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ABSTRACT 

Purpose--The purpose of this study was to gain 

understanding of the reading process of university freshmen 

in reading an essay, a selection from history, a short 

story, two magazine articles, and a psychological study. 

Source of Data--The subjects of this study were 500 

freshmen from eighteen randomly selected sections of the 

required freshman English course. The students were allowed 

a fifty-minute period to read an essay by Jacques Barzun, 

to answer two types of comprehension questions on the 

passage, and to describe as objectively as possible the 

reading process they had just used. 

The students' descriptions of their method of 

reading were then analyzed and grouped under six cate­

gories: (1) "little or no analysis"; (2) "superficial 

analysis"; (3) "stereotype analysis"; (4) "simple descrip­

tion"; (5) "keener insight"; and (6) "superior under­

standing." Each category was then related to data on 

intelligence, reading ability, and comprehension of the 

passages read. 

Major Conclusions--

1. Students can describe their reading process by 

introspective and retrospective verbalization. 

Support of this hypothesis came from two sources: 

ix 



(1) evidence of the effectiveness of introspective 

and retrospective verbalization from previous 

research, and (2) internal evidence from the many 

descriptions of their reading process given by a 

relatively verbal sample of university freshmen. 

The evidence from the data showed that although 13 

per cent of the 500 subjects made little or no 

analysis of their reading process, the rest were 

able to make some analysis; 33 per cent gave 

simple descriptions, and 2 per cent showed keen 

insight and superior understanding. 

Superior readers have more understanding of their 

own reading process than less able readers. Support 

of the hypothesis came from the many descriptions 

of their reading process as they read a historical 

selection, a short story, two magazine articles, 

and a psychological article. None of the 25 high 

level readers gave "superficial" or "stereotype 

analysis" of any of the selections. Twenty-two 

high level readers described their process in 

reading the difficult psychological article with 

"keener insight" or "superior understanding." No 

low level reader achieved superior understanding, 

of his reading process on any of the selections. 

Three low level readers did, however, show "keener 

insight" into their process of reading magazine 



articles. High level readers used a more technical 

vocabulary, described highly individualized tech­

niques, considered reading as a developmental 

process, described a flexible rate with relative 

accuracy, and related their reading process to 

personal growth. 

3. Certain reading processes are associated with 

certain levels of intelligence, reading ability, 

and with certain patterns of comprehension. 

Evidence in support of this hypothesis came by 

relating the reading process of the total sample 

(500 students) to their intelligence and reading 

ability. The mean intelligence quotients gradually 

increased with the adequacy of their understanding 

of their reading process from 107 to 134 IQ. The 

mean IQ of those students who showed little or no 

understanding was 107; the mean IQ of those who 

showed superior understanding was 134. The mean 

reading percentiles showed a marked increase with 

respect to understanding of their reading process: 

from the 16th to the 99th percentile. 

The reading process as categorized was also studied 

with reference to the students* active efforts to improve 

their vocabulary and rate of reading. In the sample of 500 

students, of the 76 categorized as having "little or no 
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analysis" of their reading process, only 5 were seeking to 

improve vocabulary; 8 were improving critical skills; and 

4 were working on rate. Of the 8 students categorized as 

having "superior understanding," all said that they were 

improving their vocabulary, critical skills, and rate. 

Specific Findings--High level readers' awareness of 

their reading process was shown by the more technical 

vocabulary they used in describing their reading process. 

Their interest in improving their reading was shown by 

the highly individualized creative techniques they had 

developed to increase their reading efficiency. They 

considered reading as a developmental process which they 

planned to continue during and after college. High level 

readers more frequently described their use of a flexible 

rate related to their purpose and the difficulty of the 

material. They also related their reading to personal 

growth more often than did the low level readers. There 

was also some indication, as shown in other studies, that 

the more able readers tend to use the visual mode more 

readily than the auditory. 

App1ication--The major practical contribution of 

this study to the improvement of reading lies in the 

concrete description of the reading process of able readers. 

These descriptions offer a repertory of methods from which 

instructor and student may choose those which are most 

appealing and appropriate to the reading material. 
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Another contribution is in the application by 

teaching of the method of collecting data. In a reading or 

subject class the teacher could follow the same procedure--

give a passage to be read, test comprehension by two types 

of questions, and then ask the students to describe their 

method of reading. Following this introspection, there 

should be further discussion and instruction on the effec­

tive reading methods used by the most able readers. 



I. INTRODUCTION 

Although extensive research has been reported on 

reading techniques during the past three decades, few 

investigations have dealt with the reading process itself. 

The processes by which the individual gets meaning from the 

printed page too often have only been assumed. More under­

standing of the reading processes of university freshmen of 

varying background, mental ability, and interests is 

needed. Such knowledge is necessary for planning many 

types of programmed instruction, the writing and publica­

tion of textbooks on reading, test construction, and for 

the teaching of students with reading problems at the 

university level. 

The Problem and Hypotheses 

The purpose of this study is to investigate the 

dynamics of the reading process at the university freshman 

level. It proposes to test three hypotheses: 

1. Students can describe their reading processes by 

introspective and retrospective verbalizations. 

2. Superior readers have more understanding of their 

own reading process than less able readers. 

1 



3. Certain reading processes are associated with 

certain levels of intelligence, reading ability, 

and with certain patterns of comprehension. 

Definitions f 

Several concepts used in this study, "high level 

reader," "low level reader," and "reading process" require 

definition: 

1. A high level reader (HLR) was defined as one who 

scored in the highest quarter on the comprehension 

and vocabulary questions of the essay used in the 

sample of 500 university freshmen. He was also 

one of twenty-five selected for his superior 

performance in verbalizing his reading process 

after he had read the essay. 

2. A low level reader (LLR) was defined as one who 

scored in the lowest quarter on the comprehension 

and vocabulary questions of the essay used in the 

sample of 500 university freshmen. He was also 

one of the twenty-five selected for his poor 

performance in verbalizing his reading process 

after he had read the essay. 

3. The reading process refers to the complex of skills 

and reasoning processes the readers use in getting 

meaning from the printed page. 

i 
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Review of the Literature 

It is the purpose of this section to review briefly 

studies relating to university reading programs, research 

on the nature of reading, and studies of methods of 

investigating the reading process. 

On University Reading Programs 

Programs have been studied far more extensively 

than the reading process. The descriptions of college and 

university reading programs include information on adminis­

trative aspects, personnel, content, methods and materials 

of instruction. A few representative or typical programs 

will be described as a setting for the more specific and 

far more meager research on the reading process. 

A recent survey of reading programs in ninety-six 

state colleges and universities (Buffone, 1965) included in 

its report the following facts and features: 

1. The majority of reading programs reported in this 

survey were organized within the past twenty years. 

2. Three types of content were frequently included in 

the developmental reading courses: reading 

improvement, study skills, and vocabulary. 

3. In the selection of students for these courses, 

standardized tests were most frequently employed. 



4 

4. A combination of methods including manuals, 

machines, and lectures were used. 

5. The directors usually held doctoral degrees. 

Many studies sought to ascertain the relative 

effectiveness of different printed materials and methods. 

Long (1962) studied the relative effectiveness of printed 

materials and mechanical devices used with two experimental 

groups of 142 undergraduate students enrolled in eight week 

reading improvement classes at the University of Oklahoma 

Reading Laboratory. He concluded: 

1. Printed materials and mechanical devices appear to 

be equally effective in producing gains in reading 

rate and level of comprehension. 

2. Printed materials seem more effective than the 

Tachistoscope and the Controlled Reader for 

improving paragraph comprehension. 

3. Students receiving reading instruction with either 

of the two methods developed greater reading 

efficiency than students who received no special 

instruction. 

Other studies were designed to investigate the 

effectiveness of a given college reading program as a 

whole. Parker (1963) investigated the effectiveness of the 

University of North Carolina reading program. The prime 

concern of this program was to meet the individual needs of 
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its students for improvement in rate, comprehension, 

vocabulary, study habits, and spelling. Seventy-five per 

cent of the students listed rate as one of their major 

concerns; fifty-eight per cent listed comprehension; 

fifty-seven per cent, spelling; and thirty-two per cent, 

vocabulary and study habits. Students* grade point 

averages were tabulated before and after their formal 

training in reading and compared with their post- and re-

test scores on rate and comprehension. No statistically 

significant correlations were found for any of the three 

classes under investigation. 

A similar study was conducted by Smith (1962) who 

sought to determine the effectiveness of a developmental 

reading program at Monterey Peninsula College and its 

relation to the academic progress of freshman students 

with low-level reading ability. The performance of 

students in the reading course indicated significant gains 

in comprehension, speed, and "total" reading. Scores 

attained on "vocabulary" did not prove to be significant 

at the accepted level of significance (.05). A comparison 

of the experimental with the control group showed signifi­

cant gains for both groups in comprehension, speed, and 

"total" reading, but no significant gains on vocabulary. 

The fact that the experimental group achieved these results, 

in one-half the instructional time scheduled for the 

control group was the most significant finding of the study. 
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Specific factors, as well as the effect of the 

program as a whole, have also been studied at the college 

level. Edgar (1966) sought to determine the relationships 

between vision and change in the levels of reading skills 

as a result of a reading improvement course, and the effect 

of uncorrected vision problems upon these relationships. 

One hundred eight subjects, the lowest one-third of the 

class in reading skills but with potential mental ability 

to read better, were selected from the entering freshman 

class at Stetson University. All subjects were given a 

visual screening test using the Ortho-Rater, a reading pre­

test to determine initial levels of reading skills, and a 

reading post-test to determine changes in reading skills. 

Reading skills were found to be relatively independent of 

measures of vision skills. This result may be explained in 

several ways: subjects may be able to control vision 
i 

problems during short testing periods; they apparently 

compensate for uncorrected vision problems, for example, 

by emphasizing comprehension rather than rate. 

How change in purpose influences ocular reading 

behavior of university freshmen was studied by Alan Smith 

(1963) at the University of Oregon. To test the validity 

of the theory that the effective or powerful reader will 

demonstrate flexibility of ocular motor reading behavior 

when reading for different specified purposes, selections 

were chosen from a freshman textbook in western 
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civilization and adapted for each of four purposes: 

reading in the usual manner, reading to find the main idea 

of a selection, and reading to find the bias of the author. 

Subjects read materials as a camera photographed their eye 

movements. Eye-movement measures of number of fixations, 

number of regressions, average duration of fixation, span 

of recognition, and rate were obtained. Ocular motor 

behavior as measured by number of fixations and regres­

sions, and rate of reading changed when students were 

reading for specific purposes. When they were reading in 

their usual manner and reading for the main ideas, number 

of fixations and rate were not affected. Duration of 

fixation and span of recognition were not affected when 

reading purposes were changed. Comparison of ocular motor 

behavior of the more effective and less effective readers 

showed that change in purpose resulted in significantly 

different behavior especially for all eye-movement measures 

except duration of fixation. Personal history question­

naires indicated that the more effective readers differed 

from the less effective readers in having higher grade 

point averages in high school and as first quarter 

university students, receiving higher entrance examination 

scores, having a wider variety of reading interests, 

reading more books, and experiencing no difficulty in 

learning to read. 
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A related study was made by Dixon (1948) of the 

eye-movements of three groups of University of Michigan 

professors while reading materials selected from their 

respective fields of education, physics, and history, and 

from the other two fields. A similar group of graduate 

students from each of the three fields participated in the 

same experiment. Three pairs of reading selections were 

used in the study. These passages were equated for diffi­

culty by the Flesch and Lorge formulas. The Ophthalm-O-

Graph was used to record each subject's eye-movements 

during the readings. 

All of the. professor groups, plus the physics 

graduate students, read the passage from their own field 

most effectively. However, statistically reliable differ­

ences were found only in the case of the physics majors who 

read the physics passage significantly faster than they 

read the education and history passages, and who made 

significantly fewer fixations in reading the physics 

passage than they did in reading the other two passages. 

Neither the science material nor the history material 

elicited a special type of reading. The training in 

technical areas of the physics subjects had evidently not 

served to slow down their reading in other fields. 

Some evidence was found which seems to indicate 

that the training of history subjects may have operated to 

speed up reading. No readers were found who made single 
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fixations per line or paragraph. The average reading 

performance was about 300 words per minute and eight or 

nine fixations per line. The fastest individual perform­

ance on any paragraph was 396 words per minute. Some 

evidence was found that fast readers tend to repeat the 

pattern of their eye movements from line to line. Some 

evidence was also found that fast readers are skillful in 

the art of skimming. The reading of the graduate students 

was found to be comparable to that of the professors. 

An exploratory study comparing successful and 

unsuccessful University of Florida students classified as 

average or poor readers was made by Neville (1961). He 

concluded that reading ability influences standardized test 

scores more than academic success because the "Failing 

Average Reader" group had mean scores consistently higher 

than the "Successful Poor Reader" group. This result 

questions the assumption that poor readers, to be success­

ful academically must score relatively higher than good 

readers on tests. 

Hardison (1961) investigated both the success that 

college reading improvement programs have in modifying the 

percentage of comprehension, and the extent to which the 

results of such a program may appear to vary when evaluated 

by different text procedures. The subjects were 403 

college students in ten groups of one-semester reading 

improvement courses, and 132 control students. The course 
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stressed rate improvement and depended considerably on such 

devices as the Tachistoscope, reading pacer, and 

metronoscopic films. Reading ability was measured by the 

Iowa Silent Reading Tests both at the beginning and at the 

end of the course. He found that when the standard 

administration of the Iowa Silent Reading Tests was the 

criterion of reading abilities, students in the reading 

improvement courses made gains in reading rate and in total 

comprehension well beyond the one per cent level of confi­

dence. The mean rate gain was 82.5 words per minute, and 

the mean comprehension gain was 3.86 questions answered 

correctly. Rate gains and comprehension gains correlated 

.72. When the standard administration of the Iowa test was 

modified, a different pattern of reading changes resulted. 

Following the semester of reading improvement work, losses 

in percentage of comprehension were found well beyond the 

one per cent level of confidence. 

A negative correlation was found between changes in 

rate and changes in percentage of comprehension (-.53) and 

for total comprehension changes and changes in percentage 

of comprehension (-.43). Results as described, were essen­

tially the same for all ten groups. A correction for 

guessing, applied to two of the groups, affected the amount 

of comprehension measured but did not show significant dif­

ference in the quantity of gains. It became apparent that 

the measured results of a college reading improvement 
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program were, at least in part, a function of the testing 

instrument. 

He concluded that the measuring devices may lead to 

questionable conclusions. Justification of many mechanical 

devices, as well as of teaching procedures frequently used 

in college improvement work, often rests on evidence of 

comprehension gains; yet it may be that these gains are not 

indicative of the kind of comprehension that is necessary 

in the college environment. Some types of reading tests 

confuse the qualities of rate and comprehension, while 

intending to separate them, and succeed only in permitting 

rate of reading to influence the measurements of all 

reading skills. Consequently, many research findings on 

improvement from reading programs may be less conclusive 

than they first appeared. 

Summary 

Several generalizations can be made concerning 

university reading programs from a review of the litera­

ture. Various kinds of instruction in reading are usually 

more effective than no special instruction. The courses 

tend to feature improvement in rate, comprehension, 

vocabulary, and study habits. College students are most 

aware of their need to read faster, although negative 

correlations have been found between rate and comprehen­

sion. The relationship between college students' reading 
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and a number of other factors has also been studied. 

Research has not uncovered a definite relationship between 

visual defects and reading achievement, although certain 

aspects of ocular motor behavior were affected by change in 

purpose. Individual differences are probably greater than 

differences found in reading different subjects. 

Contrary to general opinion, poor readers may be 

successful academically though not on standardized tests. 

The type of reading test and the method of administration 

of the test may affect its results. Often the gain made at 

the end of the period of reading instruction is not main­

tained later on. 

On the Nature of Reading 

Reading has been defined, interpreted, and 

explained by many investigators during the past sixty 

years. Some major definitions of reading have emerged and 

bear consideration. Holmes (1954), on the basis of his 

research at the college level, accepted Thorndike's 

classical definition of "reading as reasoning" (1917). 

This view was further confirmed by Horn in 1942. Other 

definitions elaborate or modify this basic definition of 

the reading process. Burkhart (1942) described the reading 

process as involving five abilities--the ability to 

analyze, the ability to evaluate, the ability to use 

personally what is read, the ability to compare ideas 
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gained from reading with personal experience, and the 

ability to synthesize reading with personal development. 

Gilbert (1954) defined reading as a complex process 

involving the whole individual in an active coordination 

of skills to secure the meaning from printed symbols. It 

is not entirely dependent upon the visual apparatus, nor 

is it simply a matter of central processes. Conditions of 

mental maturity, apperceptive background, physical and 

mental health, motivation, all have an influence and may 

serve as limiting factors. 

Strang and Bracken (1957) offered several broad 

definitions of readings 

Reading is getting meaning from the printed page 
and putting meaning into the printed page . . . 
reading is much more than word recognition; it 
is more than getting the meaning of individual 
words. It is the complex process of getting the 
meaning of words in combination and knowing what 
the author is trying to communicate--"What is 
the author saying to me?" 

Schick (1960) suggested that the exceptionally skill­

ful readers on the college campus be scrutinized critically; 

for it is conceivable that through examination of their 

skills and habits further knowledge of the complexities of 

the reading act can be gained. He also believed further 

study of peripheral vision and its significance in reading 

holds promise. His tentative conclusions suggested that a 

given student's own attitude toward reading or his enjoy­

ment of it may have some significance upon the degree of 
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success he attains when he takes a comprehension test on a 

particular essay he has read. 

Gray (1956) wrote of every college reader as his 

own creator. The book, the poem, the piece in the news­

paper is only a pattern of black-on-white until it is made 

into a pattern of meaning. Since no two men have identical 

experiences, the reader can never recapture just the 

meaning that the author intended, though he can come near 

it. It is better, then, for the reader to seek a meaning 

which is meaningful to himself--several if he can. The 

nature of the material read does influence the methods of 

interpretation, but it is only by our interpretation that 

the material takes on a particular nature. The reading 

instructor must place this kind of responsibility upon his 

students--to make their own patterns of meaning self­

consciously, in full awareness. This, Gray felt, is most 

important in developing mature readers. 

Holmes' (1954) study was based on the hypothesis 

that the general reading ability of college students is a 

composite of "speed" and "power" of reading, and that 

underlying each component is a "multiplicity of related and 

measurable factors." He sought to discover in a constella­

tion the organization of the sub-strata factors which 

underlie speed and power of reading "within a single sample 

at the college level." Holmes found that speed of reading 

and power of reading have a correlation of .559, 
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significant at the one per cent level. The coefficient of 

alienation is .829. "Hence, though the general rule is for 

the powerful readers also to be the faster readers, many 

individuals in college may be slow but powerful readers, or 

again, non-powerful but fast readers." 

Holmes organized the symptoms and disabilities, "as 

manifested in the behavior of the group-mean profiles" for 

slow readers at the college level into a syndrome: 

1. The slow reading group show a slow reaction time 

for small motor and oculomotor movements. This 

gives them the appearance of not being "bright" 

because they are slow and inaccurate in dis­

criminating verbal material. 

2. Their average vocabulary is limited and "in spite 

of nearly average study habits, their grade point 

average will be below par." 

3. They have difficulty with spelling and phonetic 

associations. 

4. Time-limit group intelligence tests penalize them 

and give an average IQ below the college norm. 

5. Their average span of recognition is small, the 

average number of regressions is high, and they 

make more fixations than the class average while 

reading a line of print. 



Holmes also developed a syndrome for the college-

level group described as "non-powerful" readers: 

1. They have a general vocabulary deficiency "aggra­

vated by a lack of knowledge about prefixes and 

suffixes." 

2. Their IQ's on verbal type group intelligence tests 

are low; scores on verbal relations and general 

information are also low. 

3. Especially noticeable are their deficiencies in 

phonetic association, word discrimination, word 

sense, and memory for verbal thought units. 

4. Their average number of fixations per line is 

large, coupled with a small span-of-recognition. 

5. Differential analysis of personality traits fail 

to show any distinctions peculiar to non-powerful 

readers. 

Holmes felt his most optimistic findings stem from 

the fact that a thorough review of the literature revealed 

that nearly all the underlying factors of reading dis­

abilities, as found in his study at the college level, are 

susceptible to education. He saw two pressing questions 

arising out of his study: "(a) Wherein lies the secret of 

the forty-four per cent contribution to the variance of 

speed of reading . . . and the twenty-two per cent contri­

bution to the variance of power of reading not accounted 
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for in this study?" (p. 83). Holmes suggested an 

hypothesis s 

A significant portion of the per cent contribu­
tion to variance "not accounted for" in this 
study will be found in (a) the area of motiva­
tional habits or sustained desires for speed 
and-or comprehension in reading, and (b) the 
organization and "functional fluency" of the 
substructural elements which must work as an 
integrating unit "gestalting from reduced cues 
those intellectual insights which the educator 
recognizes as reasoning from the printed page" 
(p. 83). 

Holmes believed the field of remedial reading was ready for 

a genetic investigation in the field of motivation, 

especially the relationship of inefficient concentration 

rising from conflict of purpose and multi-motivational 

forces. 
( 

Summary 

Viewed globally, there seems to be agreement that 

reading involves reasoning, that it is a complex process, 

that it involves the whole individual, that it should be 

synthesized with personal development. Viewed analytically, 

reading has been separated into fifty or more factors, 

which have been grouped through factor analysis into two 

syndromes of patterns quite characteristic of slow reading 

and higher level reading groups. These patterns do not 

account for the influence of purpose and other multi-

motivation forces. 
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On Methods of Studying the Reading Process 

A number of methods have been used in studying the 

reading process. Strang (1965) listed eight of these: 

Photographing of Eye Movements 

By means of photographic records, certain features 

of eye-movement can be studied--fixations, regressions, and 

span of recognition. 

Fixations. Buswell (1937) showed that for easy 

reading on a three-and-a-half-inch line the average number 

of fixations per line for adults ranged from 10.8 to 6.4, 

depending on whether or not they had left school on or 

before the fourth grade or had continued on into the 

university. Booker (1934) found superior college readers 

averaged 6.4 while poor readers averaged 11.0 fixations per 

line. However, the average number of fixations is not only 

related to the reader's ability but also to the type of 

material read. Still, the poor readers make about forty-

five per cent more fixations per line regardless of the 

difficulty of the material. Buswell (1937) also found that 

only seventeen per cent of the total number of fixations 

were derived from regression-fixations, while Tinker (1929) 

reported that fixation pauses account for at least ninety 

per cent of the reading time. Renshaw (1945) was able to 

increase both speed and comprehension of reading by 

tachistoscipic training calculated to improve the speed 
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and span of recognition. Hoffman (1946) found no increase 

in the number of fixations over a four-hour reading period. 

Regressions. Buswell (1939) noted that "smooth 

rhythmic movements without regressions appear to be sympto­

matic of a high degree of maturity" in reading. Booker 

(1934) found that the average college freshman makes 2.5 

regressive movements per line if he is a poor reader, 0.8 

if he is a good reader. Holmes (1954) noted that indi­

vidual differences are tremendous. 

Span of recognition. Buswell (1937) considered the 

span of recognition the most useful measure in determining 

level of reading ability. Pyle (1929) found that span of 

recognition is related to intelligence. Robinson (1934) 

found a reading span of recognition of 1.64 words, on the 

average, for college students. Strang (1943) and Traxler 

(1934) stressed the conceptual as well as the perceptual 

factor in the span of recognition. Much is known con­

cerning the visual and perceptual stages of the reading 

act; relatively little is known of the integrating process 

and the reading methods that individuals actually employ. 

Observation of the Reader 

Although observation of a student in a reading 

situation can never be completely objective, it will hold 

many clues concerning the reader's process as he reads. 

The student's attitude toward the reading selection, his 
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behavioral responses, facial expressions, body movements, 

casual comments, and questions may suggest something about 

the way his mind works. 

Oral Reading 

Oral reading has value even at the university level 

in giving the investigator insights into the student's 

reading process. Simple questioning when the subject 

hesitates, makes substitutions, regressions, or omissions 

often gives the researcher more or less valuable informa­

tion, depending upon the researcher's technique of 

questioning. 

Analysis of Errors 

From analysis of errors made on silent reading 

tests, aspects of the reading process can be inferred. 

Black (1954) classified the errors in comprehension made by 

college students into eight categories: (1) failure to 

understand the writer's intention, (2) failure to detect 

irony, (3) difficult words, (4) difficult allusions, (5) 

metaphors not understood, (6) failure to see how the 

context influences meaning, (7) inadequate background 

information, and (8) reader's preconceptions. 

.Analysis of Response to Unstructured Questions 

The student is simply asked "What did the author 

say?" or "What did you read?" Whether the response is 
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written or oral, it allows the student to structure his own 

response, which can then be analysed by the researcher. 

This response has been used by Gray and Rogers (1956) and 

Strang (1942). Strang (1965) also summarized the different 

types of responses one can expect from such unstructured 

questions: 

Some students select a few isolated, unimportant, 

or irrelevant details. 

Some select the main ideas. 

Some select the main ideas and cite supporting 

details. 

Some compose a brief, terse summary. 

Some offer a vague, general summary. 

Some tend to be carried away by their emotional 

response to the passage. 

Some tend to elaborate on details that are purely 

personal in significance or interest. 

Some use a passage as a springboard for creative 

thinking. 

Some make a well-organized summary of the author's 

pattern of thought. 

Some compose a full and accurate summary, and 

supplement it with their own reflection, and critical 

evaluations. 
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Direct Questioning 

There are two techniques that involve direct 

questioning. The first asks questions such as "How did you 

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

details?" The second technique, less structured, asks such 

a question as "How did you read this assignment?" Quality 

of response will vary from student to student with the 

direct question technique. 

Unstructured Interviews 

Van Dalen (1962) states that "In an informal 

unstructured interview, one can penetrate behind initial 

answers, follow up unexpected clues, redirect the inquiry 

on the basis__of emerging data into more fruitful channels, 

and modify categories to provide for a more meaning 

analysis of data" (p. 259). 

Introspection 

As early as 1948 I. A. Richards advocated and used 

the method of introspection: "Its character is sometimes 

accessible to introspection. ... In some important 

respects conscious and unconscious mental events must 

differ. ... On the other hand there are many respects in 

which they are similar" (p. 101). Rogers (1965) noted the 

contributions of Wundt, Patrick, Wertheimer, Buswell, and 

Piaget to the study of processes of interpretation 

summarized by Letton: 



These studies may be summarized with the follow­
ing comment: they have contributed to the 
development of the introspective and retrospec­
tive technique; they have, except in the case of 
Piaget, been used with adults or young adults; 
. . . although some subjects were trained, 
untrained subjects have been used successfully. 
The trend of development has proceeded from 
asking the subject to analyze his own thought 
processes to requesting him simply to verbalize 
his thoughts while doing a task. . . . The use 
of the tape recorder has undoubtedly contributed 
to a more objective analysis of such data 
(p. 226). 

Piaget's Technique Applied to a Study of the Reading 
Process 

Claparede (1955) described Piaget's method as: 

. . . the art of questioning which does not con­
fine itself to superficial observations, but 
aims at capturing what is hidden behind the 
immediate appearance of things. It analyses 
down to its ultimate constituents the least little 
remark made by the young subjects. It does not 
give up the struggle when the child gives incom­
prehensible or contradictory answers, but only 
follows closer in chase of the ever-receding 
thought, drives it from cover, pursues and 
tracks it down till it can seize it, dissect it 
and lay bare the secret of its composition . 
(p. 15). 

This technique Piaget calls "the clinical method." 

Researchers are impressed by the care with which Piaget 

sets out his material, by the way in which he classifies 

different types of explanations. Piaget begins with a 

functional question such as "Why does the child talk?" o 

"What are the functions of language?" Such functional 

questions enrich structural questions and give full 
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significance to the details of mechanism, because it sees 

them in relation to "the whole machine." 

Improvising on Piaget's technique, Swain (1953) 

interviewed twenty-nine college freshman students after 

they had read three types of material. These interviews 

were structured and recorded. Students were instructed to 

think aloud as they answered multiple-choice questions. 

From an analysis of the recorded interviews, Swain 

described two categories of behavior reflecting two facets 

of the reading process. One category was called "restruc­

turing of meaning" in which the reader identified the au­

thor's meaning through his own experiences and interests. 

"Analysis of language," the second category, referred to 

the reader's examination of the language of a reading 

passage to seek meaning from the order in which the words 

were recorded. Restructuring occurred more often among 

good readers than poor readers. 

Cafone (1966) pointed out that Swain based her 

study on the processes used in answering questions which 

may not be the processes used when normally engaged in 

reading. Investigation is needed which focuses on a 

university student's process as he reads different types 

of material in his characteristic way. 
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Summary 

No single method of studying the reading process, 

however valuable, has yielded more than partial under­

standing. The methods have had most value when the 

findings from each method were considered in combination, 

and different facts of the reader's reading process were 

considered. However, many more studies have been done 

using such a method as photographing eye movements than 

have been done using introspective methods. Much is known 

of the mechanical aspects of reading; relatively little is 

known of the actual process the student employs as he seeks 

meaning from a particular type of reading. 



II. METHOD OF STUDY 

Having established a rationale for pursuing the 

problem--How University Freshmen Read: A Study of the 

Dynamics of the Reading Process--and having reviewed the 

relevant literature, the method of study will now be 

described. Six major topics are presented in this 

chapter: the subjects, the selection of the essay to be 

read, analysis of the essay read, selection of subjects 

for intensive study, method of collecting data, and method 

of analyzing data. 

The Subjects 

The subjects selected for this study came from the 

University of Arizona which has a cosmopolitan student body 

of 20,000. All 500 subjects were freshmen from a class of 

3,432. It was decided to obtain the data through the 

required English course, Freshman Composition I, during the 

third week of the fall semester. Instructors of eighteen 

randomly selected sections agreed to allow one fifty-minute 

period for the project. They also agreed to give direc­

tions for the reading of the essay and answering of 

questions, distribute and collect the essays. Each section 

was composed of thirty to thirty-five students. Five 

hundred and twenty-two students actually took the test. 

26 
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Twelve papers were eliminated for lack of appropriate 

identification, and ten papers were randomly pulled to keep 

the subjects to an even 500. This total included 238 women 

and 262 men. These students represented a cross-section of 

their freshman class. Every college on campus, as indi­

cated by the "probable major" blank at the top of the 

essay, was represented. 

Selection of the Essay 

The selection of the essay to be read and inter­

preted by the 500 subjects was based on appropriate 

criteria, which were applied to a number of essays. Seven 

criteria were used in selecting the essay: 

1. The subject matter was of interest to university 

freshmen. 

2. It was well written. 

3. It contained ideas the reader could apply to his 

personal development. 

4. Its vocabulary was in the range of most of the 

readers. 

5. It could be read in less than fifteen minutes by an 

average college freshman. 

6. It was an essay that a college freshman was not 

likely to have read. 
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7. It was a selection that the English instructors 

administering the test would be pleased for their 

students to read and later discuss. 

After considering approximately 125 essays, both 

formal and informal, and evaluating each against the 

established criteria, the investigator chose "Education 

that Rarely Reaches the Head11 by Jacques Barzun. This 

selection first appeared in Life magazine on October 16, 

1950. 

Four instructors in freshman composition agreed 

unanimously that the selection by Barzun met the estab­

lished criteria. Freshman reaction to the essay was 

elicited by having three boys and three girls read the 

essay. Four students rated the essay "very interesting" 

and two rated it "interesting." All six students stated 

they would like to discuss the ideas found within the 

essay. No student indicated having read the essay or a 

similar essay previously. 

Analysis of the Essay Read 

Following the reading of the essay, students were 

asked to answer the following question, "Describe as 

objectively as possible your reading process or method of 

reading this selection." Responses were organized into six 

categories: 



1. Little or 110 analysis of the reading process. 

2. Superficial analysis of the process. 

3. Stereotype analysis of.the process. 

4. Simple description of the process. 

5. Keener insight into the reading process. 

6. Superior understanding of the reading process. 

Typical Responses by Category 

Category 1: Little or no Analysis of the Reading Process 

1. "I just read." 

2. "I started at the beginning and just read." 

3. "I am not aware of any method or process. I 

haven't the slightest idea." 

4. "I read, as any normal person does, and tried to 

gather the main ideas as received by myself." 

Category 2: Superficial Analysis of the Reading Process 

1. "I selected the main ideas by examining the length 

of the sentences--the longest sentences usually 

contain the main ideas .11 

2. "I just read it with no purpose in mind except to 

see what the next sentence was going to say." 

3. "I concentrated on one sentence at a time." 

4. "Starting from the left I read to the right until 

I came to the edge of the paper. I continued this 
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process in a downward action until I reach the 

bottom of the page--amazing isn't it?" 

5. "I tried to absorb what I was reading without 

letting my mind wander." 

6. "I read in a simple back and forth motion getting 

the important words and thought of the article." 

7. "By following the line I try to keep on the track 

of the subject." 

8. "I read the essay by taking up phrases or sentences 

one or two at a time and absorbing them by the 

paragraph." 

Category 3: Stereotype Analysis of the Reading Process 

1. "The main ideas are often at the beginning or end 

of the paragraphs." 

2. "There was a topic sentence in each paragraph." 

3. "I read the essay fairly quickly with little 

effort. I reread two or three paragraphs because 

I read only the words the first time." 

Category 4: Simple Description of the Reading Process 

1. "I read slowly and tediously--word-by-word; at the 

same time I thought about what I was deciding the 

most important points were." 

2. "First of all, I noted that this essay was reprinted 

from Life; so, I decided it might even be inter­

esting-- the initial attitude is important. 
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3. "I read each paragraph in context and then go back 

and choose the main ideas in each one and form them 

into a mental outline. I combine these points into 

a mental summary." 

4. "I read through the selection, mentally weeding out 

the trivia or unimportant details which only served 

to illustrate the author's main theme. 

5. "I stopped occasionally to comment on what he said 

to myself. Then when I finish the article, I skim 

it again to give it more coherence in my mind." 

6. "I proceeded to read slowly at about 200 words per 

minute." 

7. "When I am engaged in reading a selection in 

class, I feel I'm in a race where I can't compete 

even though the reading is untimed. Therefore on 

an essay, such as this one, I must go back and 

reread it more than once to understand its meaning. 

8. "I read in a 'jerky' manner--constantly rereading 

sentences whose meaning escapes me the first time." 

9. "The question of knowing what to look for in a 

reading section still evades me. Most of the 

problems with regard to reading are related to an 

interest in too many things when I read--also a 

vocabulary weakness." 

10. "I tried to skim. Evidently that's not the way to 

read essays. I don't know what Barzun is getting 
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at. I had the same trouble in high school with 

Emerson's essays." 

11. "I read almost every sentence twice, and when I 

came across something especially difficult, I 

reread the sentence as many as three times." 

12. "My reading process for this article did not differ 

from habitual 'pleasure reading' of mysteries. I 

may have read a bit more slowly." 

13. "Often I would read a sentence and forget (or I 

never knew) that I had read it until I went over it 

again." 

14. "While reading the essay, I found myself trying to 

say the words in my throat. I also reread many 

words, perhaps because they were unknown to me." 

15. "I'm a word-by-word reader. Because of this slower 

method, I was probably the last person to finish." 

v Category 5: Keener Insight into the Reading Process 

1. "As Barzun is known to be an opinionated author 

(his House of intellect leaving a brown taste in my 

mouth), I immediately began to separate his 

opinions from fact he could logically support. In 

this case he supported his arguments well." 

2. "I read this selection with the intent of finding 

out why the author wrote this article and what he 

is trying to convey to his readers. He progressed 
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from definitions of education to examples of what 

is not true education." 

3. "This essay was 'meaty,' to the point, and highly 

interesting. Therefore I read it carefully and 

more slowly than I do most assignments." 

4. "In reading such an essay, I assume a main idea 

unless the author reveals it immediately. It is 

helpful for me to assume a main idea although I may 

later alter or discard it. In a search for 

meaning, you must have an idea on which to hang 

your mental hat." 

Category 6: Superior Understanding of the Reading Process 

1. "I surveyed the whole essay first, using a 

modified SQ3R technique. This took approximately 

one minute, but this gave me a tentative outline 

of the essay. My rate was faster than one I would 

use for poetry but slower than I would use for a 

standard novel; that is, I read the essay with a 

rate of 300-350 words per minute. After reading 

the article, I mentally put Barzun's ideas into my 

own words. Then I quickly reread the article--

partially scanning--to check out my ideas against 

Barzun's." 

2. "I do not vocalize when I read, nor is there any 

subvocalization. My rate of reading indicates that 
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I do not vocalize. I do 'hear' the words in my 

mind when I read—except for a few prepositions 

and the articles perhaps." 

3. "A few times I have experienced the reading process 

some call visualization. When successfully done, I 

comprehend well but do not 'hear' the words. This 

was on newspaper reading and once when I was 

rereading Hemingway's Old Man and the Sea. What a 

delightful experience it was! My rate was approxi­

mately 1000 words per minute.. I aspire to more 

visualization! It can be done on light material 

where the ideas are rather obvious and one is at 

ease with the vocabulary. In fact, I felt I had a 

unique experience the second time I read Hemingway. 

The moods, the description of the sea, and the 

almost flawless prose read at such a rapid rate 

gave an over all impression and experience that 

could only be described as poetic. It was like 

viewing a great painting in complete and proper 

perspective. And I do feel I captured more of what 

Hemingway wished to convey than the majority of 
I 

readers do while reading in a more conventional 

way." 

4. "Although I have always been a good reader, I 

decided three years ago to make a conscious effort 

to improve my reading process. Some success has 
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been mine. During this time I read about 250 books 

of great variety. I feel that constant practice 

and variety in material are necessary to progress. 

At present my approximate rates for various 

materials might be: philosophy or poetry--100 to 

150 words per minute for new material; essays like 

this--300 to 350; standard novels--400 to 500; most 

best sellers--500 to 600; newspapers--600 to 800. 

I feel that reading processes are quite individual 

and would vary from student to student, depending 

on personality, intellectual background, and 

immediate reading needs." 

5. "I view reading as a search for meaning. 

Voltaire's famous motto, 'To the Point1 is what I 

try to remember when reading non-fiction. Some of 

my textbooks are miserably written. I have a 

sociology text with chapters of fifty rambling 

pages--without sub-titles. A student with such a 

text is disadvantaged from the beginning. I am 

doing well in the course in spite of the text. It 

may sound trite, but I don't think a student can be 

a good reader unless he has read widely. I con­

sider myself a good reader, and a good part of it 

is due to reading about 150 books a year. With 

practice comes an awareness of books. I can 'size 

up' a book quickly. By looking at the size of 



36 

print, by scanning a few paragraphs, and noting the 

number of pages, I can know if the book is worth 

the two--or three--hours it will take me to read 

it. All this sounds smug, I'm sure, but I have put 

a lot of conscious work into improving my reading." 

Intensive Study of Fifty Cases 

Selection of Subjects for Detailed' Study 

It was decided that a smaller sample of 50 would be 

taken from the 500 students for a more intensive study--

twenty-five students who showed the poorest comprehension 

of the essay and twenty-five students who achieved the best 

comprehension on the essay. The two groups were compared 

as to the reading process used. 

Five additional students were studied in each 

group in case some of the selected students were not able 

to complete their interviews due to such reasons as sick­

ness or withdrawal from the university. Thus the 

intensive study involved sixty freshman students. In 

addition to the selection criteria mentioned, the chosen 

students volunteered to co-operate to the termination of 

the project and to give a designated number of hours to the 

interviews. 

The 500 subjects were also asked, "What did the 

author say, or what did you get out of reading this selec­

tion?" Coupled with this evaluation was the students' 
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total score on objective questions which were divided into 

four sections: "Facts," "Main Idea," "Precise Language," 

and "Word Meanings." The students' responses were then 

placed on a "comprehension scale." (See Appendix H for 

selection and test of comprehension.) 

Method of Collecting Data 

The first and third interviews which were indi­

vidual interviews were tape recorded. As the second 

interview included the Sequential Test of Educational 

Progress: Reading, and other measures designed for group 

administration, it was not practical to record it. An 

interview usually lasted from 60 to 70 minutes. Content 

of interviews was as follows: 

Interview I 

1. Open-end questions about the subject's reading 

methods. 

2. Completion of Student Counseling Bureau's Personal 

Information Form (see Appendix F). 

3. Individual readings: 

Selection from a history book 

A short story 

4. The reading was followed immediately by questions 

stimulating analysis of the process they used in 

reading the individual selection, somewhat similar 

to Piaget's method. 
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5. The subject was then given a Reading Autobiography 

Form to be completed and brought to the second 

interview (see Appendix G). 

6. An appointment card with the time of the group 

interview was given to the student. Later a postal 

card was also sent as a reminder of the second 

interview. 

Interview II 

1. Collection of Reading Autobiography Forms. 

2. Group readings: two short magazine articles. The 

following criteria were used in selecting all the 

reading selections: 

a. Each selection would differ in type of reading 

demanded of the reader. 

b. Each selection should be of such a length that 

it could be read within a twenty to forty 

minute period. 

c. The selections should have general interest to 

university freshmen. 

d. Most of the selections should be of moderate 

difficulty to meet the range of student 

ability. However, one more difficult selection 

would "test the limits." 
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e. The selections should be representative of what 

most college freshmen read either by choice or 

by assignment. 

f. The selections should be those that in all 

probability the students had not read. 

The five selections chosen were: 

a. History: "East and West," Chapter I of Edith 

Hamilton's The Greek Way (New York: Norton, 

1942), p. 7. 

b. Short story: "A Rose for Miss Emily" by 

William Faulkner. Stories from Six Authors, 

William E. Buckler and Arnold B. Sklare (ed.) 

(New York: McGraw-Hill, 1960), p. 240. 

c. Magazine articles: "The Case for the Comics" 

by A1 Capp and "The Case Against the Comics" by 

John Mason Brown. Reprinted from The Saturday 

Review of Literature, March 20, 1948 in 

Patterns in Writing by Robert B. Doremus and 

others (New York: Henry Holt, 1956), p. 384. 

d. Psychology: "Social Deprivation in Monkeys" by 

Harry F. and Margaret Kuenne Harlow, reprinted 

from Scientific American, November, 1962. 

In order to satisfy criteria 1, 3, and 5, all five 

selections were submitted to the same judges who selected 

the essay. All agreed that the five selections satisfied 
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the three criteria. To satisfy criteria 2 and 6, the 

fifty students in the sample were asked if they had read 

any of the articles before. None had read any of the 

articles. 

To satisfy the fourth criterion, all five selec­

tions were checked for readability using the Flesch (1951) 

formula. All articles but one fell within the eleventh to 

fourteenth reading levels. The psychological selection was 

purposely more difficult (fifteenth level) to test the 

limits of reading ability in the subjects. 

3. The reading was followed by oral answers to open-

end and objective questions (see Appendix I). 

4. Group discussion of reading techniques employed in 

the reading of the magazine articles. Individual 

subjects would be questioned on this material at 

the beginning of the third interview. 

5. Administration of the Sequential Test of Educa­

tional Progress--Reading. 

6. Each student selected an appointment for his third 

interview from cards bearing dates and times of 

open appointments. Later, cards were again mailed 

to remind subjects of their last interviews. 

Interview III 

1. Follow-up questions concerning the reading tech­

niques used in the magazine articles were asked. 
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2. Specific questioning concerning their general 

reading process followed: 

a. Attitude toward speed. 

b. Preference for visual or aural-oral presenta­

tion, "ear-minded" or "eye-minded." 

c. Vocalization and comprehension. 

d. Eye movements. 

3. Reading of the difficult psychological article. 

4. Open-end and objective questioning concerning the 

reading process used and the author's ideas and 

style. 

Method of Analyzing Data 

1. Analyzed, categorized, and obtained frequency of 

the students' responses to open-end and specific 

questions. 

2. Related specific techniques used to intelligence, 

reading score on the Sequential Test of Educational 

Progress: Reading, and comprehension of the differ­

ent selections. 

3. Related patterns of processes used in general and 

in reading different kinds of selections to 

intelligence, reading scores on the Sequential Test 

of Educational Progress: Reading, and comprehension 

of different selections. 



4. Matched patterns of reading comprehension with 

descriptions of reading process. 

5. Made case studies of typical patterns, to show the 

complexity and individuality of the reading 

process and some factors that may be influencing 

it. 

6. Made further analysis of the data in each case to 

obtain more insight into the reading process. 

7. Give suggested hypotheses to be tested by further 

research. 

Summary of Methods 

The methods used in collecting the data sought to 

obtain as accurate a description as possible of the 

individual student's process in reading a given selection 

and a measure of his comprehension of it. The specific 

responses were categorized to obtain the frequency with 

which these students employed certain reading processes. 

Unique individual responses within these categories was 

indicated by direct quotations from the transcription of 

the recorded interviews. More intensive study was made of 

twenty-five cases at each extreme of the total group in 

reading comprehension. 



III. ANALYSIS OF DESCRIPTIONS OF THE READING PROCESS 
AND COMPARISON WITH OTHER FACTORS 

This chapter is concerned with the responses of a 

total group of 500 students, a comparison of the lowest and 

highest quarters, and of the 25 high level and 25 low level 

readers. The findings will be presented under four main 

headings: (1) General Analysis of Reading Process: Total 

Group; (2) Specific Analysis of Reading Process: Selected 

Groups; (3) Comparison of Reading Processes of High Level 

and Low Level Readers; and (4) Relationship of Reading 

Process to Intelligence, Reading Ability, and Certain 

Patterns of Comprehension. 

General Analysis of Reading Process: 
Total Group 

The students' descriptions of their reading process 

fell into six categories as shown in Table 1. Four 

judges--two English instructors and two psychologists-

rated each category of response. There was 89 per cent 

overall agreement between the judges' ratings and the 

investigator's. Judgment was made by the investigator on 

the remaining 11 per cent of the ratings. 

In order to compare the students' reading processes 

with their comprehension of the selection, the 500 subjects 

were asked, "What did the author say," or "What did you get 

43 
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TABLE 1 

FREQUENCIES OF GIVEN CATEGORIES OF STUDENTS' 
DESCRIPTIONS OF THEIR READING PROCESS 

Number of 
Categories Responses % 

Little or no analysis 76 13 
Superficial analysis 88 18 
Stereotype analysis 134 28 
Simple description 166 33 
Keener insight 28 6 
Superior understanding 8 2 

out of reading this selection?" The students' responses 

were then rated on a scale of adequacy of comprehension. 

There was 88 per cent overall agreement between the 

investigator's and four judges' ratings. Coupled with 

their freely written response was the students' total score 

on objective questions, divided into four sections: 

"Facts," "Main Idea," "Precise Language," and "Word Mean­

ings." The frequency of comprehension on the combined free 

response and objective questions is given in Table 2. 

A comparison was made of the students' adequacy of 

comprehension with the descriptive categories of the 

reading process: 

1. Of the 298 students categorized as demonstrating 

"little or no analysis," "superficial analysis," or 

"stereotyped analysis" of the reading process: 
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TABLE 2 

DISTRIBUTION OF CATEGORIES OF COMPREHENSION 
BASED ON ALL RESPONSES 

% of Comprehension Attained Number % of Group 

0-59 87 17 
60-69 139 28 
70-79 185 37 
80-89 58 12 
90-99 31 6 

Sixty-two per cent attained up to 69 per cent 

comprehensi on. 

Twenty-four per cent attained up to 79 per cent 

comprehension. 

Fourteen per cent attained up to 89 per cent 

comprehens i on. 

2. Of the 171 students categorized as giving a "simple 

description of the reading process or having 

"keener insight" into the reading process: 

Four per cent attained up to 69 per cent 

comprehens i on. 

Sixty per cent attained up to 79 per cent 

comprehension. 

Twenty-three per cent attained up to 89 per 

cent comprehension. 
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Three per cent attained up to 99 per cent 

comprehension. 

3. Of the 31 students categorized as having "superior 

understanding of the reading process": 

Twenty-four per cent attained up to 89 per cent 

comprehens ion. 

Seventy-six per cent attained up to 99 per cent 

comprehens i on. 

Specific Analysis of Reading Process: 
Selected Groups I 

The 25 high level readers (HLR) and 25 low level 

readers (LLR) were interviewed to obtain more detailed 

description of their process in reading an essay, a selec­

tion from history, a short story, two magazine articles, 

and a selection from psychology. All of these interviews 

were held within a month after the initial reading of the 

essay in a freshman English class. 

Reading of History 

Some of the oral responses of students to questions 

concerning the reading process as applied to the historical 

selection are related to whether they were in the high or 

low level group of readers (see Table 3). 

Category 1: Little or no Analysis 

1. "I just don't like history." (LLR) 

2. "Why didn't she put it in plain English?" (LLR) 
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TABLE 3 

KNOWLEDGE OF THE READING PROCESS EVIDENCED 
IN THE READING OF HISTORY 

Responses 
High Level Low Level 

Categories Readers Readers % 

Little analysis 0 4 8 
Superficial analysis 0 11 22 
Stereotype analysis 0 5 10 
Simple description 7 5 24 
Keener insight 10 0 20 
Superior understanding 8 0 16 

3. "It really was Greek to me!" (LLR) 

4. "I don't see how ancient history can help people 

today." (LLR) 

5. "The reading was just too hard." (LLR) 

6. "Who is Goethe?" (LLR) 

7. "The chapter needed to be divided in some way. 

It's hard to read page after page of words." (LLR) 

Category 2: Superficial Analysis 

1. "I read one word at a time--I always read history 

this way. It's the only way I can keep my mind 

on it." (LLR) 

2. "I read it very slowly, but I didn't get anything 

out of it. If I had had time, I would have read 

it again." (LLR) 
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3. "I pronounced each word carefully in my mind. I 

was careful to give each word its time. At home 

I would read this aloud to myself. This takes 

time, but it helps me comprehend." (LLR) 

Category 3: Stereotype Analysis 

1. "I looked for a main idea in each paragraph." (LLR) 

2. "The topic sentence was often the first sentence 

of the paragraph." (LLR) 

Category 4: Simple Description 

1. "I read this selection at about 300 words per 

minute." (HLR) 

2. "I 'shifted gears' in rate several times." (HLR) 

3. "My rate was steady in this selection--it was all 

good solid prose." (HLR) 

4. "My weak vocabulary made this reading difficult. 

I have found it hard to work on vocabulary but have 

tried—with little success." (LLR) 

Category 5: Keener Insight 

1. "I felt I read this selection too slowly for some­

one who considers himself a good reader. I 

estimated my rate on this to be about 200 words a 

minute. I think 300 would be more reasonable for 

someone like myself with fairly good vocabulary." 

(HLR) 
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2. 11 In reading history you have to keep in mind the 

'big idea.' If you don't, you will bog down in a 

quicksand of details. I always want to know how I 

will be tested in history. If it is objective, 

then I will mentally make good identification 

questions as I go along. If it is essay, I try to 

connect examples--pro and con--to the main idea and 

supporting details." (HLR) 

Category 6: Superior Understanding 

1. "I read the selection three times. The first time 

I scanned using my finger as a pacer seeking main 

ideas and noting paragraph structure. My scanning 

rate is about 900 words per minute on history like 

this. This took 4 to 5 minutes. The second time 

through I read only for clarification of the main 

ideas and supporting details. My rate this time 

was about 500 words a minute. The third time I 

read slowly to evaluate the author's style and its 

literary merit. I think I still got a rate of 

about 350--after all, I had already been over the 

material twice--and didn't feel rushed at all. I 

still finished before two-thirds of the class and 

feel I know all I want to know about this chapter--

the book looks vital; Dr. Hamilton has placed her 

keen insights in simple, beautiful lines. I think. 
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it meets the Athenian criteria for a work of art--

utility and beauty." (HLR) 

Reading of Short Story 

Oral responses of students to questions concerning 

the reading process as applied to the short story (see 

Table 4) included: 

Category 1: Little or no Analysis 

1. "I read it just like I read the chapter of 

history." (LLR) 

2. "Faulkner is a morbid writer." (LLR) 

3. "Short stories don't interest me--they are not true 

to life usually." (LLR) 

TABLE 4 

KNOWLEDGE OF THE READING PROCESS EVIDENCED 
IN READING THE SHORT STORY 

Responses 
High Level Low Level 

Categories Readers Readers % 

Little analysis 0 0 0 
Superficial analysis 0 14 28 
Stereotype analysis 0 6 12 
Simple description 9 5 28 
Keener insight 12 0 24 
Superior understanding 4 0 8 
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Category 2s Superficial Analysis 

1. "I always study the characters in a short story." 

(LLR) 

2. "The mood is important in a short story." (LLR) 

3. "It was the same kind of reading as the Barzun 
4* 

article." (LLR) 

Category 3: . Stereotype Analysis 

1. "I enjoyed the story. The plot was simple, and it 

wasn't one of those stories full of symbolism. It 

was full of interesting little events." (LLR) 

2. "I read this story very quickly. I can't say that 

I enjoyed it--it didn't have much of a plot--but it 

was as good as most of the other short stories I 

have read." (LLR) 

Category 4: Simple Description 

1. "I read at a fairly slow rate and waited for the 

plot to unfold around Miss Emily. Words seem to be 

more important in short stories--they seem to count 

more because of the shortness of the story." (HLR) 

2. "Actually this is a character study of a psycho 

with a good dash of irony in it. I read short 

stories much like I read detective stories--

practically anything can be a clue to character or 

plot." (HLR) 



Category 5: Keener Insight 

1. "Faulkner seemed more interested in Miss Emily's 

motives than in what she did. I think this is 

usually true of Faulkner--he has infinite capacity 

to explore and reveal the motivation of his 

characters. I always read the last several para­

graphs of a short story first. This doesn't ruin 

the story for me. I am essentially interested in 

the author's craft, not his basic story." (HLR) 

2. "I am concerned with adjectives when I read short 

stories. I have been told that verbs make the 

difference in writing, but for the short story it 

seems to be the adjective." (HLR) 

Category 6: Superior Understanding 

1. "I first noted the physical structure of the story: 

five parts of about equal length. I then read 

sections one and five quickly. I had a good laugh 

when I saw the little traps Faulkner laid for the 

reader. The innocent-sounding title, 'A Rose for 

Miss Emily' belied the bazarre ending of the story. 

This story shows Faulkner can hold his own with Poe 

and Ambrose Bierce. 

After reading parts one and five, I scanned 

parts two, three and four--reading paragraphs in a 

diagonal fashion using my finger as a pacer. This 
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sounds crazy, I know, but you can pick up quite a 

bit of information that way. It takes but three 

seconds to look at a paragraph that way, and if you 

have a good eye-span (mine is about three words), 

you can see quite a bit of the paragraph as you 

read this way. It also is a good way to practice 

visualization because you are searching more for 

ideas, and you are not reading sentences. I use my 

finger as a guide when I do this. After completing 

the story in this manner, I reread all of it rather 

quickly at about 500 words per minute for good 

comprehens i on. 

I have been reading this way since I was twelve 

years old, but only on fiction. Being a good 

reader, I was encouraged by my mother, who was a 

librarian, to try different techniques for speed. 

She had observed students trying different tech­

niques while reading in the Detroit. Public Library, 

and some of them were enthusiastic about their 

techniques. I worked this technique out for myself. 

I don't know if others would enjoy this way of 

reading or not, but I'm sure such methods work for 

me." (HLR) 
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Reading of Magazine Articles 

Typical oral responses to questions concerning the 

reading process as applied to magazine articles (see Table 

5) included: 

Category 1: Little or no Analysis 

1. "I had rather have read something else instead of 

an argument about comics." (LLR) 

2. "It was good not to have to look for the main 

idea." (LLR) 

Category 2: Superficial Analysis 

1. "Capp is for the comics and Mason is against them. 

It's as simple as that." (LLR) 

TABLE 5 

KNOWLEDGE OF THE READING PROCESS EVIDENCED IN THE 
READING OF MAGAZINE ARTICLES 

Responses 

Categories 
High Level 
Readers 

Low Level 
Readers 

Little analysis 
Superficial analysis 
Stereotype analysis 
Simple description 
Keener insight 
Superior understanding 

0 
0 
0 
5 
6 
14 

0 
7 
8 
7 
3 
0 

0 
14 
16 
24 
18 
28 
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2. "I didn't have any trouble with the vocabulary in 

this selection." (LLR) 

Category 3: Stereotype Analysis 

1. "I can read magazine articles like these at a 

faster rate than my textbooks. The paragraphs were 

shorter, and the conversational tone makes for 

easier reading." (LLR) 

Category 4s Simple Analysis 

1. "As it is stated that Brown dislikes comics, all I 

had to do was seek his reasons and illustration of 

his case. I did the same thing with A1 Capp's 

article although Capp's method of argument was more 

subtle." (LLR) 

Category 5s Keener Insight 

1. "Both men wrote well, but I feel Brown took himself 

too seriously. Capp used humor as a sharp weapon 

that was devastating to Brown's argument. I did 

not read these articles as I do textbooks. I was 

able to take in the points easily and with a rate 

of approximately 600 words per minute. I read them 

once. There was no point in rereading easy material 

like this." (HLR) 



56 

Category 6: Superior Understanding 

1. "Mason used a literary device which may be called a 

'devastating concession.' He admits, as a parent, 

of reading the comics, but he says he uses them as 

a doctor might use a hypodermic or as one might use 

knockout drops. 

Both these authors write well. Of course, John 

Mason Brown is a well-known critic. But I only 

learned recently that A1 Capp is an honor graduate 

of Harvard and a man of the most discriminating 

tastes in the arts. Capp's defense is a lively 

example of the method of argument known as reductio 

ad absurdum. He pushes Mason's line of reasoning 

to its logical extreme and tries to convince the 

reader that if the extreme is absurd, the reasoning 

itself is false at every level. Here, of course, 

A1 Capp is poking fun at the assertion that the 

comics tend to impair children's emotional health 

and predispose them to crime. 

I read Mason's article more slowly (about 450) 

than I read Capp's (about 650) which was conversa­

tional in tone. I find it very difficult to see 

how a person can take as long to read the selec­

tions as the student sitting next to me did. It 

must have taken him twenty minutes. He read it as 

if it were in Russian. How can someone like that 
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ever get his assignments done even if he is taking 

a light load?" (HLR) 

Reading of Psychological Article 

Oral responses to questions concerning the reading 

process as applied to the selection from psychology (see 

Table 6) included: 

Category Is Little Analysis 

1. "I only read about a fourth of the article and 

skimmed the rest. I didn't get much out of it. I 

had to read one word at a time to get what he was 

saying at all. When I started to daydream, I 

decided to hell with the rest of the article and 

scanned it." (LLR) 

TABLE 6 

KNOWLEDGE OF READING PROCESS EVIDENCED IN 
READING A PSYCHOLOGICAL ARTICLE 

Responses 
High Level Low Level 

Categories Readers Readers % 

Little analysis 0 9 18 
Superficial analysis 0 7 14 
Stereotype analysis 0 5 10 
Simple description 3 4 14 
Keener insight 15 v 0 30 
Superior understanding 7 0 14 



Category 2s Superficial Analysis 

1. "This article talked about how infant monkeys and 

human babies are alike. The photos were interest­

ing to me as I hope to go into photography." (LLR) 

2. "As I hold religious beliefs that don't agree with 

Darwin or evolution, I didn't get much out of this 

article." (LLR) 

Category 3: Stereotype Analysis 

1. "The main idea was given in the subtitle--I tried 

to keep this in mind as I read at a very slow 

rate." (LLR) 

2. "I don't comprehend well when I am not enjoying 

what I am reading. This was way-out." (LLR) 

Category 4: Simple Description 

1. "Because this article looked long and involved, I 

'covered the waterfront' before really reading it. 

I mean that I surveyed it. I read the first 

paragraph and the last one. Then I looked at the 

photographs and chart. In fact, if I had not done 

this, I don't think I would have gotten much out 

of it. There were still a lot of psychological 

words that were new to me. My rate was quite slow 

on this. I usually do better than this on required 

reading." (LLR) 



I 

59 

Category 5: Keener Insight 

1. "This article was a challenge to me because I have 

not read anything just like it before. I found it 

difficult but rewarding. I felt if I had known 

more basic psychological terms, the reading would 

have gone more smoothly—every field seems to have 

its own lingo. The material was presented in a 

most objective way. I was amazed at the care the 

psychologists took to make sure the experiments 

were carried out objectively. 

The type of reading this reminds me of is 

biology. Last year I took an advanced course in 

biology and got four units credit this year. My 

rate on this was about 225. With some familiarity 

with the field of psychology, I'm sure my rate 

would increase at least a hundred words per 

minute." (HLR) 

Category 6: Superior Understanding 

1. "I read this study with great interest. I am a 

fine arts major, but this article has increased my 

desire to take more psychology. The chart summa­

rizing the results of the experiments helped me 

keep focus as I read. 

It was surprising to learn that so little 

attention has been given to 'child-to-child• 



relations. I read this article at about 400 words 

a minute using my right index finger as a pacer in 

the margin. The seven or eight words per line was 

comfortable. I probably made about two fixations 

per line. I think a paperback on Freud that I read 

last year gave me something of a background for 

reading this article." (HLR) 

Summary 

Table 7, which gives a summary of the data in 

Tables 3, 4, 5, and 6, reveals the following: none of the 

25 high level readers gave "superficial" or "stereotype 

analysis" of any of the selections. Twenty-two high level 

readers described their process in reading the difficult 

psychological article with "keener insight" or "superior 

understanding." No low level reader achieved superior 

understanding of his reading process on any of the selec­

tions. Three low level readers did, however, show "keener 

insight" into their process of reading magazine articles. 

Comparison of Reading Processes of High Level 
and Low Level Readers' 

Using the upper quarter of the 500 subjects, the 

researcher tabulated and categorized their written 

responses concerning their reading processes. The same 

procedure was also used with the readers in the lowest 

quarter. Their understanding of their reading process was 
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TABLE 7 

SUMMARY OF THE READING PROCESS AS DESCRIBED IN READING 
VARIOUS TYPES OF LITERATURE (50 STUDENTS) 

Number 
High Level Low Level % of 

Category Readers Readers Total Group 

1. Little or no analysis: 
History 0 4 8 
Short story 0 0 0 
Magazine articles 0 0 0 
Psychological study 0 9 9 

2. Superficial analysis: 
History 0 11 22 
Short story 0 14 28 
Magazine articles 0 7 14 
Psychological study 0 7 14 

3. Stereotype analysis: 
History 0 5 10 
Short story 0 6 12 
Magazine articles 0 8 16 
Psychological study 0 5 10 

4. Simple description: 
History 7 5 24 
Short story 9 5 28 
Magazine articles 5 7 24 
Psychological study 3 4 14 

5. Keener insight: 
History 10 0 20 
Short story .12 0 24 
Magazine articles 6 3 18 
Psychological study 15 0 30 

6. Superior understanding: 
History 8 0 16 
Short story , 4 0 8 
Magazine articles 14 0 28 
Psychological study 7 0 14 
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indicated in a number of ways: by their use of technical 

words, pacers used, pacing methods employed, views of 

reading evoked, and the relating of reading to personal 

growth. These findings are summarized in Table 8. 

Concerning Usage of Technical Words to Describe the 
Reading Process 

Six basic technical words were used in varying 

degree by both high and low level readers. These words 

were (1) "eye-span"; (2) "regression"; (3) "fixation"; 

(4) "vocalization"; (5) "sub-vocalization"; and (6) 

"visualization." The most often mentioned word by the high 

level readers was "visualization"; "regression" was most 

often mentioned by the low level readers. All six words 

were used many more times by the high level readers than by 

the low level readers. Of particular interest was the 

degree to which these words, peculiar to the reading 

process, were found in the vocabulary of university fresh­

men. 

Concerning the Use of Pacers in Describing the Reading 
Process" 

Timing devices, such as watches and clocks, were by 

far the most used pacing devices by the high level readers; 

second choice was a finger or hand. Some high level 

readers used both the hand and the pressure of time goals. 

A card that moved down the page one line at a time was the 

favored pacing device by the low level readers; second 
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TABLE 8 

COMPARISON OF UNDERSTANDING OF THE READING PROCESS 
OF STUDENTS IN THE UPPER AND LOWER QUARTERS OF 

THE 500 UNIVERSITY FRESHMEN TESTED 

Category 

Number 
High Level Low Level 
Readers Readers 

Technical words used: 
11 eye-span" 
"regression" 
"fixation" 
"voca1i zat i on" 
"sub-vocali zati on" 
"visualization" 

Pacing devices used: 
finger or hand 
pointer 
card 
commercial pacer 
clock, watch, stop-watch 
electric metronome 

Pacing methods used: 
finger on margin 
finger "sweeping" line 
finger in center of line 
finger diagonally "cutting" 
paragraph 

spiral down page with 2 or 
3 fingers 

index finger of each hand on 
line simultaneously 

pointer to make 2 or 3 stops 
per line 

lever or "hand" of commercial 
pacer 

beam of light of commercial 
pacer 

time goals using timing device 
metronome to make 2 or 3 stops 
per line 

56 
80 
8 2  
60 
48 
84 

61 
5 
4 
2 

79 
1 

22 
10 
16 

4 

7 

2 

5 

1 

2 
79 

20 
35 
19 
30 
9 
14 

2 
0 
25 

2 
17 
0 

1 
6 
1 

0 

0 

0 

0 

1 

0 
17 

0 
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TABLE 8--Continued 

Views of readings 
developmental 
continues through college 
continues after college 

non-developmental 
stopped with elementary school 
stopped with junior high school 
stopped with high school 

Relating of reading to personal 
growth 120 65 
(includes vocational plans, 
intellectual stimulation, 
personal and social needs) 

84 40 
41 3 

0 17 
0 49 
0 16 

choice was a timing device. However, all members of the 

high level group used some pacing device while only 46 out 

of 125 low level readers employed a pacing system. 

Concerning Use of Pacing Methods in Describing the 
Reading Process" 

Great variety was shown in pacing methods. A brief 

description of each will be given: 

1. Finger on Margin 

This simple method lets the hand move down the page 

at a fairly even rate. Students who used it listed as 

advantages (1) its simplicity; (2) its lack of interference 

with comprehension; and (3) its stimulation for active 

reading which results in rate increase. 
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2. Finger "Sweeping" Line 

The index finger moves smoothly from left to right 

under the line as it is being read. Students listed as 

advantages (1) its simplicity and (2) its aid to compre­

hension. A disadvantage listed by half the students in the 

sample using this technique was the tendency to let the 

"mechanical" aspects of the reading act take over while the 

reader thought of things not related to getting meaning 

from the page; that is, the reader would "sweep" the lines 

of a page, but as he turned to the next page realize he had 

not read, in the sense of getting meaning from the page, 

but had only let his eye "look" at the words. 

A fundamental difference was found between high 

level and low level readers using this technique. None of 

the low level readers understood the concept of fixations. 

They felt the eyes move across the line in a continuous 

sweep rather than in a series of stops. All the high level 

readers using the technique were familiar with eye-movement 

concepts. 

3. Finger in Center of Line 

This technique is similar to the finger on margin 

method. High level readers using it thought they made less 

fixations doing so. The one low level reader using the 

method applied it only to newspaper reading. 
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4. Finger Diagonally "Cutting" Paragraph 

This rather unusual method was employed by four 

high level readers and no low level readers. Beginning at 

the top-left corner of the paragraph with the index finger 

poised below the second line in order not to obstruct 

vision, the reader slowly moved his finger toward the 

bottom-right corner of the paragraph. Three of the readers 

had developed the technique through their own initiative. 

TKe~fourth reader was encouraged to try it by her 

librarian-mother who had observed a college student using 

the technique with success. All four students averaged 

about three fixations on a twelve-inch line, but thought 

they were making but two fixations. The fixations were 

made very quickly, however. The group possessed a complex 

of abilities that was unusual: (1) excellent visual and 

basic reading skills; (2) IQ over 130 on group testing; 

(3) a photographic or near-photographic memory; and (4) 

achievement of visualization on many reading materials. 

5. Spiral Down Page With Two or Three Fingers 

This technique cohsisted of a series of circular 

sweeps down the middle of the page. Of the seven students, 

all high level readers, using the method, two had learned 

it in the Evelyn Wood Reading Dynamics course, three had 

read a description of the method in Time magazine and 

adapted it to their own reading. The other two students 

had discovered the technique through experimentation with 
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reading techniques. This method was reserved mainly for 

light reading--newspapers, magazines, and light novels. 

Four students used the spiral in surveying chapter of 

liberal arts textbooks. None of these students employed 

the technique as they actually read a chapter in prepara­

tion for a classroom assignment. 

6. Index Finger of Each Hand on the Same Line 

Simultaneously 

This system involved placing one finger a third of 

the way from the left margin under the line being read, and 

the other index finger a third of the way from the right 

margin under the line being read. After a line was read, 

the two index fingers moved vertically under the next line. 
r 

This method tended to cause the readers to concentrate 

visually on the middle-third of the line being read. The 

readers said they "picked up" much on the ends of the lines 

through peripheral vision. Used only by two high level 

readers, they used the method on all reading material 

except that of a very narrow line-length. 

7. Using Pointer to Make Two or Three Stops Per Line 

A pencil was most often used in this technique. 

The line was divided into half or thirds depending upon the 

length of the line. All readers using this method were in 

the high level group. Six of the nine students did not 

know it was quite possible they were making more fixations 
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than stops of the pencil indicated. Only two students used 

the method as a regular habit. 

8. Following Lever of Commercial Pacer 

Two students, one high level and the other a low 

level reader, had purchased pacers. Both felt it helped 

their rate on all types of reading. They also agreed that 

the pacer was impractical to carry on campus due to its 

size and weight. The pacer stayed on their desks in their 

respective rooms. A dial on the left side of the pacer 

marked with reading rates was used with a slide rule to 

approximate rate. A lever descended the page at a rate 

that was to "slightly push" the reader. When the lever 

reached the bottom of the page, it was pushed to the top 

manually. The student owning a heavy metal pacer com­

plained that the lever often skipped lines. The other 

student had a lighter weight plastic and glass model. His 

criticism was that the glass frame when placed over his 

page caused a glare uncomfortable for reading; he suggested 

the company manufacturing the pacer substitute no-glare 

glass in future models. 

9. Following Beam of Light of Commercial Pacer 

This model was used by two high level readers and 

no low level readers. A beam of light moved down the center 

of the lines of print. The students were pleased with the 

simplicity of the machine. The beam of light automatically 

shot to the top of a page when it reached the bottom. The 



69 

maximum rate on the dial was 500 words per minute. Both 

students wished the rate could go higher as their rate of 

reading light material was over 500 words per minute. This 

pacer was used by both students "at times" when they 

studied textbooks. 

10. Setting Time Goals Using a Timing Device 

This method was the most used pacing method by both 

groups of readers. It involved approximating the number of 

words per page, multiplying the words per page by the 

number of pages to be read, and dividing that number by the 

number of minutes to be taken for reading. Some students 

divided a reading into halves or fourths and hoped to be on 

a certain page in so many minutes. All students using time 

goals felt they came nearer reaching a reading goal if they 

definitely set a goal. They all also thought it was an aid 

to concentration. Reading periods ranged from fifteen 

minutes to one hour and fifteen minutes. 

11. Following Beat of Metronome 

One high level reader set a metronome at a beat at 

which he could make two or three fixations a line. He 

reported his rate of light reading had more than doubled 

within a four-month period. Little success had been 

experienced in using the metronome with textbooks. 
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Concerning Views of Reading Evoked in Describing the 
Reading Process 

Two basic views of reading emerged as high and low 

level readers described their reading process. The majority 

of the high level readers saw reading as a developmental 

process which they continued to improve. The majority of 

low level readers viewed reading as non-developmental; that 

is, they believed their reading ability stopped at some 

previous stage of schooling, and that little could be done 

to improve it. 

Of the 125 high level readers, 84 thought they 

would continue reading improvement through college. The 

other 41 high level readers intended to continue developing 

their reading ability after college. In the low level 

reader sample, 40 felt reading improvement would continue 

through college, and only three felt it would continue 

after college. 

None of the 125 high level readers saw reading in 

non-developmental terms. Of the 125 low level readers, 17 

students thought their reading development stopped with 

elementary school, 49 said it stopped with junior high 

school, and 16 decided reading improvement stopped in some 

year of high school. Of these 82 students who thought 

reading development stopped somewhere between grades six 

and twelve, 71 equated lack of a formal reading class at a 

certain grade level with termination of reading development. 
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Concerning the Relating of Reading to Personal Growth as 
Evoked in Describing the Reading Process 

Reading Barzun's essay, only 5 of the 125 high 

level readers failed to relate the ideas to personal 

growth; 72 of the 125 low level readers failed to relate 

the author's ideas to personal development. Forty students 

in each group related the essay to vocational interests. 

Forty-two high level readers found intellectual stimulation 

in the selection, but only 14 low level readers found the 

article intellectually stimulating. 

The same five categories just used to describe the 

reading processes of the upper and lower quarter students 

were used to describe the understanding of the reading 

processes of the 25 highest and 25 lowest level readers 

found among the sample of 500 university freshmen. Differ­

ences found in the way the upper and lower quarter students 

described their reading process became even greater, as 

shown in Table 9, as the 25 best and the 25 poorest readers 

described their reading processes. 

Summary 

High level readers showed the following types of 

understanding of their reading process: 

1. High level readers used a more technical vocabulary 

in describing their process than low level readers. 

2. High level readers tended to describe highly 

individualized techniques developed for greater 
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TABLE 9 

COMPARISON OF UNDERSTANDING OF THE READING PROCESS IN THE 
25 HIGHEST AND 25 LOWEST LEVEL READERS OF THE 

500 UNIVERSITY FRESHMEN TESTED 

Category 

Number 
High Level Low Level 
Readers Readers 

Technical words used: 
"eye-span" 
"regression" 
"fixation" 
"vocalization" 
"sub-vocalization" 
"visualization" 

Pacing devices used: 
finger or hand 
pointer 
card 
commercial pacer 
clock, watch, stop-watch 
electric metronome 

Pacing methods used: 
finger on margin 
finger "sweeping" line 
finger in center of line 
finger diagonally "cutting" 
paragraph 

spiral down page with 2 or 3 
fingers 

index finger of each hand on 
line simultaneously 

pointer to make 2 or 3 stops 
per line 

lever or "hand" of commercial 
pacer 

beam of light of commercial 
pacer 

time goals using timing device 
metronome to make 2 or 3 
stops per line 

21 
22 
25 
19 
15 
25 

20 
0 
0 
0 
25 
0 

6 
2 
4 

4 

2 

2 

0 

0 

0 
25 

0 

0 
9 
2 
7 
3 
1 

2 
0 
6 
0 
4 
0 

0 
2 
2 

0 

0 

0 

1 

0 

0 
0 

0 
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TABLE 9--Continued 

Views of reading: 
developmental 
continues through college 25 7 
continues after college 25 0 

non-developmental 
stopped with elementary school 0 5 
stopped with junior high school 0 4 
stopped with high school 0 9 

Relating of reading to personal 
growth 25 11 
(includes vocational plans, 
intellectual stimulation, 
personal and social needs) 

reading efficiency, whereas low level readers used 

non-creative, and often inefficient reading tech­

niques. 

3. High level readers tended to consider reading as a 

developmental process, but low level readers did 

not tend to actively seek to. improve their reading. 

4. High level readers tended to describe their use of 

a flexible rate with accuracy; however, low level 

readers indicated little flexibility of rate. 

5. High level readers tended to relate their reading 

process to personal growth to a much greater 

extent than the low level readers indicated. 
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Relationship of Reading Process to Intelligence, Reading 
Ability, and Certain Patterns of Comprehension 

studied with reference to the mean intelligence score of 

the total 500 students on the College Qualification Tests, 

Form B (New York: Psychological Corporation). The reading 

process as categorized was also studied for the total group 

with reference to the mean percentile rank on the 

Sequential Tests of Educational Progress: Reading 

(Princeton: Educational Testing Service). From Table 10 

it is obvious that the reading process as categorized is 

related to the levels of intelligence and reading ability. 

TABLE 10 

RELATION OF READING PROCESS IN TOTAL SAMPLE (500) 
TO INTELLIGENCE AND READING ABILITY 

The reading process as previously categorized was 

Reading Process 
Categorized 

Mean 
No. Students Mean Reading 
in Category IQ %-ile 

Little or no understanding 
Superficial analysis 
Stereotype analysis 
Simple description 
Keener insight 
Superior understanding 

76 
88 
134 
166 

28 
8 

107 
111 
114 
116 
121 
134 

16 
44 
67 
78 
88 
99 
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The reading process as categorized was also studied 

with reference to the students' active efforts to improve 

their vocabulary, critical reading skills, and rate of 

reading. Table 11 indicates there is a relationship 

between the reading process and these efforts to improve 

comprehension and rate. 

TABLE 11 

RELATION OF READING PROCESS IN TOTAL SAMPLE (500) 
TO CERTAIN PATTERNS OF COMPREHENSION 

No. Stu­ Improv. 
Reading Process dents in Improv. Critical Improv. 
Categorized Category Vocab. Skills Rate 

Little or no analysis 76 5 8 4 
Superficial analysis 88 7 18 10 
Stereotype analysis 134 16 19 12 
Simple description 166 39 46 85 
Keener insight 28 26 26 28 
Superior understanding 8 8 8 8 

Summary 

Freshman students are able to describe their 

reading processes, which vary from little or no analysis 

to superior understanding. Evidence of their ability to 

describe their reading process is related to their compre­

hension of the passages those who had the highest compre­

hension had keen insight and superior understanding of 
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their reading processes. These statements are true for the 

25 high level and the 25 low level readers who were also 

studied with reference to their comprehension of different 

types of reading passages. 

The high level readers representing the highest and 

the lowest quarters of the total group and also the 25 high 

level and 25 low level readers showed more understanding 

and insight into their reading process than the low-level 

readers. They used more technical vocabularies in describ­

ing their process, employed a variety of pacing methods and 

devices, viewed reading as a developmental process, and 

related their reading to personal growth. 

The ability of freshmen students to describe their 

reading ability is related to their intelligence and 

reading ability. Those highest in intelligence and reading 

ability were also superior in their descriptions of their 

reading processes. They also gave evidence of working to 

improve their rate and comprehension. 



IV. ILLUSTRATIVE CASES 

Four cases were selected to: (1) illustrate how 

university freshmen describe their reading processes on 

various types of material and (2) show the individuality 

and complexity of their reading process. 

Subject 2, a high level reader, was selected to 

represent a typical superior reader. His understanding of 

his reading process, his experimentation with reading 

techniques, and his reading efficiency were typical. 

Subject 44, a low level reader, was selected to 

represent a student of good mental ability and poor reading 

achievement. His description of his reading process, his 

lack of reading background, and his reading inefficiency 

are typical. 

Subject 19, a high level reader, was chosen because 

of the many different reading skills she employed in the 

various reading selections, her wealth of reading back­

ground, and her concept of "reading as work." 

Subject 36, a low level reader, was chosen because 

of her exceptional insight into her reading problems. 

The four illustrative cases follow. For the 

transcribed interviews of these four subjects, see 

Appendices B, C, D, and E. 

77 
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Effort was also made, in choosing these four 

subjects, to have a somewhat representative sample of the 

total group. For that reason two boys and two girls were 

selected. One boy and one girl were low level readers, 

and the other boy and girl represented high level readers. 

The four subjects chosen for this chapter will be 

treated in the following way: (1) the more detailed 

reasons for selecting each, (2) description of the subject 

taken from interviews, university records, and the Personal 

Information Form of the University of Arizona's Student 

Counseling Bureau completed by the fifty students in the 

smaller sample. 

Subject 2 

Subject 2, a high level reader, was chosen because 

he had the highest comprehension score and highest rate on 

all the selections read. His reading process and reading 

techniques, as he verbalized them, had particular interest. 

Subject 2 was nineteen years old, ranked 40th in a 

class of 510 high school graduating seniors, scored in the 

ninth stanine in both the verbal and non-verbal sections of 

the California Short-Form Test of Mental Maturity, and in 

the ninth stanine in all areas tested by the American 

Council on Education Psychological Examination. On the 

Sequential Tests of Educational Progress: Reading, his 

percentile band extended from 87 to 98. 
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He described a background of many interests. 

Living in Brooklyn with his parents who were high school 

graduates, he had the "unique opportunity" of taking 

advantage of the cultural life of New York City. During 

high school, he would often spend Sundays at the American 

Museum of Natural History or the Metropolitan Museum of 

Art. He was also a baseball fan and was on a team for 

three years. For two years he worked as a waiter in a 

Brooklyn restaurant. His hobby was astronomy, but he was 

not interested in it as a career. On the Personal Informa­

tion Form, when asked to underline traits which applied to 

him, he described himself as "generous," "calm," and able 

to "make decisions easily." He was considering diplomatic 

work or college teaching in the humanities as occupational 

choices. When asked what he would like to be doing ten or 

fifteen years from now, if he could do as he wished, he 

stated he would like to head a humanities center such as 

the one at Aspen, Colorado, "where men come from all over 

the world to discuss the arts and humanities in relation to 

the modern world." 

In describing his reading process, Subject 2 viewed 

textbook material as "a puzzle in which the author has 

given clues to meaning." A good author was described as 

one who "will help the reader in his search for meaning 

... by good paragraph structure, relevant introductory 
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remarks, and summary material." "I am very conscious of 

structure as I read" was another remark. 

Subject 2 described a pacing technique that he 

developed "after a lot of trial and error." This tech­

nique, used in reading "four or five books a week which are 

not related to my courses," involved using the index 

fingers of both hands simultaneously as pacers. He felt 

this system tended to cause him to make less fixations per 

line as his rate increased about 200 words per minute. 

He also described his flexibility in reading. He 

read such novels as The Sun Also Rises at a rate of 900 to 

1000 words per minute. He studied textbooks at a rate from 

450 to 650 "depending on the subject," and read The Journals 

of Andre* Gide, described as "some of my favorite reading," 

at 500 words per minute. 

Subject 2 had been consciously seeking to improve 

his reading ability on his own since the sixth grade. In 

the seventh grade, he began checking his rate and compre­

hension and recording them. Objective book reports gave 

him the opportunity to check his comprehension on some 200 

standard titles. "I practically read every book on the 

list in addition to some reading on my own." His general 

rate of reading for grades seven through nine was 450. As 

he began high school, he used a pencil as a pacing device 

"going down the center of the page." He never made it a 

habit to scan; rather, he read all the material, and he 



"never had a class mate who ever read more than half as 

much" as he was able to do. 

He attributed his outstanding reading ability to: 

"a fairly good IQ," curiosity about books, verbal ability, 

and continuous practice. He viewed reading as a continu­

ous, developmental process when he said "I don't feel that 

I have finished developing as a reader--I think I will 

still be concerned about reading ten years from now." 

On the historical selection by Edith Hamilton, his 

comprehension score was 100 per cent, and his rate was 700 

words per minute. Using his two-finger pacer method, he 

read directly to the end of the selection "with few, if 

any, regressions." He found few new facts, but he was 

pleased with the "simple, but elegant" way Dr. Hamilton 

presented her material. He displayed a background for 

Greek history having read from Plato, Socrates, 

Aristophanes, Aeschylus, and Herodotus, as well as one of 

Hamilton's other books, Mythology. Subject 2 stated that 

as various phases of the "Greek spirit" were introduced he 

would relate them to his previous reading of Greek 

authors: "I might hear Plato qualify something Dr. 

Hamilton said. ... In this way I have my own 'great 

conversations'--great as far as authors go." 

Reading the short story, "A Rose for Emily" by 

William Faulkner, Subject 2 had a comprehension score of 

100 and a rate of 600 words per minute. He stated that he 
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usually read short stories at a slower rate than other 

types of literature. He used his pacing method again as he 

read the story twice--the first time for "sheer enjoyment" 

and the second time to study Faulkner's style. He was 

surprised that he had never heard of this story. He felt 

for one to be an adept reader of short stories, one must 

read many of them as many authors use the same literary 

devices in writing. His rate of reading short stories 

during his first two years of high school was 350 words a 

minute. "I feel there is no substitute for reading volumes 

of short stories." 

On the two magazine articles, Subject. 2_had a rate 

of 1090 words per minute with a perfect score in compre­

hension. He partially visualized the articles, having 

first developed this ability when he read light fiction as 

a junior in high school. His first reaction to the reading 

of these selections of light fiction was the feeling that 

he did not have good comprehension. However, he did. He 

reported that his visualization is limited now to news­

papers, magazines, and light fiction. His ability to 

visualize was achieved "through intensive, rapid reading of 

light novels." 

Subject 2 felt one's rate of reading was important, 

and that the high schools did not emphasize it enough. He 

described himself as "eye-minded" rather than "ear-minded." 
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He said he made fixations quickly, had good "side vision," 

and rarely regressed as he read. 

On the psychological selection, "Social Deprivation 
( 

In Monkeys," his comprehension was 90 per cent, and his 

rate was 590. He surveyed the article for about two 

minutes before reading it, which gave him something of the 

author's organization of the material. While he "enjoyed" 

the content of the article, he felt it was in need of 

editing. 

Subject 2 represents the typical high correlation 

of abilities and background--high intelligence, high 

reading ability, wide interests, sense of structure, 

flexibility, search for meaning in reading, and interest 

in and awareness of his reading method. All of his 

characteristics and methods of reading are those usually 

advocated by reading specialists for the superior reader. 

His wide reading gave him the advantage of familiarity with 

the material which would enable him to use his unique 

pacing device so effectively. 

Subject 44 

Subject 44, a low level reader, was selected 

because he had one of the lowest comprehension scores and 

lowest rates on all the selections read. He also typifies 

a university freshman of good intelligence with poor 

reading ability. 
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Subject 44 was nineteen years old, ranked 253rd in 

a class of 500 high school graduating seniors, scored in 

the sixth stanine in the verbal section and in the eighth 

stanine in the non-verbal sections of the California Short-

Form Test of Mental Maturity, scored in the seventh stanine 

in all areas tested by the American Council on Education 

Psychological Examination, and on the Sequential Tests of 

Educational Progress: Reading, his percentile band extended 

from 26 to 40. 

He described himself and his family as "active" as 

opposed to "intellectual." Although his parents attended 

junior college and business college, they did not encourage 

their children in reading. Subject 44 was active in sports 

and vice-president of his high school class. On the 

Personal Information Form he described himself as 

"friendly," "carefree," "made decisions easily," and 

"independent" when asked to underline traits which applied 

to him. Electrical engineering was his vocational choice 

with public administration as a possible alternate. When 

asked what he would want to be doing ten or fifteen years 

from now, if he could do as he wished, he said he would 

like to have an engineering job in Brazil--"a good place to 

combine work and play." 

Subject 44 described himself as a "word-for-word" 

reader. "I have to hear every word clearly before I can 

comprehend it with my brain." He had the habit of reading 



his assignments aloud in his dorm room when his roommate 

was not there. Vocabulary and rate of comprehension were 

also problems. He saw himself as the slowest reader in 

many of his classes. At mid-term he was making "2's" in 

his two engineering courses but "4's" in sociology, 

English, and psychology. 

He thought he read his textbooks at a rate of 

about 150 words per minute, but indicated he didn't know 

how to read most of them for comprehension. He had taken 

a reading improvement summer course following high school 

graduation, but the course had only helped his rate of 

light reading. Subject 44 found he could cope with 

engineering texts because "an engineering book is closer 

to a math book than anything else." He found the concepts 

easy to grasp, the chapters shorter than other types of 

material, and his personal interest higher in engineering 

text. Other types of material did not seem as "practical" 

to him. He was still interested in improving his reading 

and realized that it would take time. 

On the historical selection by Edith Hamilton, his 

comprehension score was 60 per cent with a rate of 150 

words per minute. He said he did not have a background for 

this type of reading as he had read very little history in 

his life. Reading it "word-for-word," he encountered a 

number of new vocabulary words. He wondered "when the 

author would stop discussing her ideas and begin the 
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history." He did not know what he was supposed to obtain 

from the selection. 

His comprehension score on the short story by 

William Faulkner was 65 per cent and his rate was 160 words 

per minute. He found the story interesting but not true to 

life. He felt that his rate increased while reading the 

last half of the story as he began "to understand the story 

a little better." Subject 44 had read few short stories in 

high school. "They were short, enjoyable, and easy to 

understand. There were not a lot of symbols to worry about 

either." He was frustrated as he read Faulkner because he 

"didn't have the ability to get much out of the story. "I 

think it was my slow rate, a lot of unknown words--and the 

way the author expressed himself a lot of times." 

The two magazine articles were read at a rate of 

190 words a minute with a comprehension score of 80 per 

cent. Subject 44 found them easy to read and was able to 

make a valid critical judgment about them. He appreciated 

the brevity of the articles: "I had the feeling that I 

could get through them without much trouble." 

Subject 44 found improving his rate of reading 

textbooks difficult: "I'm so busy thinking about trying 

to read faster that I lose comprehension when I try it. I 

end up rereading the whole thing." He also described him­

self as "ear-minded," a vocalizer, and one who reread many 
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words. He liked to read with his mouth open and form some 

of the words with his lips. 

He described the psychological article as some of 

the hardest reading he had ever tried to do. He started 

reading the article slowly but was bewildered by the 

vocabulary; scanning was then attempted followed by looking 

at the photographs and chart. He then read from the 

middle of the article, stopped after reading a few para­

graphs, and tried to answer the questions. His compre­

hension score was 30 per cent, and the rate of reading was 

130 words a minute. He perceived that the material was not 

ordinarily read by freshmen, and that it was part of the 

study: "If the reading had not been part of this project, 

I'm sure I would not have read beyond the first page." 

Subject 44 might be characterized as retarded in 

the sense of discrepancy between his mental ability and 

reading achievement. This case shows the possible influence 

of home background and the tendency for recreational 

interests to crowd out reading interests. He illustrates 

the handicap of inefficient reading skills, lack of back­

ground information such as Subject 2 gained from his wide 

reading, and an apparent concept of himself as a "slow 

reader." 



Subject 19 

Subject 19, a high level reader, was chosen because 

of the many different reading skills she employed, her 

wealth of reading background, and her concept of "reading 

as work." She was eighteen years old, scored in the ninth 

stanine in both the verbal and non-verbal sections of the 

California Short-From Test of Mental Maturity, scored in 

the ninth stanine in all areas tested by the American 

Council on Education Psychological Examination, and on the 

Sequential Tests of Educational Progress: Reading, her 

percentile band extended from 89 to 99. 

She had been given many educational advantages on 

which she had capitalized. Having spent the junior year 

of high school in Geneva, Switzerland, she had also toured 

Europe and Asia with an aunt. Her father was a medical 

doctor who enjoyied the arts and the company of educated 

people. The girl's mother had taught economics in a 

girls1 college before her marriage. Speaking of the 

stimulation for reading she received in her home, Subject 

19 wrote: . 

I think it was some stimulating conversations I 
heard at home. My father is an M.D., but . . . 
he has many interests and friends outside 
medicine. Such people often came to dinner. 
While I was accustomed to hearing such talk as 
a child, I was not interested in it until I was 
in high school. I had a desire to be "in the 
know" too--and it was growing. I wanted to know 
what Bertrand Russell thought about Christianity, 
where Karl Marx "stole" many ideas, why Picasso 
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was in the train of great painting--how tradi­
tional art values were preserved in his 
paintings, why Maria Callas did not deserve the 
cheap publicity that sought to besmirch a great, 
albeit temperamental, artist. I found I would 
have to read and study such things to hold my 
own in conversation. It was not enough just to 
repeat what you had heard someone else say. I 
also discovered it is better to read the book 
than to read a book about the book. I also had 
the desire ... to be socially conscious. So 
many of my parents' friends do so many worth­
while things and do them well. They hold many 
philosophies, but each seems to have an inner 
core of values from which eminates their way of 
life. I don't think such people just happen. 
I believed they achieved themselves through work 
and discipline, regardless of luck. Reading 
undoubtedly has helped mold these people. 

Her avocation was music, and she played three instruments. 

On the Personal Information Form she described herself as 

"generous," "self-reliant," and "sometimes impulsive." Her 

vocational choice was to teach music, piano or organ, at 

the college level. When asked what she would want to be 

doing ten or fifteen years from now if she could do as she 

wished, she stated she would like to be married to a mature 

professional man who shared her love of the arts. 

Describing her reading process, Subject 19 said she 

found out all she could about a particular book or selec­

tion before she read it. This might include the preface, 
J 

introduction, and glossary of a book. With many of her 

textbooks, she would use a combination reading-scanning 

technique before starting new courses. This technique took 

about forty-five minutes per book, and she found it gave 

her perspective for a course before the first class meeting. 
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In studying a regular class assignment, she tried 

to see how far the writer had developed his topic and his 

method. Then keeping a brief mental outline, she would 

read each chapter at a rate of about 400 words a minute--a 

rate "challenging enough" to keep her mind from wandering. 

She said a study rate of 250-300 would be very boring and 

would not be condusive to intensive reading—"I would be 

too aware of the environment." 

Subject 19 also discussed her concept of "reading 

as work." "I have conditioned myself to read intensively 

when I read--I don't mix reading with play." Challenged by 

critical reading skills in high school, she began to see 

much of her reading involving "real work." This was in 

contrast to the concept of "reading for pleasure" which she 

had been taught up to this time. She felt the reason her 

college roommate had such a poor attitude toward reading 

was due to the fact that she expected her reading to be 

fun. 

During high school, she also became concerned with 

rate improvement. It was taking her three weeks to read a 

book in her spare time. Realizing that at this rate she 

would only read about twenty-five "good books" before 

completing high school, and desiring to read at least one 

hundred, she decided to budget her reading time. By 

setting reasonable time goals, she increased her average 
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words per minute from 300 to 500 with good comprehension 

and read about seventy additional books before graduation. 

Reading the historical selection by Edith Hamilton, 

her comprehension score was 100 per cent and her rate was 

550 words per minute. Subject 19 felt her rate should have 

been a bit higher as she had read in ancient history. In 

reading the chapter, she first looked through it to see 

what concepts seemed to be emphasized. She noted that Miss 

Hamilton laid a rationale as to why Ancient Greece has 

significance for us today. She also noted that the author 

wrote in short sentences, and that the first sentence was 

the topic sentence. Then she read the chapter "straight 

through." She marked two quotations which she related to 

modern problems. Subject 19 wondered at the appropriate­

ness of the selection for freshmen: "They might get the 

idea that all Greeks spent their time thinking great 

thoughts, producing artistic creations, or voting for the 

right candidate. She did admire Miss Hamilton's style and 

"great scholarship." 

Her comprehension score on the short story by 

William Faulkner was 100 per cent, and her rate was 445 

words per minute. She felt that her rate was adequate: 

"You can push a short story rate-wise only so much . . . 

you would sacrifice some of the joys ... if you do." She 

thought her rate for an American short story should be 

about twenty per cent slower than her rate for history, 
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generally speaking. She read the last two paragraphs of 

the story first to "seek the artistic trail by which he 

attained his ending." Surveying a short story was not a 

suitable technique to her, but she did recall taking time 

before reading to notice the story was divided into five 

numbered parts. 

Subject 19 felt an extensive vocabulary was a 

factor in her successful reading of short stories. She 

marked and looked up 900 words from short stories in one 

year. She also felt that one had to read many short 

stories before appreciating their craftmanship. 

She read the two magazine articles at a rate of 725 

words per minute with ninety-five per cent comprehension. 

Some parts of the selections were visualized: "I do know 

that I visualized a number of small and easy words such as 

articles and prepositions." She mainly visualized news­

paper articles or bestsellers without depth: "I would try 

it only on books 'to be tasted.'" Visualization came with 

rate increase--"after good reading habits and a decent 

intelligence." She felt visualization and good compre­

hension went together. "It would be frustrating to anyone 

to visualize without comprehending." In fact, she did not 

think it could be done for any length of time. 

When asked about her general attitude toward speed 

in reading, she said it was a very important factor in 

reading improvement--"not for its own sake, but for 
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efficiency." She felt that a person without a flexible 

rate had much to learn about reading. She described her­

self as being "eye-minded." The only time she vocalized 

when reading was with poetry as "poetry is meant to be read 

aloud or sung." Concerning comprehension, she felt to read 

without it was absurd. She thought she made few regres­

sions when reading, and that she had a good span of vision. 

Subject 19 found the psychological article 

challenging. Her comprehension score was 85 per cent, and 

her rate was 300 words per minute. Having difficulty 

detecting the organization of the material, she finally 

decided to follow the sequence of results as given in the 

chart: "Experimental Condition," "Raised in Isolation," 

"Raised With Mother," and "Raised With Peers." In this way 

she found she could follow the authors' ideas, but not with 

ease. Like Subject 2, Subject 19 found the subject matter 

interesting but in need of editing. 

Subject 19 represents the student of high intel­

ligence and superior reading ability whose unusually 

stimulating home environment seemingly caused her to 

further develop her reading powers. This is in marked 

contrast to Subject 44's home background which tended to 

discourage reading development. Subject 19's view of 

"reading as work," a discipline to be achieved, is one 

commonly attributed to retarded readers rather than able 

readers. Her questioning of the appropriateness of the 
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historical selection for many.freshmen on the basis they 

might get the wrong concept of Greece from such a brief 

article, reflected her wealth of reading background and 

critical powers. 

Subject 36 

A low level reader, Subject 36 was selected because 

of her insight into her reading problem coupled with her 

seeming inability to do anything toward improving. Subject 

36 was nineteen years old, ranked 244th in a class of 387, 

scored in the sixth stanine in the verbal section and in 

the seventh stanine in the non-verbal sections of the 

California Short-Form Test of Mental Maturity, averaged in 

the sixth stanine in the areas tested by the American 

Council on Education Psychological Examination, and on the 

Sequential Tests of Educational Progress: Reading, her 

percentile band extended from 37 to 66. 

She described herself as an "outdoor type" who 

liked people. Her father was a civil engineer, and the 

mother, a college graduate, was a "civic-minded housewife." 

Subject 36 was an expert horsewoman and had won ribbons 

since the age of eight. She was president of the modern 

dance club at her high school. On the Personal Information 

Form she described herself as "friendly," "persistent," and 

"generous." Teaching girls' physical education at the 

secondary level was her tentative vocational choice. Her 

second vocational choice was to become a laboratory 
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technician, but her "4" in biology was arousing doubts as 

to its practicality. When asked what she would want to be 

doing ten or fifteen years from now, if she could do as 

she wished, she said she would enjoy western living on her 

own dude ranch. 

Describing her reading in general, Subject 36 said 

she didn't read much that she was not required to read. It 

took her about five hours to read a fifty page assignment 

for her freshman history course. Even after reading such 

an assignment, she felt the need for rereading because she 

didn't comprehend what she thought she should have. It was 

her habit to reread short chapters as soon as she finished 

the first reading. She felt it would be "a waste of time" 

to try to evaluate what she had learned and had not learned 

before rereading a chapter. Subject 36 had tried "once" in 

high school to survey text material but had concluded it 

was a waste of reading time. She described her reading 

difficulty in Psychology 1A as vocabulary--"it's like a new 

language." She expressed disgust with the professor for 

not alluding to the text's glossary until after the first 

quiz: "I thought this was dirty. You would think he would 

be there to help you instead of trying to push your head 

under the water all the time." She was also bothered by 

his habit of discussing material other than the text during 

lectures. 
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Subject 36 stated she was always one of the slowest 

readers in her high school classes, and for that reason had 

read very little. She saw her lack of reading showing up 

in her freshman English class: "Some students throw in a 

lot of clever ideas from their reading or travel--I haven't 

done much of either, so my themes are pretty boring ... I 

don't think I have read a single great book." 

A high school social studies teacher noticed she 

had tendencies to lip-read. She felt she had done it 

since the third grade and wondered if she could rid herself 

of the habit. "I don't get as much out of my reading when 

I close my mouth." On the historical selection by Edith 

Hamilton, her comprehension score was 65 per cent and her 

rate was 160 words per minute. She felt this was a good 

score for her. She didn't consider it "hard" reading but 

found it lacked interest. "When I study history, I like 

to read about the leaders, not just ideas." After reading 

for about five minutes, she had trouble keeping her mind on 

the material. Quite a few sentences were reread "to make 

sure I was clear on the ideas." Subject 36 did not con­

sider the study of history very worthwhile. "I had rather 

read the newspaper and try to keep up with what is going on 

today." She noticed once when getting ready to turn a page 

that she had not read the last paragraph--"I was just 

letting my eyes go over the words." 
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Her comprehension score on the short story by 

William Faulkner was 70 per cent, and her rate was 200 

words per minute. She thought it was a very good short 

story. Subject 36 had a background in reading for short 

stories: "When I was a senior, I had an English teacher 

who would count four short stories for a novel, and this 

was the way I made book reports all that year. I even read 

quite a few by Poe and some modern ones ... I read quite 

a few just because they were short." She also indicated 

reading a number of books about horses and swimming while 

in high school. These were novels and "how to do it" 

books. When asked how she had coped with Poe's extensive 

vocabulary, she said most of them were not necessary for 

following the story. "Poe's stories are so interesting 

that you can skip those words or guess from the rest of the 

sentence what they mean." 

Subject 36 said she read the short story much as 

she might read a newspaper story--for the main plot. 

"Little details" of the story did not interest her. She 

saw no reason to study the short story as she felt they 

were written to bring pleasure to people, "not to be used 

like a textbook." When asked what she enjoyed most in the 

story she said "the fact that crazy old Miss Emily con­

tinues to be herself--regardless of what the town thought." 

She had little trouble understanding the two 

magazine articles. Her rate was 220 with a score of 80 per 
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cent correct in comprehension. Subject 36 commented that 

if her textbooks were that easy to understand, her grades 

would be better. On mid term examinations she made "mostly 

3's and 4's." She spent about 30 to 35 hours each week 

studying for her five subjects and felt her study time 

should "pay off" more. 

Rate of reading had never been a concern although 

she wished she read faster. "I am so busy trying to under­

stand what I read that I have no time to think about my 

rate." She was not surprised with her lack of rate--"I eat 

slowly, I dress slowly, I talk slowly. I guess I think 

slowly too." The investigator did not agree with her 

point of view but did ask if she had been given a thorough 

physical examination lately. She replied that she had: 

". . . metabolism tests and everything. The doctor says 

I'm as healthy as a horse." 

Subject 36 described herself as a lip-reader, "ear-

minded," one who vocalized and sub-vocalized a great deal, 

and one who saw a word at a time. She expressed a desire 

to improve comprehension and felt that reading improvement 

in general was related to increased comprehension. How­

ever, she felt inadequate to improve her reading on her 

own. She is typical of the student of poor reading skills 

and average intelligence who finds it difficult to compete 

academically in a university. 



V. SUMMARY AND CONCLUSIONS 

The purpose of this study is to gain more under­

standing of the reading process of university freshmen of 

varying background, mental ability, and initial reading 

proficiency. In line with this purpose three hypotheses 

were proposed. The method of investigation and findings 

in support of these hypotheses will be presented in this 

chapter. 

Method of Study 

The subjects of this study were 500 freshmen from 

eighteen randomly selected sections of the required fresh­

man English course. These students represented a cross 

section of their freshman class. The students were allowed 

a fifty-minute period to read an essay by Jacques Barzun, 

to answer two types of comprehension questions on the 

passage, and to describe as objectively as possible the 

reading process they had just used. 

The students' descriptions of their method of 

reading were then analyzed and grouped under six 

categories: (1) "little or no analysis"; (2) "superficial 

analysis"; (3) "stereotype analysis"; (4) "simple descrip­

tion"; (5) "keener insight"; and (6) "superior under­

standing." Each category was then related to data on 
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intelligence, reading ability, and comprehension of the 

passages read. 

A more intensive study was made of a smaller sample 

of 25 students who showed the poorest comprehension and 25 

who achieved the best comprehension scores on the essay 

read by the total group. Each of the 50 students was 

interviewed three times. They were first interviewed 

individually, and asked about their reading in general; 

they also gave additional personal data. After reading a 

history selection and a short story, they analyzed their 

reading process, stimulated by further questioning by the 

investigator. In the second session, which was in groups, 

they read two short magazine articles, answered the two 

types of comprehension questions, and discussed their 

reading techniques. In the third interview, which was 

individual, they answered specific questions concerning 

their reading process, read a difficult psychological 

article, and answered comprehension questions on it and 

the reading process they had used. 

Major Conclusions 

On the basis of data obtained from these university 

freshmen on the reading process, the proposed three 

hypotheses were rejected or accepted as follows: 
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Hypothesis 1: Students can describe their reading 

process by introspective and retrospective verbalizations. 

Support of the hypothesis came from two sources: 

(1) evidence of the effectiveness of introspective and 

retrospective verbalization from previous research, and 

(2) internal evidence from the many descriptions of their 

reading process given by this sample of university fresh­

men, who could be described as relatively verbal. 

The previous supporting research included that of 

Swain, Letton, Rogers, and Cafone as reported in Chapter 

I. Swain interviewed twenty-nine college freshmen students 

after they had read three types of material. Letton based 

her conclusions on introspective reports of the processes 

that they used in reading different types of literature. 

The short story was used at the high school level by 

Rogers, and popular and science articles were used at the 

junior high level by Cafone. No study was reported using 

a large number of subjects at the university level. 

Further evidence in support of this hypothesis came 

from the many descriptions of the reading process elicited 

from the total group of university freshmen. Although 13 

per cent of the 500 subjects made little or no analysis of 

their reading process, the rest were able to make some 

analysis; 33 per cent gave simple descriptions; and 8 per 

cent showed keener insight and superior understanding. For 

example, one of the low level readers said concerning his 
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manner of reading the essay, "I am not aware of any method 

or process. I haven't the slightest idea." A high level 

reader reported: "As Barzun is known to be an opinionated 

author (his House of Intellect leaving a brown taste in my 

mouth), I immediately began to separate his opinions from 

facts he could logically support. In this case he 

supported his arguments well." 

Evidence of this kind warranted the retention of 

Hypothesis 1. 

Hypothesis 2: Superior readers have more under­

standing of their own reading process than less able 

readers. 

Support of the hypothesis came from the many 

descriptions of their reading process immediately after 

the 25 high level and 25 low level readers had read a 

historical selection, a short story, two magazine articles, 

and a psychological article. None of the 25 high level 

readers gave "superficial" or "stereotype analysis" of any 

of the selections. Twenty-two high level readers described 

their process in reading the difficult psychological 

article with "keener insight" or "superior understanding." 

No low level reader achieved superior understanding of his 

reading process on any of the selections. Three low level 

readers did, however, show "keener insight" into their 

process of reading magazine articles. 
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More understanding on the part of superior readers 

was indicated by technical words that they used to describe 

their reading process, by pacing devices and special 

methods employed. They also were more likely to view 

reading as a developmental process. Six basic technical 

words were used by these 50 readers: (1) "eye-span"; (2) 

"regression"; (3) "fixation"; (4) "vocalization"; (5) "sub-

vocalization"; and (6) "visualization." These six words 

were used a total of 127 times by the high level readers 

but only 22 times by the low level readers. 

In describing their reading process, superior 

readers mentioned the using of pacing devices and similar 

methods much more frequently than did low level readers. 

Pacing devices used included: (1) a finger or hand; (2) a 

pointer, such as a pencil; (3) a card; (4) a commercial 

pacer; (5) a clock, watch, or stop-watch; and (6) an 

electric metronome. Pacing methods used included: (1) 

moving finger down the margin; (2) sweeping the line with 

finger; (3) finger moving down the center of lines, or 

diagonally through a paragraph; (4) spiraling down the page 

with two or three fingers; (5) using the index finger of 

each hand on a line simultaneously; (6) using a pointer to 

make two or three stops per line; (7) employing lever or a 

beam of light of a commercial pacer for a similar purpose; 

(8) using timing or a timing device as a goal; and (9) 

setting a metronome to make two or three stops per line. 
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All. 25 of the high level readers used a timing device with 

most of their reading. In contrast, only 4 of the low 

level readers habitually timed themselves. Twenty of the 

high level readers used a finger or hand as a pacing 

device, but only 8 low level readers used pacing devices--

2 used a finger or hand, and 6 used a card which they 

moved down the page. It is interesting to note that good 

readers use certain pacing devices that teachers discourage 

in children. 

Support of Hypothesis 2 also came from the superior 

reader's view of reading as a developmental process. All 

125 readers in the upper quarter of the sample said reading 

improvement should continue through college, and 40 of the 

readers in the lower quarter agreed. Forty-one of the 125 

upper quarter readers felt their progress in reading would 

continue after graduation; only three from the lower 

quarter shared this view. 

Hypothesis 2 was retained in view of the evidence. 

Hypothesis 3: Certain reading processes are 

associated with certain levels of intelligence, reading 

ability, and with certain patterns of comprehension. 

Evidence in support of this hypothesis came by 

relating the reading process of the total sample (500 

students) to their intelligence and reading ability. Their 

mean IQ's on the College Qualification Tests, Form B, and 

their mean reading percentile bands on the Sequential Tests 
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of Educational Progress: Reading, were compared with 

respect to the category that best described their reading 

process. The mean intelligence quotients gradually 

increased with the adequacy of their understanding of their 

reading process from 107 to 134 IQ--the mean IQ of those 

students who showed little or no understanding was 107; the 

mean IQ of those who showed superior understanding was 134. 

The mean reading percentiles showed a still greater 

increase with the adequacy of their understanding of their 

reading process: from the 16th to the 99th percentile. It 

was obvious that the reading process, as categorized, was 

positively related to the levels of intelligence and 

reading ability at the university freshman level. 
I 

The reading process, as categorized, was also 

studied with reference to the students' active efforts to 

improve their vocabulary'and rate of reading. In the total 

sample, of the 76 categorized as making "little or no 

analysis" of their reading process, only 5 were seeking to 

improve vocabulary; 8 said they were trying to improve 

critical skills; and 4, that they were working on rate. 

Of the 8 students categorized as having "superior under­

standing," all were improving their vocabulary, critical 

skills, and rate. The findings indicated there was a 

positive relationship between the reading process and 

efforts to improve comprehension, and rate. Thus the above 

hypothesis was retained. 
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Specific Findings 

Six specific findings are of special interest: 

High level readers used a more technical vocabulary 

in describing their reading process than low level 

readers. 

High level readers more frequently described highly 

individualized techniques developed for greater 

reading efficiency; whereas low level readers used 

non-creative, and often inefficientreading 

techniques. 

High level readers more frequently considered 

reading as a developmental process on which they 

planned to continue to work during and after 

college. On the other hand, low level readers did 

not seem actively to improve their reading skills. 

High level readers more frequently described a 

flexible rate with relative accuracy; however, low 

level readers indicated little flexibility of rate. 

High level readers related their reading process to 

personal growth to a greater extent than the low 

level readers. 

High level readers said that they were "eye-minded" 

and low level readers, "ear-minded." 
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Suggestions for Further Research 

This study suggested nine areas for further study. 

Many different types of readers at various levels of the 

university and professional life should be studied to 

reveal further knowledge of the reading process: 

1. Conduct similar studies of the reading process at 

all levels of the university, including the 

graduate school. 

2. Compare the reading processes of two professional 

groups, such as lawyers and engineers, and seek to 

determine the effect of their particular profes­

sional training on their general reading process. 

3. Study more intensively the differences in reading 

process between university students of similar 

intelligence and reading ability. 

4. Study the reading processes of different bilingual 

foreign students at the university such as the 

African and Japanese students. 

5. Make similar studies of the reading process using 

other types of reading material, such as freshman 

mathematics, biology, and philosophy textbooks. 

6. Make depth studies of individual superior readers' 

process to determine if there are other factors 

involved in outstanding reading performance. 
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7. Study the relationship between a group of adult's 

choice of reading materials and their reading 

process. 

8. Experiment with different methods of obtaining 

information about the reading process at the 

university level, for example, by means of a 

projective essay, "The Ideal Reader." 

9. Select a controversial issue, determine position 

of university students, and see if their reading 

differs in accordance with agreement and disagree­

ment with the material. 

Application 

The major practical contribution of this study to 

the improvement of reading lies in the concrete description 

of the reading process of able readers. These descriptions 

offer a repertory of methods from which instructor and 

student may choose those which are most appealing and 

appropriate to the reading material. 

Another contribution is in the application by 

teaching of the method of collecting data. In a reading or 

subject class the teacher could follow the same procedure--

give a passage to be read, test comprehension by two types 

of questions, and then ask the students to describe their 

method of reading. Following this introspection, there 
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should be further discussion and instruction on the effec­

tive reading methods used by the most able readers. 

\ 



APPENDIX A 

ESSAY USED IN THE RESEARCH 

Education that Rarely Reaches the Head 

By Jacques Barzan 

The word education has been snatched by business 

and government to refer to activities ranging from fire 

drill to political propaganda. The makers of sewing 

machines have educational departments where you may take 

lessons in hemstitching, and so have magazines which use 

alluring pictures to teach how a young lady in the bath 

should scrub her back. These genteel accomplishments are 

not to be despised, but they remind us that while the faith 

in intellect has receded from the high places, the new 

thing which goes by the name of education has some distance 

to go before it reaches the head. 

For today's young men and women who went to a 

genuine seat of learning and took their studies seriously, 

the blind forces of our society act as a barrier to further 

self-education. At college the chances are that they 

absorbed just enough to awaken their mind and spur its 

quest for more learning. It is after college that these 

young people are stymied. The girl, now married, has no 

help and is too busy in kitchen and nursery to read a book. 
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The man, saddled early with family responsibilities in a 

competitive world, must by tireless slaving "make good" in 

the first 10 or 15 years of his career. By taking work 

home every night he proves to his employers that he cares 

for nothing in the world but insurance or law or the 

prospects of natural gas. It remains a mystery how the 

world's work got done in the old days when college-trained 

beginners in business worked only from 9 to 5 and were not 

deemed traitors to the firm if they were seen at a concert. 

Today's beginner, it may be said, learns more about 

the nature of his job and its interconnections with the 

rest of the "economy." But what he bones up on during 

those career-building nights is only in part real knowl­

edge. The rest is artificial verbiage and statistics, like 

so much that we are now compelled to carry in our heads— 

bunches of initials, trade names, and telephone numbers--

incoherent facts by the bushel, which are out of date 

almost before they are learned. Inevitably this essential 

rubbish soon overlays anything the young man learned to 

enjoy in college. At the end of a long day which never 

really shuts down on business, he cannot attend to that 

other world of which he was given a glimpse in the class­

room, the laboratory or the art gallery. And thus, by a 

queer turn of the wheel, our present equalizing of social 

and economic rights, which should create a larger sense of 

community, actually drives people apart by narrowing the 
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contents of their minds. Our hypothetical young couple 

shows this, sometimes tragically. They married on the 

strength of common interests, and five years out of college 

they have nothing to say to each other except what relates 

to home or office routine. 

But there persists a thirst for spiritual refresh­

ment that cannot be satisfied by the glut of "hard facts." 

There remains one crucial need: imaginative experience. 

To this need our technological age responds with the most 

lavish provision of organized entertainment, from gambling 

and sports to radio and the screens. Here at last we are 

given a chance to be lifted out of our mechanical concerns 

and to take part in exciting or amusing or awe-inspiring 

experiences. No doubt the habit of being entertained, of 

letting the show come in one eye and out the other, may 

end by destroying one's power to enjoy such thoughts and 

visions as one may have. But the world owes something to 

the men and women who lavish their talents for our pastime, 

24 hours a day, by sink or bedside, in the air, on the 

road and to the very edge of the grave. It staggers the 

imagination to conceive what would happen to mankind in its 

present state if it were left to its own resources like our 

forefathers, in caves without canasta and tents without 

television. 

For some few mavericks, however, there is no 

alternative to despair or boredom except the pleasure of 
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making one's life a means to one's education. Young men 

and women continue to be born with an insatiable desire to 

know, and among these not all are bent on knowing the things 

that are negotiable. These marked souls manage somehow, in 

spite of all they see around them, to make themselves into 

educated persons. They show a remarkable power to survive 

unfavorable environment. . . . But the oddest thing about 

them is that without any clear guidance from society at 

large, and in the teeth of all the disturbing forces of the 

day, they all develop very much the same interests and re­

discover for themselves the original humanities. 

Literature, philosophy and the arts, religion, political 

theory and history become the staples on which they feed 

their minds. And with slight variations in diet expressive 

of different temperaments, they ultimately come into 

possession of the common knowledge and the common tongue. 

Occasionally, of course, they are helped to enter in 

the Great Conversation, or to keep their footing there, by 

the presence of other educated men, better entrenched or 

sufficiently numerous to resist the tides. In one city 

there is a college truly committed to general education; in 

another there is an adult reading group; in a third the 

woman's club actually reads the authors whom it invites to 

lecture and to be stared at. There is no doubt that you 

could fill Madison Square Garden with educated people. The 

species is obsolete but not extinct, and you could charge 
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an admission fee without offering them anything to see or 

hear--except their own we11-modulated voices. 

Alone though they may be much of the time, they are 

not so much to be pitied as the sociable creatures who must 

have "people around" or a movie to go to. For the educated 

person has appropriated so much of other men's minds that 

he can live on his store like the camel on his reservoir. 

Everything can become grist to his mill, including his own 

misery, if he is miserable, for by association with what he 

knows everything has echoes and meanings and suggestions ad 

infinitum. This is in fact the test and the use of man's 

education, that he find pleasure in the exercises of his 

mind. 

Pascal once said that all the trouble in the world 

was due to the fact that man could not sit still in a room. 

He must hunt, flirt, gamble, chatter. That is man's 

destiny and it is not to be quarreled with, but the educated 

man has through the ages found a way to convert passionate 

activity into a silent and motionless pleasure. He can sit 

alone in a room and not perish. 



APPENDIX B 

TRANSCRIBED INTERVIEWS OF SUBJECT 2 

Subject 2 

Interviewer 

Before we do any reading, I would like you to tell me 

about your reading process in general. Just how do 

you read? Just begin talking and tell all you can 

about the way you read. 

I have never tried to do this before—to put into words 

just how I read. I have tried many times to see 

myself objectively as a reader--I think reading tests 

can only tell so much. 

What do you mean? 

I mean you can get a score, and be rated as a reader, 

but I think each person must have his own way of 

reading to some extent. Do you agree? 

Yes, I do. That is one of the main purposes of these 

reading interviews--to see how the reading process 

varies in college freshmen. Now describe your own 

reading process to me. 

My reading process varies with the types of material I 

read, but I think I can generalize somewhat on the 

process. I see an assigned book or chapter as a puzzle 
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in which the author has given clues to meaning. It 

is difficult even for a good author to say just what 

he means to say without the reader interpreting it in 

a false way. I think a good author will help the 

reader in his search for meaning. The author will do 

this by good paragraph structure, relevant introductory 

remarks, and summary material. Some authors will 

reveal themselves through sentences; for others, it 

will be through paragraphs--or through a vocabulary 

which, to a large extent, is his very own. I view 

myself as having these keys which can unlock meaning. 

I understand paragraph structure, possess a decent 

vocabulary on which I continue to work, and know how to 

sift the relevant from the irrelevant in a good writer. 

Much to my surprise, I have found that most of the 

great books I have read have been very readable--more 

readable than many of the commentaries about them. I 

have decided this is one reason why these books, like 

the Divine Comedy and The Illiad have lived--the 

authors knew how to communicate to the reader. These 

books aren't easy reading, but the authors provide many 

helps to the reader just by the logical and lucid 

nature of their narratives. You might say that I am 

very conscious of structure as I read. I seek the 

author's structure and seek to derive my--or his--

meaning in and through it. 
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I am interested in quantity as well as quality 

in my reading. I recently read that John Adams read 

about forty books as an undergraduate at Harvard--this 

same article stated that now there are some courses at 

Harvard which require a knowledge of forty books. That 

says something about my point of view. We live in a 

different world of books. The classics are as valid as 

ever, but the learning explosion has opened up so many 

new fields of knowledge that a person seeking a liberal 

arts education today should not limit himself to a 

stack of paperbacks for the humanities merry-go-round. 

This means I do a great deal of reading. I would say I 

read four or five books a week which are not related to 

my courses. 

I What method do you use—or what is your reading process 

in reading these books? 

S It's a technique that I developed after a lot of trial 

and error. I use the index fingers of both hands 

simultaneously as pacers. The left finger I place 

about one-third of the way in from the left margin, and 

the right finger is placed two-thirds of the way in 

from the left margin on the same line. I am talking 

about a line as you would find in a textbook from seven 

to thirteen words in length, not a newspaper line--I 

use only one finger as a pacer for newspapers and some 

magazines. 
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I Why do you use two fingers instead of one as a pacer 

for books? 

S It tends to cause me to make less fixations per line. 

I am probably making more than two fixations per line, 

although it feels I am making two fixations per line--I 

know you can't tell how many fixations you are making 

by the sensation of it. 

I Then why do you think it is helpful to use two fingers 

as pacers? 

S Because I have tried it many times on reading selections 

of about the same length and difficulty. You see, I 

used one finger as a pacer for about a year. Then I 

began experimenting around with other techniques 

including the two-finger-pacer system. From the start 

I got a better rate with good comprehension. I don't 

think my rate would have increased about 200 words per 

minute unless I was making less fixations. 

I Your reasoning does sound logical. Do you have any 

other hypotheses as to why this system works for you? 

S Psychologically I seem to be giving myself more com­

pletely to the book when I am using both hands. 

Certainly I am giving myself to the book more physically. 

I know this isn't a very astute observation, but I have 

thought about it some. 
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You mentioned that this pacing system of yours greatly 

increased your rate of reading. What are your reading 

rates? 

I notice that you use the word "rates." I do have a 

number of rates. I use the rate I think appropriate 

for the material. I read novels like The Sun Also 

Rises at a rate of 900 to 1000 words per minute. I 

read my textbooks—for study purposes from 450 to 650 

depending on the subject. The Journals of Andre' Gide, 

some of my favorite reading, is read at 500 words per 

minute. I have read some of the volumes more than 

once, however; still, they are philosophical in nature 

and are not what you would call easy reading. 

How long have you sought to improve your reading 

ability? 

Since the sixth grade. I have never had a formal 

reading improvement course, but I have read many 

suggestions for reading improvement. I have timed 

myself on practically everything I have read beginning 

with the seventh grade. I even requested a watch with 

a second sweep about that time so I could keep track of 

my rate. I had a small red notebook in which I entered 

my reading time, rate, and comprehension score if one 

was available. During junior high, my English teachers 

used printed book report tests they purchased from some 

company. There were some 200 standard titles for which 
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there were cards. My teachers were willing to let me 

test myself--there were ten multiple choice questions--

on any book for which they had a title. I read 

practically every book on the list in addition to some 

reading on my own. I think my rate on novels was about 

450 even then. Our junior high covered the ninth grade 

also; so I followed this procedure for three years. 

I Were you using a pacing device then? 

S No, not until high school. Then I used a pencil going 

down the center of the page. 

I Was your method a combination of skimming and reading? 

S No, it was reading. I did scan chapters of textbooks 

before reading them. But I have never made it a habit 

to skim or scan. 

I How did you compare as a reader with others in your 

classes in high school? 

S Let's say that I never had a classmate who ever read 

more than half as much as I was able to do. 

I How do you account for your outstanding reading ability? 

S Well, it's more than a fairly good IQ. I think it was 

a curiosity for wanting to find ways to improve my 

reading'so I could read more of the books which inter­

ested me. I'm quite verbal also--new and bigger words 

always fascinated me as a child. Actually, I have 

worked hard to develop this reading ability my friends 

call a gift. Evidently I had potential as a reader, 
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but it didn't happen overnight. I don't feel that I 

have finished developing as a reader--I think I will 

still be concerned about reading ten years from now. 

I Actually your view of reading--that it is a continuous, 

developmental process--is a very contemporary one. 

I Your comprehension score on this selection by Edith 

Hamilton was 100, and your rate was 700 words per 

minute. What do you think of your performance? 

S I knew that I did well on it. My rate was about what I 

thought it would be. 

I Just how did you read this selection? 

S As far as mechanics go, I used my two-finger pacer 

method. I read directly to the end of it with few, if 

any, regressions. I found little that was new in the 

way of facts, but Dr. Hamilton presented her basic 

ideas in a simple, but elegant way. It would be easy 

for the casual reader to think this a very elementary 

book, and in the sense that it is easy to comprehend, it 

is simple. But there is the essence of great under­

standing and erudition here like the subtle essay 

of a finely distilled spirit of rare vintage. I doubt 

if many freshmen readers will catch that. 

I How did you first learn of Miss Hamilton's work? 

S I read her Mythology in high school. Several years ago 

Life had an article on her too--she had been made an 
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honorary citizen of Athens. That must have pleased her 

immensely. 

I I'm sure it did. What else can you tell me concerning 

how you read this selection? 

S As various phases of the Greek spirit were introduced, 

the various Greeks whom I have read came to mind: 

Plato, Socrates, Aristophanes, Aeschylus, and Herodotus 

came to mind. I related these men to the ideas Dr. 

Hamilton presented. 

I Is it your habit to relate current reading to previous 

reading? 

S I do it all the time. I might hear Plato qualify some­

thing Dr. Hamilton said with a quotation from one of 

his dialogues. In this way I have my own "great con­

versations "--great as far as authors go. 

I Your comprehension score on the short story by William 

Faulkner was 100, and your rate was 600 words per 

minute. What do you think of your performance? 

S Again, it was about what I expected. 

I Just how did you read this selection? 

S Using my pacing method, I read from beginning to end. 

Then I reread it to study Faulkner's style. The first 

time I read it for sheer enjoyment and for the plot. 

One's purpose is different in reading such a story--

it's an artistic experience for me—something I doubt 
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I would ever experience in reading a textbook. I pay 

more attention to description and character delinea­

tion. It's a fine story, and I was surprised I had 

never read it or even heard of it. I wonder why it is 

not included in most collections of his short stories. 

At any rate, it is first rate. Speaking of rate, I 

usually read short stories at a slower rate than I do 

other literature. It's really rather foolish to race 

through one. I did feel that I got everything I 

wished from my two readings. 

I Have you read many short stories compared with your 

reading, say, of novels? 

S Yes, I have literally read hundreds of them, both 

American and Continental. I could not read short 

stories as well as I do if I had not done so. During 

my first two years of high school, I read them quite 

slowly—about 350 words a minute. I feel there is no 

substitute for reading volumes of short stories. Many 

writers use the same techniques, and if you know the 

devices —the vehicle being used—it helps your reading 

efficiency. 

I Although it has been some time since our group discus­

sion of reading techniques employed in the reading of 

the magazine articles, I wonder if you can comment now 

on your method of reading these articles. 
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S The articles were simple and I read them quickly. By 

the amount of visualization I sensed, I must have been 

reading them at a rate of 1000 or more. 

I Yes, your rate was 1090 and your comprehension was 

perfect. What can you say of your method? 

S Nothing very unique. 

I How long have you been visualizing? 

S Since I was a junior in high school. I was able to do 

it first on light fiction. 

I How would you describe the sensation of visualization 

when you first started doing it? 

S I thought I was not comprehending the material because 

I was not hearing the words, but I soon realized that I 

had good understanding of it--I got a friend to quiz me 

on some of the books I read. I then tried it on my 

textbooks, and I couldn't do it. I still can't do it 

on textbooks, but it is very practical for Time unless 

it is a particularly involved article. It is perfect 

for newspapers and light fiction. 

I How did you achieve visualization? 

S Through intensive, rapid reading of light novels. 

I What do you mean by the word "intensive"? 

S I mean giving myself completely to the material for a 

length of time--perhaps an hour-and-a-half at the most. 

After that I take a break. It really takes something 

out of me. Even after an hour of reading this way, I 
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need a short rest. It's really hard work. I had to 

build my intensive reading time up during the past 

three years. 

I usually ask about visualization at this point in the 

interview, but since you have already discussed that, I 

will asks what is your general attitude toward speed 

in reading? . _ - -

It's a very important factor. Even with all the talk 

one hears about speed reading, I don't think it has 

been emphasized enough in our schools. Many of my high 

school teachers did not care a thing about rate as long 

as the student comprehended the book--as if there 

should be any conflict. Some of my friends still take 

a month to read a book for pleasure. I think it's 

nothing short of an academic crime. I think the 

schools really don't have trained people who know how 

to help in this area; so they play down rate to the 

average reader and spend their time with remedial 

reading--my experience, rather the experience of many 

of my classmates was that the English teacher didn't 

know much about this either. 

What you say has often been the case, but it is 

encouraging to know that teachers are being trained 

here at the U. of A., as well as other places around 

the country to help the situation. 

I'm glad to hear that. 
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Do you prefer visual or aural-oral presentation of 

material; that is, are you "ear-minded" or "eye-

minded"? 

I have always been "eye-minded." 

Do you ever experience vocalization when reading? 

Never. 

What is your attitude toward comprehension? 

It's the whole reason for efficient reading habits. 

What about your eye movements while reading? 

I make fixations very quickly, have good "side vision," 

and rarely regress. 

Just how did you read this psychological selection, 

"Social Deprivation In Monkeys"? 

With enjoyment! I had never read an article just like 

this before. 

Your rate was 590 on this and your comprehension was 90 

per cent. What do you think of this performance? 

Like the other readings, this is about what I expected. 

What about your reading process used in this selection? 

I surveyed the whole article before I read it. This 

took about two minutes. This gave me a sense of direc­

tion and enough of the author's organization to begin. 

The material is very worthwhile, in my opinion, but the 

article is poorly written. I followed a concept-example 

pattern, but the paragraphs themselves were just too 
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loose. It could never appear in a magazine like 

Harper's; I'm surprised that it was not edited better, 

but then I'm not familiar with psychological journals 

yet; I know the content is important, but so is the 

form. It would be very hard reading for many freshmen. 

No doubt you wanted to challenge us with a difficult 

article. 



APPENDIX C 

TRANSCRIBED INTERVIEWS OF SUBJECT 44 

S Subject 44 

I Interviewer 

I Before we do any reading, I would like you to talk 

about your reading process in general. Just how do you 

read? Go ahead and tell all you can about the way you 

read. 

S I'm a very poor reader. I'm doing fine in my engineer­

ing courses, but my other freshman subjects are really 

bothering me. I can't seem to find time enough to get 

my reading done. Actually, I have fairly high verbal 

ability, I've been told. At least some of my teachers 

in high school felt I should have been doing better in 

high school when it came to reading. 

I How should you have done better in your reading? 

S I just didn't read. I was too busy doing other things. 

I was active in sports--a letterman in football and 

baseball--I was also vice-president of my class. A lot 

of my spare time was spent keeping my car in running 

order too. I just didn't find time to read, except for 

my assignments, and it took me quite a while to read 

128 
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those. I'm really having trouble competing for grades, 

and I see it as a reading problem. 

I Have you ever had any special help with your reading? 

S Last summer my folks take a reading improvement course. 

There were about a dozen people in the class with me, 

and again I had trouble keeping up. I did improve my 

rate of light reading from about 200 to 300 words per 

minute, but this is not the kind of thing I'm having to 

read here at school. What I needed, I think, was some 

personal help in how to read textbooks. 

I Just how do you read a textbook--say your sociology 

text? 

S I usually divide an assignment into three or four 

readings. When I finish all the reading, which may be 

spread over a couple of days, I go back through the 

material and make an outline--if I have time. 

I Then your rate of reading you feel is slow? 

S Yes, I know it's slow. I probably read my textbook at 

about 150 words a minute. 

I How do you know? 

S Well, when I took that reading course last summer, I 

read easy things between 200 and 300 words a minute, 

and I read my textbooks in about twice as much time. I 

mean it takes me a lot longer to read a textbook. 

I You also said that after you read the material for an 

assignment, you might make an outline. Do you ever 
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outline part of the assignment instead of waiting until 

you finish all of it? 

S No, I don't. It's probably just laziness--if I don't 

get all the reading done, then I son'w have to do any 

outlining! 

I Do you see your textbook reading as studying? 

S Well, it's very poor studying. I do pick some things 

as I read this way, but I know I am not really getting 

what I should from it. Lately I have been reading more 

for all my subjects, but I'm behind still. I have been 

studying about four hours a day since I got my mid­

term grades. I got "2's" in my two engineering courses, 

but made "4's" in sociology, English, and psychology. 

Now I seem to be still reading instead of studying, and 

there must be quite a difference. I really don't know 

how to read these books for good comprehension. 

I How do you read your engineering texts with success? 

S Well, an engineering book is closer to a math book than 

anything else. I find the concepts easy to grasp, and 

there is not nearly so much reading. The chapters are 

very short. I often have to study a sentence at a 

time, but I have time to do this in a short chapter. 

Also, I'm.more interested in this type of course. The 

others don't seem as practical to me. 

I Do you think this attitude toward your other courses 

could be a factor in your doing poorly in them. 
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S Yes, that's part of it, but I do have enough self-

discipline to study them anyway. As I see it, I need 

to solve my reading problem. That's the main thing. 

But I don't think I can improve over night—it's got to 

be a continuous thing. It's really absurd for a person 

to get to college and still not know how to read effec­

tively, isn't it? 

I There are many students at the university level who 

lack some of the skills for effective reading. These 

skills—or needs, vary from person to person. It is 

not too late to do something about them, however. 

S Yes, but how does one go about it? I went to the dean, 

and he gave me some yellow sheets of study hints, but 

my problem can't be solved by reading four or five 

pages. Where do you start? 

I Perhaps the first thing to do is find what your 

strengths and weaknesses as a reader are. This done 

by testing and questioning such as this. You will be 

taking one of the best reading tests available at your 

next interview; this can be a start, and then some 

helps can be structured for you. We'll use your text­

books as much as we can as that is where your immediate 

reading needs are. 

S That sounds good to me. 



Your comprehension score on this selection by Edith 

Hamilton was 60, and your rate was 150 words per 

minute. What do you think of your performance? 

I think it was a poor performance but typical of the 

kind of reading I do most of the time. Also, I don't 

have much of a background for reading things like 

this. I have read very little history in my life. We 

always had a lot of books at home, but I didn't read 

them. My parents are college graduates, but they read 

mainly magazines at home. They are active people and 

encouraged their four kids to be active too. My 

brother I suppose is a fair reader, but I know my two 

older sisters were poor readers too. One attended 

junior college in California, and the other went to 

business college. I think they could have made it 

through college if they had wanted to, but none of us 

got intellectual stimulation at home. Good English was 

spoken, but we didn't talk about what we were going to 

read--we discussed where we were going to go. I don't 

blame my parents--that's just the way they are, and 

they are not going to change. I was encouraged in 

sports, but wish I had been encouraged in my studies 

too. 

Just how did you read this selection? 

I did get off the track, didn't I? Well, I read it 

word-for-word. There were a number of new vocabulary 



133 

words--I remember "protagonist" and "sage." I kept 

wondering when the author would stop discussing her 

ideas and begin the history. She never did--this is a 

different kind of history than any I've seen before. 

I didn't get much out of it--I didn't know what I was 

supposed to get out of it, actually. I have to hear 

every word clearly before I can comprehend it with my 

brain. When I am in my dorm room alone, I read out 

loud to myself. I know this is awfully slow going, but 

I do get more out of my assignments when I do it. My 

roommate thinks I'm wasting a lot of time, but it's 

really none of his business. I don't do it when he's 

around, as a rule. I have thought about getting an 

apartment of my own for this reason. 

This is a habit that you need to break, but perhaps it 

is best done gradually on short selections. I can help 

you plan for this too. You can never read effectively 

and continue to do this. Time-wise, it isn't practical 

you are limiting your reading rate to the rate at which 

you speak--light or heavy reading. And it really isn't 

necessary to comprehension although it seems a helpful 

device to you at present. 

Your comprehension score on the short story by William 

Faulkner was 65, and your rate was 160 words per minute 

What do you think of your performance? 



I think I should have done better on the comprehension 

questions. I didn't know all the words in the story, 

but I could follow it, and I thought it was interesting. 

It took me longer to read the first half of the story 

than it did the last half. I guess I began to under­

stand the story a little better by the time I got half 

finished iwth it. I don't think the story was true to 

life though; I have never met or heard of people like 

the ones in this story. The ending seemed a little 

too unrealistic to me too. 

Have you read many other short stories? 

Some of those in my American Lit. book in high school 

and English lit.--I had to read a story by Joseph 

Conrad--a sea story--and it was one of the roughest 

things I ever tried to read--it had a lot of dialect 

and sailor-talk in it. 

Can you think of any short storieq you did enjoy 

reading? 

I liked the Ransom of Red Chief by 0. Henry; also the 
*. 
Tell-tale Heart by Poe. 

Why did you enjoy these? 

They were short, enjoyable, and easy to understand. 

There were not a lot of symbols to worry about either. 

What else can you say about your reading process in 

reading the story? 

I kept wishing I could read it out loud to myself. 



Do you think this would have really helped? 

I don't know if it would have helped my comprehension 

or not, but it would have given me a better feeling as 

I read the story. 

How did you feel as you read the story? 

I felt frustrated--like I didn't have the ability to 

get much out of the story. 

What tended to give you this feeling? 

I think it was my slow rate, a lot of unknown words--

and the way the author expressed himself a lot of 

times. 

How often do you have a frustrated feeling when you 

read? 

Well I have it with any of my textbooks except engineer­

ing. I just do not have the reading background and 

know-how to cope with the reading that is demanded of 

me every day of the week. I thought about dropping 

down to twelve hours at mid-term, but I would be 

forever graduating if I did that, and the draft board 

might call me up too. I've got either to sink or 

swim, and I'm not doing a very good job of swimming 

just now. 

How many hours are you taking? 

Seventeen. 

Do you think you could drop one of your three-hour 

courses that demands a great deal of reading? In that 
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way, you would have extra time to apply on your other 

subjects and reading improvement in general. 

S It may be too late to drop anything. I think I want to 

stick with it this semester. I might try that next 

semester--if I'm still here; they may give me the boot! 

I No, they don't do that to freshmen--they let you 

complete the year at least. 

S I'm glad to hear that. I thought they kicked you out 

if you didn't make the grade the first semester. But 

if I'm going to be an electrical engineer, I've got to 

make better grades. 

I That's true. Did you have help in selecting a career? 

S Well, I've been interested in electrical engineering 

a long time--my counselor in the Counseling Bureau said 

I had the aptitude, IQ, and interests for that kind of 

work--he was surprised that my grades had not been 
i 

higher in high school--I was barely in the upper half 

of my graduating class of 500 students. 

I Although it has been some time since our group dis­

cussion of reading techniques employed in the reading 

of the two magazine articles, I wonder if you can 

comment now on your method of reading these articles. 

S Those two articles were not too hard to read--I thought 

the one by A1 Capp was easier to read than Mr. Brown's. 

I don't think Mr. Brown should have tried to compare 
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the comics with the classics. They are just not in the 

same class. A1 Capp seemed to be saying there is a 

place for the comics--he didn't say they were equal in 

value to the classics. I think Capp had a more 

reasonable view than Brown. Of course, Capp would have 

to be prejudiced to some extent since his bread and 

butter comes from a comic strip. 

Your comments on these two articles are quite logical. 

Can you describe how you read them? 

As I said, they were easy to read; I just read from the 

beginning to the end of each one. I did not feel 

frustrated as I read them. What was my rate and 

comprehension on them? 

Your rate was 190 words per minute and your compre­

hension score was 80. Why do you think you were more 

at ease with these articles? Was it just that it was 

easier reading? 

I think so, and they were very short articles. I had 

the feeling that I could get through them without much 

trouble--I don't have that feeling with many things 

that I read. 

What would you say is your general attitude toward 

speed or rate of reading? 

When I push myself reading my textbooks silently, I 

just don't get anywhere. I'm so busy thinking about 

trying to read faster that I loose comprehension when 
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I try it. I end up rereading the whole thing. So I 

don't really think about speed when I read. I wish my 

rate was higher though. I'm the slowest reader in many 

of my classes--at least I'm usually the last one to 

finish—even on a quiz when I know the material. I 

definitely think I should read easy material faster than 

I do. 

I Do you prefer visual or aural-oral presentation of 

material; that is, are you "ear-minded" or "eye-

minded" ? 

S I'm ear-minded. If I were "eye-minded" I don't think I 

would be reading assignments out loud to myself. I 

also find it much easier to follow directions given 

orally. 

I Do you ever experience vocalization when reading? I 

know you have already said something about this, but I 

am asking all students interviewed some of the same 

questions. 

S I'm sure you would call reading out loud to yourself 

vocalization. But I don't think I am a lip reader--not 

all the time at least. I like to read with my mouth 

open and form some of the words with my lips. 

I What is your attitude toward comprehension? 

S It is very important, and I am not getting as much of 

it as I should. I am hoping you can help me with this. 



139 

I As I said earlier, I'll be glad to help. What do you 

know about your eye-movements in reading? 

S I read one word at a time. And I don't think I see 

more than one word at a time when I read unless it is 

a very short word or two. When I am driving, I have 

noticed that other people can read all of a billboard 

ad but I just see half of it often. I notice that the 

harder my textbooks, the more words I reread. But I 

reread some of the simple words too--I guess it's just 

a bad habit I picked up early in school. 

I Just how did you read this psychological selection, 

"Social Deprivation in Monkeys"? 

S It was some of the hardest reading I have ever tried to 

do. If the reading had not been part of this project, 

I'm sure I would not have read beyond the first page. 

It was just way over my head. Actually, I enjoy 

hearing about psychological experiments, but I could 

not cope with it. I was sorry I couldn't because the 

photos were very interesting. 

I Just how did you read it then? 

S I started very slowly and it didn't get better. There 

were words in the first two paragraphs that I didn't 

know. I think this man assumed you knew a lot about 

psychology. Am I right? 
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I You are correct. I included the article to see how you 

would read very difficult material. What else can you 

say about your process? 

S I tried then to scan the article, but that didn't help 

either. Then I looked at the photos and the chart 

again. By this time I noticed I had been reading 

almost half an hour. I then began to read from the 

middle of the article, but I think in about five 

minutes I gave up and tried to answer the questions. 

How did I do--as if I didn't know! 

I Your comprehension score was 30, and your rate of 

reading was 130 words a minute. However, many of the 

students in this study found it very difficult also. 

S That's good. I thought that maybe I was supposed to 

know such stuff as a freshman. I'm glad all the 

articles were not like this one. 

I You have many valuable insights into your own reading 

process. I am sure that we' can use them as guide-

posts in seeking to help you with your reading for 

class assignments. 



APPENDIX D 

TRANSCRIBED INTERVIEWS OF SUBJECT 19 

S Subject 19 

I Interviewer 

I Before we do any reading, I would like you to tell me 

about your reading process in general. Just how do you 

read? Just begin talking and tell all you can about 

the way you read. 

S I suppose you realize you have asked me to do something 

difficult. 

I Yes I do. But all you can tell will be helpful in the 

study of how university freshmen read. We really know 

very little about the process. 

S Well, my purpose in reading a particular book or selec­

tion is important to the way I read it. Also, I find 

out all I can about a book before I read it—I consider 

my time very valuable, and I don't read books which do 

not warrant my time or suit my purposes. Perhaps I 

can be a little more specific. I am taking a sociology 

course in criminology and consider the text a very good 

one. Before reading any of the text proper, I read the 

preface and introduction. I found he had a thesis he 

would expound in the books that the rise in crime 
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