY SO THAT I CAN KNOW THE 
NATURE AND THE RISKS OF MY CHILD'S PARTICIPATION AND CAN DECIDE 
TO PARTICIPATE OR NOT PARTICIPATE IN A FREE AND INFORMED 
MANNER. 

I give permission for Sandy Bowen to work with my child, on 
her dissertation project about the reading strategies that students who are deaf use to 
comprehend a written English text. I understand that no other person will use the 
information that I or my child will give Ms. Bowen, and the information will be 
safeguarded for at least five years ailer the completion of the dissertation. 

I understand that the name given here will be used to identify my child in this 
dissertation: and that other specific details that we agree upon will 
be masked for my child's protection. 

I also understand that Ms. Bowen will observe my child's reading abilities, skills, and 
strategies during reading and writing periods at the school, and in other specific agreed 
upon situations. She will also interview my child about reading behaviors. 

I also understand that my child will be videotaped on 3 separate occasions to analyze 
reading miscues. 

I also understand that any of the information my child or I have given for this study will 
be reviewed by me for accuracy before Ms. Bowen uses it for formal publication in 
journals other than scholarly endeavors beyond the dissertation. This may be superseded 
if I sign another permission form that entails Ms. Bowen to use it without my permission 
in the event that one or both of us move from this city, or other circumstances that we 
both agree upon. 

I also understand that I have the right to withdraw my child firom this study in the event 
that drastic changes are made to the intent of this study. 

I also understand that there are no potential risks to my child nor me by participating in 
this study. 

Signature of consenting adult Date 

Printed name of consenting adult 
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APPENDIX B 

STUDENT INTERVffiW PROTOCOL 
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Student Diterview Protocol: 

fiiterview 1: 

Miscue Analysis Reading Interview 

1. When you are reading and you come to something you don't know, what do you do? 

2. Who is a good reader you know? 

3. What makes a good reader? 

4. Do you think ^ever comes to something he/she doesn't know? 

5. What does do when he/she comes to something he/she doesn't know? 

6. If you knew someone was having trouble reading how would you help that person? 

7. What would your teacher do to help that person? 

8. How did you leam to read? 

9. What would you like to do better as a reader? 

10. Do you think you are a good reader? Why or why not? 
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Student Interview Protocol (continued): 

titerviews 2 and 3: 

What I want to know 

Student's history of literacy and language 

Student's views of general reading and writing 

Student's views of personal reading and writing 

Student's comprehension strategies 

Additional questions; 

1. Do you like to read/ write? 

2. What do you read/ write? At home? At school? Library? 

3. Do you read to others? 

4. Why do people read/ write? 

5. Why do you read/ write? 
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APPENDIX C 

PARENT AND TEACHER INTERVIEW PROTOCOL 
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Parent Interview Protocol: 

What I want to know 

Parent's view of child's language and literacy abilities 

Parent's language and literacy expectations for child 

Child's literacy and language history 

Possible questions: 

Tell me about your child's early language development? 

Were there any changes that your family made to accommodate your child's language 

learning? 

Tell me about your child's early reading and writing activities 

Tell me about your child's current reading and writing activities 

Tell me about your family's involvement in your child's literacy progress? 



Teacher fiiterview Protocol: 

What I want to know: 

Teachers theoretical views of language and Uteracy 

Justification for what they do in the classroom 

Are classroom activities consistent with teachers stated beliefs 

Teacher's view of student's abilities and strategies 

Possible questions: 

How do you believe deaf children learn language? Oral? Sign? 

How do deaf children learn to read and write? 

Are there skills that you must teach the deaf child? 

Tell me about your reading program? Why do you do those tUngs? 

How materials are chosen 

How goals are chosen 

How much time a day for reading 

Tell me about student's individual literacy... 

strengths and weaknesses 

parental involvement 

known progress 

known or suspected strategies for comprehension 

book interests Gibrary) 
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APPENDIX D 

VISTA AND MISCUE TRANSCRIPTION SYMBOLS 



VISTA Transcription Convention Symbols Used to Write ASL (Lentz et al., 1988) 

The notation "fs" indicates the word was fingerspelled. 

The notation "#" indicates the use of a fingerspelled loan sign. 

Capital letters represent signs in ASL, as they are represented in English. 

DCL represents a descriptive classifier in ASL. The words following DCL contained in 

quotation marks describe the object or person. 

BCL represents a body classifier in ASL. The words following BCL contained in 

quotation marks describe the specific action. 

SCL represents a semantic classifier in ASL. The words following SCL contained in 

quotation marks indicate specific movement. 

CL: 3 represents the classifier for a vehicle (Classifier, handshape 3). 

A line above the words with a "q" in it represents a non-manual marker for wh-word 

questions. 

DC pronoun represents indexing a referent 
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General Procedures for Marking Miscues (Goodman et al., 1987 

Substitutions—Miscue is written above the appropriate text 

Omissions-Omitted item is circled 

bsertions-Response is inserted with a caret A in the text 

Repetitions-Repeated text is underlined, ending in a circled R 

Repeated and corrected text-Repeated, corrected text is underlined, ending in a circled C 

Repeated and abandoned correct text-Repeated abandoned correct text is underlined, 

ending in a circled AC 

Repeated and unsuccessful attempt to correct text—Repeated text is underlined, ending in 

a circled UC 

Partials—A dash is placed at the end of the partial word 

Non-word substitutions—The symbol $ proceeds the non-word attempt 

Pauses—The symbol is used to indicate a pause^ ^ 
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