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Abstract 

A review of the Research which has investigated Oral Reading errors, 

both before and after the contribution of the Psycholinguists, showed 

that much of the data had been collected at relatively high difficulty 

levels. It was the purpose of this study to investigate differences in 

miscue patterns both between Independent and Frustration Reading 

difficulty levels and amongs t groups differentiated by Read ing ability , 

age and sex . The sample used consisted of twenty eight-year-olds , 

twenty nine-year-olds and twenty ten -year -olds, thirty of whom were of each 

s ex and thirty of whom were of High Reading ability and thirty of whom were 

of low Reading ability . Five of the subjects were low ability Readers 

who had scored highly on the PAT Listening Comprehension Tes t. 

Miscues were collected from each subject at both their Independent 

and Frustration Reading levels and classified by using an amended form 

of Goodman and Burkes Reading Miscue Inventory. The miscue patterns 

obtained were then compared both between levels and amongst groups by 

using the SPSS programme of the Burroughs B6700 Computer at Massey 

University . Significant differences were found between miscue patterns 

at Independent and Frustration level and this has serious implications 

for the interpreting of the accumulated miscue res earch. 

differences were also found amongs t the various groups . 

Significant 

High ability 

Readers were found to make greater use of the Syntactic and Grapho-Phonic 

cueing s ys tems, and relatively less use of the Semantic Cueing 

system, at both levels, then were the low ability Readers. At Independent 

Level the high ability Readers made greatest use of the Syntactic cueing 

system but at Frustration Level usage of the Grapho-Phonic cueing system 

marginally replaced the Syntactic cueing system as the one upon which 

he placed most relia.nce . For low ability Readers this increased 

dependence on the Grapho-Phonic cueing system at Frustration level is 

not evident, and this suggests that high ability Readers have a more 

highly organized and integrated method of utilising the cues available than 

do low ability Readers. Rather,low ability Readers appear to utilize the 

cueing systems in a non-sequential, non-preferentiab almost random manner. 

Girls appear to utilise the Semantic cueing sys tem to a greater extent 

than do boys and developmental trends over the age groups used in the 

study illustrate the Readers developing ability to utilise the cueing 

systems in an integrated menner. Sub jects of low Reading ability who 



had scored highly on the PAT Listening Comprehension Test utilised 

all three cueing systems less efficiently than did the other low ability 

Readers . Self-correction rates were found to be a function of the 

difficulty level of the material being read rather than a reflection of 

mastery of a trainable skill which differs quantitatively between high 

and low ability Readers . 

It is concluded that the analysis of Oral Reading Errors is a vital 

s ource of information for the Reading teacher or diagnostician and a 

recommended procedure for carrying out such analysis is outlined . 
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CHAPTER ONE 

Oral Reading Errors : A Review of the 

Literature and the Setting of 

the Res earch Task 

1 .1 The Nature of the Re adin r Proces s 

Readin g can be described a s the proces s of attributing mean ing 

to deliberate l y patterned graphic or pictorial symbols which serve as 

a means of communication between , and amongst , individuals . Such a 

skill , or set of skills , obviously has a vital role in human society 

and has attracted much interest from educationalists , particularly in 

the last 60 years . An adequate description of such a process must 

necessarily include all thos e activities , processes or skills (both 

observable and unobservable ) which are necessary for re ce iving and 

interpreting such communications . It must also define the 

interrelationshi ps amon gst s uch processes at varying levels of 

development and efficiency . Investigators have given these various 

processes a variety of definitions and labels according to their 

purpose and theoretical orientation . St udi es investigating Reading 

have tended to be comparative and descriptive rather than attempts to 

test specific hypotheses generated by detailed theoretical models of 

the Reading process . In fact the Readin g process has proved to be so 

complex that few have even attempted to construct such models ! 

1 

However , while satisfactory models of the Reading process may not yet 

have been succesfully posited , it is at least agreed that Reading 

involves a set of complex cognitive processes , requiring visual , 

perceptual and thinkin g operations by the reader . It is also accepted 

that such an activity i s an active language process involving constant 

interaction between the Reader (the communication receiver) and the 

text (the end product of the commun icators encoding of mean ing). 

1 . 2 Oral Reading As A Mirror of the Reading Process 

Invest i gation of the Read ing Process has been fraught with the 

same methodological difficulties as has all research which involves 

perceptual and cognitive processes - the ongoin g process(es ) is not 

directly observable . The most readily observable form of reading 



2 
behaviour is Oral Reading. In her review of Oral Reading Studies 

Weber (1968) quotes studies goin g back to the late 1920's (Monroe , 

1928; Davidson 1931) but it would appear that as long as man has 

been literate, oral readin g has been intuitively granted t he status of 

the most obvious and valuable means of both checking the reading 

performance of readers and of trying to gain some ins i ght into the 

mechan ics of the reading process. However, Oral Reading is not the 

most common form of Reading behaviour and some consideration must be 

given as to the role of investigations of Oral Reading in investigations 

of the Reading Process en toto. As Cambourne (1977 p1) points out 

"by far the most prevalant form of reading behaviour is silent reading". 

However silent reading is not directly observable and has been able to 

be researched only indirectly and mainly as a product (i.e. comprehension) 
I 

rather than as a process. Thorndike (1917) investigated Reading 

performance by asking questions about the content of the passage the 

subject has just read silently, and this has been the predominant 

investigatory technique used in silent reading studies until relatively 

lately. More recently Bormuth (1969) has used sentence completion 

tasks as an investigatory tool in the study of silent reading. Goodman 

and Burke (1973), Frederickson (1975) and Kintsch (1976) have used 

oral retelling and Cambourne (1977) is using cloze procedures, these 

representing further developments in the range of tools available. 

Some researchers (e.g. Fairbanks, 1937; Swanson, 19 37 ; and Gilmore 

1947) have investigated the relationships between oral and silent 

reading but the empirical evidence that has resulted from such studies 

consists almost entirely of correlations between aspects of the 

end-products of Reading (e.g. number of oral errors and comprehesnion 

score on passages of equal di ff iculty read orally and silently 

respectively.) While no current investigators of the reading process 

would claim that oral Reading is identical to silent Read i ng but with 

oral pronunciation added, lack of controversy and debate in this area 

indicate that, given our present state of knowledge , inves tigation of 

Oral Reading is accepted as a valid avenue into the investigation of 

the Reading Process. Perhaps Goodman (1 972 ) best summarizes the 

present situation: "probably the closest we can come to tapp ing the 

(reading ) process is havin g the reader orally interpret t he text". 

(1 972 p8). 



1.3 Oral Reading Errors (ORE ) 

Oral Reading Behaviour can be divided into two main categories 

- the production of oral int erpretations of the text that are (1) 

acceptable and (2) unacceptable. Acceptable Oral Responses to the 

3 

· textual stimuli demonstrate succesful decoding. Unacc-eptable Oral 

Responses or Errors demonstrate inaccurate decoding. It is this latter 

class that has received most attention from researchers and is the 

subject of this paper. Oral Reading Errors (hereafter ORE) have attracted 

this attention because of their potential for providing insights into 

the decoding methodology used by the Reader. 

1.4 Oral Reading Errors: A Review of the Literature . 

1.41 Introduction 

As Fleming (Goodman and Fleming, 1969, p3) and many others 

have noticed the current climate of thought about any particular 

variable, and the definitions which reflect it, determine the kinds of 

questions researchers ask, the methods they will use to answer them, 

and the sort of evidence that will be considered acceptable. Research 

into ORE certainly demonstrates this determining role of climate and 

for this reason the Literature Review will be separated into three 

Chronological periods: (i) pre 1968; (ii) 1968-72 and (iii) post-1972. 

Such a classification is somewhat arbitrary but it has been chosen to 

give emphasis to the major chan ges which have taken place since the 

influence of Psycholinguistic? assumed a major role in thinking about 

the Reading Process and the ways in which these changes have been 

reflected in the ORE Research. Psycholinguists began to influence 

t h inking about Reading in the lat e 1950's and early 1960's but it was 

not until the late 1960 1 s that their radicalizing impact really 

began to be felt. This, together with the 1968 publication of 

Webers de f initive and comprehensive review of Oral Reading studies 

makes 19 68 a convenient dividing line between studies in which 

Psycholinguistics had virtually no influence and those in which it did. 

Similarly the publication of Goodman and Burkes Reading Inventory in 

1972 marks a date from which virtually all ORE research reflects a 

Psycholinguistic viewpoint. The period 196 8-1972 represents a 

transition period where Psycholinguistic influence was rapidly 



4 

increasing but not yet all-pervading. 

1.42 Research Investigating Oral Reading Errors Prior to 1968. 

1.421 The Research Studies 

Webers (1968) review of ORE research considered 

more than 30 studies. She classified these into five ma in groups 

according to the var iables being investigated. A large group of 

studies were concerned with investigating developmental changes in 

error patterns e.g. Monroe (1932), Duffy and Durrell (1935), Dow (1938), 

Gilmour (1947), Ilg and Arnes (1950) and Schale (1964). Weber concludes 

that all that appears to emerge from this r esearch is that substitutions 

are the most prevalent error type at all developmental levels. A second 

group of researchers have been concerned with the effect of difficulty 

level on error patterns e.g.Schwers (1956), Schale(1964) and 

Christensen (1966). No discernable patterns related to difficulty level 

appear to emerge. The relationships between sex, IQ and error pattern 

have been a third major area of concern. Again no clear pattern of 

relationships appears to emerge. Yet another group of researchers has 

been particularly concerned with one specific error type - reversals. 

Such interest would seem to stem in part, at least, from interest in 

Ortons cerebral dominance theory e.g. Hill(1936),Davidson(1934) and 

Ma lmquist (1958). Weber concludes that reversal errors "were only one 

of several more common types of errors made by both good and poor 

readers" (p 112). The fifth group consists of studies which have used 
I 

ORE to examine the relative i mportance of di ffe rent elements of words 

in decoding. e.g. Davidson (19 31 ), Bennett (1942). The only conclusive 

f inding appears to be that the firs t letter in a word attracts the most 

attention from the reader. In the course of her Review, Weber makes 

very serious criticisms of both the research methods used and the 

theoretical base in which such studies are rooted. Firstly she 

observed that all the studies she had reviewed had failed to consider 

the influence of dialect when classifying "errors". Dialect may have 

little relevance in the New Zealand situation but it does have 

considerable implications for interpreting the results of many United 

States studies! Secondly she found that a wide variety of classification 

systems had been used to classify the errors being investigated . Duffy 
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and Duffell (19 55 ) and Dow (1930 ) for examp le used ' poor enunciation' 

and 'inadequate phrasing ' as error categories; Schummers (1 956) 

ascribed to 'hesitation' the status of an error class. Such lack of 

agreement upon the defining characteristics of the variables being 

measured makes the comparison of results impossible and suggests a 

general lack of precision which necessitates doubt being cast upon the 

validity of the findings of all the studies. Perhaps her most damning 

criticisms, however, refer to the theoretical base of the studies - in 

particular the fixation with words as the only proper unit of study and 

the failure to consider errors according to their linguistic function. 

"In Reading Research, then, deep interest in words as visual displays 

stands in contrast to the relative neglect of written words as linguistic 

units represented graphically ...... Inaccurate responses have tended 

to be handled as isolated units rather than as elements in grammatical 

constructions that are herarchically related to one another in order 

to form sentences." (Weber p 113). 

To gain some understanding as to why such fundamental misorientations 

were so manifest in these studies it is necessary to consider the 

theoretical climate in which they took place. 

1.422 

Research Took Place. 

The Theoretical Context Within Which Pre-1968 ORE 

It is perhaps natural, and typical of the early 

stages in any scientific investigation of a newly isolated phenomena, 

to separate and define the phenomena and then to study the observable 

and measurable characteris t ics of that separate entity. Such a 

research procedure can be described as an anyalytic or molecular one 

and certainly characterises Reading Research in the pre-1968 era. Such 

was the interest in Reading that a vast body of research, greater then 

that in any other curriculum area ( Russell and Fea , 1963) built up , all 

carried out within a context of Re ading being considered as a separate, 

isolated process the r esearch tasks of which were to separate the 

subprocesses and to investigate them and their interrelationships. 

Such research then , has concerned itself mainly with investigating 

specific skills, subskills and processes abstracted out of the reading 

act for more specific study. Goodman (Singer and Ruddell (1970) p 497) 

surr~ arizes 
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such a view of Reading as: "Read ing is a pr e cise process. It involves 

exact, detailed, sequential perception an d identification of letters, 

words, spelling patterns and large language uni ts". Spache 's definition 

(1969) also reflects such a view: "Thus in its simp lest form reading 

may be considered as a series of word perceptions". Such a view then 

regards Reading as the combination of elements into meaningful wholes -

the Reader starts by identifying single letters which he builds up into 

single words, which he builds up into single meanin gful units i.e. 

sentences, paragraphs and 'stories'. A large de gree of the justification 

for such a molecular view has been based upon the nature of the English 

alphabet - in particular its phonological nature and the implications 

it has been assumed this has for decoding written communications. 

Alphabetic writing differs from other systems of writing in that the 

grapholological system is not a direct representation of the referents 

but rather one of Oral Language. Smith (1973, chap 10) contends that 

the choice of an alphabetic system has evolved historically to suit 

writers and printers rather than Readers and that the phonological 

nature of our alphabetic system misleads students of the Reading 

Process into concentrating on factors (visual) that are neither 

necessary or sufficient for reading to take place. To summarize then, 

Reading Researcher's assumptions about the role of alphabetic graphology 

misoriented early Reading Research toward an analytic study of a 

separate, distinct process. Such r e search was atheoretical (Golinkoff, 

1975) ; failed to produce 'improvement' (Russell and Fea 1963); and 

failed to consider Reading as a process in action. (Koler, 1969) 

Just as current thinkin g about lan guage provided the impetus for 

an analytic bias in early Reading Research so it has proved to be the 

catalyst for changing views of the nature of the Reading Process and 

consequently of the research tasks. A review of recent changes in 

thinking about language is therefore appropriate. 

1. 43 The Chan ging Views of the Nature of Language 

1.431 A De s cription of the Ch an ges Taking Place 

Lan guage is the process by which individual members 

of a culture communicate with each other. It involves usin g a set of 
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s i gn als ( code ) which r epr esent mean ing . for each indivi dual, lan guage 

involve s both r e ceiving ( decod in g ) an d sendin g ( encoding ). It i s a 

system that can take an infinite nu1<JD er of f orms to signal any semantic 

informat ion whatever , and a knowle dge of how that system works is 

ess ential for part icipants to be able t o communicat e with each other . 

Two main sensory proces ses are utilised for receivin g me ssages - s i ght 

( r eading ) and hearing ( listening ). for s ending messages voice (speak ing) 

and psychomotor (writing ) processes are utilised . Oral lan guage utilises 

the processes of listening and s peakin g , wr itten l anguage the proce s s es 

of writing and reading . Both are close l y related , but independent , arbitrary 

codes neithe r of which has any direct relationship to mean ing and the 

' real world ' other than t hat which its users ass ign to it. Ora l Lan guage 

i s invariably boun d to the situationa l context wherein it takes place 

and includes some facets that are not present in written language e.g. 

movements, gestures, intonat i ons and stress . Written lan guage takes 

place out of the direct situational context , although it does still take 

pl ace within a definite context . The pas t study of l anguage , too, has 

been hampered by a molecular view emphasising the actual physical 

characteristics (s ounds,orthography ) of the code taking p lace in a context 

which viewed t he receiver of the message as a pass ive reactor to language 

patterns solely according t o the incomingmessage 's phys ical characteristics~ 

However as Fleming (196 9 , p 3 ) observes, since the early 196 0's a bold new 

theory of linguistics has b een researched and became known - the notion 

of transformational - generat ive grammar . This deve lopment opened up 

the whole f ield of the r e l ationship between syntax and meaning . 

Initial impetus fo r this development came mainly from the study of 

the listenin g process. Re s e archer s s uch as Garret ,Bever and Foder· (1966), 

Miller , Heise an d Lichten (1 951) , Pollock and Picket-(1964) and Foder and 

Bever (196 5 ) showed t hat inf ormat ion in the form of context (i.e. 

information outside th e specific s ound t hat is local and specific to 

every indivi dua l word) playe d a s i gn i f icant role in word identification 

and therefore in subsequent c omprehen s ion . Such findings implied that 

the listener made an active contribution to what he hea.rd and that his 

ability to un derstand speech sounds depended to a l arge extent on his 

ab ility to understand meanin gs pri or to receiv i n g the message rather t han 

vice versa . Also relevant was the findin g that the listener did not process 

every s ingle sound contained in the message he was receivin g . Ra ther he 
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samp led from the cue s available , only processinr;, some of tl-Je sounds 

presen ted . Such a finding of course , places un der stress the tradit­

i ona l notion t hat the word is the essen ti a l unit of meaning. The process 

of comprehens ion of spoken messages is th en , not only on ' outside-in ' 

flow of in f ormat ion, but has a major ' inside - out ' flow as well, with 

the listener bringin g to bear his knowl edge of the r egularities of h is 

language and his re levant back ground knowledge to the topic of 

discourse . 

Linguists de lineate physical f rom other characteristics of th e 

language - us in g-process by referring to l anguage as havin g two aspects 

or levels . The physical manifestation of lan guage (the end product of 

the encoder ) is referred to as surface s t ructure . All the processes 

and knowledge involved in attributing meaning to the surface structure 

are referred to as the deep structure of lan guage . If lan guage were 

solely dependent on surface structure (i.e. upon the sum e ffec t of 

individual words) phrases such as ' venetian blind' and ' blind venetian ' 

would have i dent ical meanings. So would 'dog eats man ' and ' man eats 

dog '. The two levels of lan guage are related and meaning is provided 

for the surface structure by the language -users knowledge of the syntax 

and grammar of his language and the relevant mean ingful background 

knowledge contained in the lan guage users deep structure . A meaning-

f ul language unit is not a set of words randomly ordered the sum of 

which adds up to a messa ge ! Rather language is organised into patterns 

which are the sequences in which the elements may occur. Grammar and 

synt2x are the set of rules that determine how words are organized into 

patterns and sentences . Grammar can be re garded as a set of rules for 

generating an infinite number of sentences . The syntactic structure of a 

sentence i mposes groupings that govern the interaction between the mean ­

in gs of the words in t hat sentence . Without knowledge of patterns or 

syntax there can be no un derstand in g because mean in g is not directly 

represented in the surface structure . The eyes and ears are but tools 

of the brain - the ear can only listen and the eye can only look - it is 

the brain that sees and hears . The meaning of any single word will depend 

both on the other words in the sentence and on the grammatical role of 

each of the words in the sent en ce . The existence and use of such rules and 

their presence in the 1ndividual' s deep lan guage structure makes possible 

the treating of individual communi cations as members of classes , a ll 



memb ers of which can be responded to in identical terms. Without the 

existence of such classes human communication would be i mpossible -

every single communication would be adrift in a meaningless sea. 

In encoding meaning then the communicator reaches into his deep 

structure and encodes his message in appropriate syntactical form . 

In receiving communication the subject receives the message in surf ace 

form and decodes it into meaningful information by using his deep 

structure. The learning of lan guage involves the learning of rules for 

generating and receiving admissable combinations. Children cannot 

possibly learn language by imitation or role because meaning is not 

directly represented in the sounds that they hear. Language can only 

be understood through the application of these syntactic rules which 

are never formally or systematically taught. Nor can they be ! Nobody 

knows or can hope to know the complete set of supposed rules ! (Smith 

1971, p3). 

1.432 The Effects of Changing Views of the Nature of 

Language upon Views of the Reading Process : The Contribution of the 

Psycholinguists . 

The implications of changing views of language for 

psychology have been explored Ly a group of researchers who are 

commonly referred to as Psycholinguists . "Psycholinguistics brings 

together the theoretical and empirical tools of both psychology and 

linguistics to study the mental processes underlying the acauisition 
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and use of language" (Slob in 1971,p1) · Such an interest, of course, 

includes all the various aspects of Read in g . Because of the traditional 

separation of Language and Psychology in advanced education such 

comb inations of interest are only recent and there do appear , at times , 

to be severe limitations in the ability of the members of one group to 

understand the model-building and research of t he other (e.g . Mosenthal 

and (versus) Goodman) . They have , however, brought about a major 

re - orientation in views of the Reading Process . They have had 

particularly valuab le contributions to make in two fields: ( 1) the role 

of the alphabet in the Reading Process ; and (2) the decoding strategies 

used in the act of Reading. 
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As noted above early Reading Research took place in a climate where 

the nature of the English alphab et was con s i de red to have a vital role 

for decoding . "It is frequently asserted th a t since the English language 

is written in alphabetic symbols the alph abetic system must be the basis 

of Reading ! This is rather like the argument that hotel guests should 

pay for the telephone service even if they don ' t make use of it, just 

because it is there! " ( Smith , 1973 p 116) . If an alphabetic language 

was such a necessary ingredient f or succes f ul readin g i t would be di f f ­

icult to explain how members of cultures with non-alphabet ic writing 

systems (e. g . Chinese, Japanese ) learn to read s uccesfully . Roan , 

Peritsky and Sotsky ( opcit pp 105-16 ) even cite cases of very poor read­

ers in English mastering the read i n g of Chinese in a very short time - surely not 

possible i f phonological analysis was a necessary ingredient for succesful 

Reading to occur. Such a view of the Reading Process holds that Reading 

cons ists of translating written lan guage into spoken lan guage before 

meaning can be attributed to the w-ri tten lan guage . Readers are required 

to process single graphological units into large r graphological units 

and then into auditory units which are large enough to be meaningful. 

As noted earlier one of t he first findings of recent linguistics that 

had immediate potential for this alphabetic view of the nature of the 

Reading Process was that listeners did not pay me ticulous detail to 

every sound cue with which they were presented. Rather, they were fo und to 

be sampling only as many of the sounds as they nee de d to maintain the 

process of receiving meaningful communications . Con s idering the speed 

at which competent readers operate , there seemed to be an obvious need 

for the investigation of whether similar strategies are employed by 

Readers . Studies by the Psycholingusts of Reading in process (e. g . 

Goodman (196 8), Levin and Williams (1970), Levin and Kaplan ( 1970) , 

Smith (1973) and Gibs on (1970) indicate t hat Readers certainly don't 

reproduce word for word (even subvocally !) the graphological input. 

Smith (1 973 p 29) quotes research to demonstrate that "if normal reading 

proceded by a serial scan on a letter-by-letter bas is , its maximum 

rate would be between three and f our letters a second, or , because English 

words average 5-6 letters in len gth, between 32 and 42 words per minute. 

Because college students read, on the average , at a rate of 300 words 

per minute it must be clear that they do not proceed in such a serial 

way ." Instead Reade rs are as actively involve d in bringing their 'deep 

structure' to the graphology in order to make the recept ion meaningful 

as is the listener to the sounds he hears . 
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The Psycholin guists h ave a lso ques tion ed the notion of vi s ua l 

codes having to b e trans lat ed into aur al code before a cqui s ition of 

meaning takes place . Such recodin g , Psycholinguists hold , is no more 

necessary than it is for a pers on who speaks Maori as a s econd lan guage 

to translate ' hoa• to ' friend ' before he can attach any meaning to th e 

graphological cue 'how'. Psycholin guists instead hold that written 

text and oral speech are merely alternate forms of the same language 

process . The key issue really , is whether the rules of syntax and 

grammar can be applied independently to both visual and aural input 

or whether they can only function upon aural input. Although this 

question is still a subject of considerable debate , it does not prevent 

the application of many o f the Psycholinguists findings into a model of 

the Reading Process . 

1. 433 The Psycholinguistic View of the Reading Process 

Psycholinguists would not attempt to deny t he 

obviously necessary role of graphological input . Obviously without 

any such input no Reading is possible . Rather they would relegate its 

role to that of the minimum necessary for meaningful (eff icient) 

comprehens ion of the encoders message. The more efficient the Reader 

the less visual cues he needs to us e to attain the en coders meaning . 

Reading , then, involves bringing the deep structure of language , to 

bear upon the graphological input, makin g use of the same strategies as 

the listener in orde r to attain the meaning the encoder intended . 

Such a view of Reading can be described as an information - processing 

model. The Reader (as a user of language) interacts with the graphic 

input as he seeks to reconstruct a message encoded by the writer . He 

concentrates his total prior experience and learning on the task, 

drawing on his experiences and the concepts he has developed as well as 

the language competence he has achieved. Such a model posits that the 

nature of the Reading Process is universal . It is the same for all 

languages with only minor variations to accomodate the specific 

characteristics of the orthogr aphy used and the grammat ical structure 

of the language . One of the immediate implications of a Psycholinguistic 

model of Reading is that ' errors ' take on a new stature. In other 

models of Readin g the oral production of a Response that does not match 

the graphological stimul us is mi s mat ching and an error . From a 

Psycholinguistic point of v2-ew all Re snonses to the visual 



stimuli are guesses, estimates or hypotheses about 
the meaning encoded in the passage . They are the products of the 

Readers use of decoding strategies and how close they are to the 

authors intended meaning is a meas ure of that Readers efficiency. 

Errors "point to a selective, tentative, anticipatory process quite 

unlike the process of precise, sequential identification commonly 

assumed." (Singer and Ruddell, 1970 p 499). 
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1. 434 Kenneth Goodman and his model of the Reading Process 

Since even before he received his Ed.Din 1963 

Kenneth Goodman and his colleagues (particularly his wife Yetta and 

Carolyn Burke) have been interested in investigating Children's Oral 

Reading Errors from a psycholinguistic point of view. It was in fact, 

Goodman, who introduced the practice of referring to such errors as 

miscues to remove the 'stain' of incompetence that such terminology 

implied and rather to view such reader behaviour as indictive of the 

cognitive problem - solving strategies the reader was using. Goodman 

has always maintained a strong pedagogical interest which is reflected 

in the very high percentage of his many articles that have been 

published in teaching practice oriented Journals rather than in 

theoretical model - building oriented journals. In addition to his 

journal publications, book-editing and many speaking engagements, 

Goodman has been funded in much of his Research by United States 

Department of Health, Education and Welfare and Department of Education 

grants which have resulted in the publication of comprehensive, 

descriptive Research Reports. To summarize his comprehensive 

contribution from a historical point of view is a difficult task, but 

perhaps his first wide~y publicised contribution to the literature 

occured in 1965 with the publication in Elementary English of an 

article entitled "A linguistic study of cues and miscues in Reading". 

This was followed in 1967 by "Re ading: A Psycholinguistic Guessing 

Game" published in The Journal of the Reading Specialist. In 1968 the 

first report of US Dept of HEW project No. 425, contract No. OE-6-10-136, 

undertaken in conjunction with Carolyn Burke was released and he 

edited a book entitled "The Psycholinguistic Nature of the Reading 

Process." In 1969 the Final Report of Office of Education Project 

No. 7-E-219 entitled A Study of Oral Reading Miscues that Result in 

Grammatical Transformations, again carried out in conjunction with 



Carolyn Burke was released and Gooarr.an pub lished an article which 

was very wi de l y re ad and ackn mded ge d enti t led " The Analysis of Oral 

Readin g miscues : Applied psycholin guistics" in Reading Rese arch 

Quarterly , Fall, 19[ 9 . In his initial ORE research ~oodman had us ed 

a very large number of classificat ion categories but in th i s article 

he had reduced his categories to a much more mar. a geable 28 , and this 

taxonomy began to be us ed by other researchers in their investigation 

of the Read in g Process . These categories were (1) words in miscue; 

( 2 ) correction ; (3) repeated mi scues ; (4) word-phras e identification ; 

(5) observed re sponse in peroiphery ; 

(7) dialect ; ( 8) graph ic proximity ; 

(6) habitual associat ions; 

(9) phonic proximity ; (10) 

grammatical f un ction of Oral Response; (11) funct ion word r ole of Oral 

Respons e; (12) grammat ical function of the Expected Response ; (13) 

function word role of Expected Response ; ( 14) sub - mor pheme level; 

(15) bound morpheme level; (1 6 ) fre e morpheme leve l; (17) v,Ord level; 
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(1 8) phr ase level ; (1 9) clause level ; ( 20) sentence l evel; ( 21) a l lalogs; 

( 22 ) bound or combined morpheme s (types); ( 23) s yn tactic proximity ; 

( 24) semantic proximity ; ( 25 ) miscues involvin g transformations; (26) 

intonational miscues; ( 27 ) s yntatic acceptability ; and (2 8 ) semantic 

acceptability. Also in 1969 , Goodman edited with J.T. Fleming 

Psycholin guistics and the Teach in g of Re adin g pub lished by the International 

Reading Associ ation f rom Newark , Delaware. In 1970, Goodmans most 

important publicat ion was " Psycholinguistic Universals in the Reading 

Process" in the Journal of Typographic Research , and in 1971 he 

published " Decoding : f rom Code to what" in t he Journ a l of Reading . In 

1972 Carolyn Burke and Yett a Goodman published t he Read in g Miscue 

Inventory in which Kenneth Goodman ' s influence is obviously pervas ive 

and widely acknowledged . It is , in fact, a f ur ther breakdown of 

Goodmans earlier Taxonomy , this t i me i nto eleven categories . Thus 

the results of Goodman's research have been put into an even more 

manageab le form for both researchers and practising teachers. Because 

t he RMI is the major analytic tool t o be used in this study a detailed 

description of it will be gi ven after a con s i derat i on of Goodmans 

' Theory of Reading '. Perhaps the final major step in the spreading of 

Psycholinguis tic i de as on t he Peading Process was t he publishing of 

Psycholinguistics and Readin g edited by Frank Smith in 1973 . This 

included f our chapters written by Kenneth Goodman. Since t hen Goodman 

has contin ued to publish regularly and to supervis e a wealth of research . 

Up unt il 1975 Goodman was the Director of the Re a din g Mis cue Centre at 



Wayne University in Detroit, Michigan. Since then he has been a 

Professor at the University of Arizona in Tuscan. Some consideration 

will now be given to the results of Goodman's research and model 

building - i.e. his theory of the nature of the Reading Process. 

Goodman's Model of the Reading Process 
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Goodman characterises the "Reading Process" as a "Psycholinguistic 

guessing game" the fuel of which is the search for meaning. Goodman 

hypothesizes that the reader is simultaneously utilising three cue 

systems. These are: 

(1) The graphophonic cue system. This consists of (a) visual 

graphic information - letters, spelling patterns, punctuation and 

blank space; (b) phonological information - sound and sound patterns 

(intonation) - pitch, stress and pause - and (c) phonic information 

- the complex set of relationships between graphic and phonological 

representations of language. What constitutes useful graphonic 

information will depend upon how much relevant syntactic and semantic 

information is available to the specific reading act; 

(2) The syntactic cue system. This contains the readers 

knowledge of syntax - his knowledge of sentence patterns, pattern 

markers and generative transformation rules and 

(3) The semantic cue system. This consists of the readers 

store of relevant experience, concepts and vocabulary. 

Efficient utilisation of these cue systems to achieve meaning is 

dependent upon the development of e f ficient strategies. These strategies 

are 

(1) sampling - selecting only the most useful and necessary 

graphic cues; 

( 2) predicting - getting .to the underlying grammatical structure 

to anticipate what is likely to be f ound in print. 

(3) confirmation - checking the validity of predictions and 



(4) correction - when predictions prove to be inadequate 

(incorrect) the input data has to be reprocessed . The role of each of 

the strategies will vary with the nature of the Reading task . Such 

a model involves no heirarchy or sequence of subskills . To use all the 

cues available would not only be slow and inefficient but would 

actually lead the reader away from ( interfere with) his primary goal 

which is cor.-1prehension . 

1. 435 The Reading Miscue Inventory 

Goodman and Burkes Reading Miscue Inventory 

(hereafter R.MI ) represents a shorter and more manageable form of 

Goodmans original taxonomy . Its use results in each error being 

measured upon a number of variables according to the answers given to 

each of the nine questions which are asked about every miscue . The 

answers to some of these questions are then used to compute patterns 

of relative strength in Comprehen s ion and Grammatical Relationships . 

Its authors state that "the RMI should aid the educator in applying 

reading miscue information to the classroom . It is an attempt to 

narrow the tremendous gap between research and application which has 

become almost a tradition in education 11 
( RMI manual p10) . "The RMI 

will provide the teacher with a window into the Reading process as 

it operates within individual readers . At the same time it will allow 

h i m to analyze a singlestudent ' s reading for the purpose of planning 

language experiences through which the student can expand his reading 

effectiveness . 11 (op cit p15) . 
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Administration of the RMI involves four basic operations . Firstly , 

the subject'sOral Reading of a passage and his retelling of that 

passage are recorded . In the retelling the test administrator may 

use questioning to elicit Responses which indicate the depth of mean ing 

the subject has attained. Secondly the taped Responses are recorded 

on Coding Sheets , errors are classified according to the answers given 

to each of the nine questions , and the Retelling is scored according 

to a standardized points scale distribution . Table 1 . 1 is an example 

of the Coding Sheet , Table 1 . 2 lists the nine R~I questions and the 

scoring criteria for each one, and Table 1 . 3 the points distribution 

to be used for scoring the Eetelling . The third stage involves using 
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Table 1 . 2 READING MISCUI: IN VE NT ORY QUESTION S 

Question 1: DIALECT . Is a Dialect Variation Involved in the Miscue? 

If a variatior: is involved , the appropriate box is rr,arked 11 Y11 

for yes. If no dialect variation is involved , the box is 
left blank . 

Question 2 : INTONATION . Is a Shift in Intonation Involvec in the 
Miscue? 

If a shift in involved, the appropriate box is marked 11 Y11 

for yes . If there is no variation involved, the box is left 
blank . 

Question 3 : GRAPHIC SIMILARITY . How Much Does the Miscue Look Like 
What Was Expected? ;', 

Y - A high degree of graphic si~ilarity exists between the 
miscue and the text . 

P - Some degree of graphic similarity exists between the 
miscue and the text. 

N - A graphic similarity does not exist between the miscue 
and the text . 

Question 4: SOUND SIMILARITY . How Much Does the Miscue Sound Like 
What Was Expected? * 

Y - A high degree of sound similarity exists between the 
miscue and what was expected . 

P - Some degree of sound similarity exists between the miscue 
and what was expected . 

N - A sound similarity does not exist between the miscue and 
what was expected . 

Quest i on 5: GRAMMATICAL FUNCTION . Is the Grammatical Function of 
the Miscue the Same as the Grammatical Function of 
the Word in the Text?* 

Y - The grarr.matical functions of the two are identical . 

P - It is not possible to determine the grammat ical function . 

t! - The grammatical functions of the two differ . 

;':I:f the miscue is an orr.ission or in s ertion , this category is not 
marked . If the miscue involves more th&7 one word , this category is 
not marked. If the miscue involves intonation, this category is not 
markec . 



Question 6 : CORRE CTION . I s t h E: V.i s cue Corrected? 

Y - The miscue is corrected . 

P There is an unsuccessful attempt at correction . Or a 
correct response is abandoned . 

N - There has been no at t empt at correction . 

Question 7 : GRAMMATICAL ACCEPTABILITY . Does the Miscue Occur in 
a Structure which Is Grammatically Acceptable? 

Y - The miscue occurs in a sentence which is grammatically 
acceptable and is a cce ptable in relation to prior and 
subsequent sentences in the text . 

P - The miscue occurs in a sentence which is grammatically 
acceptable but is not a cceptable in relation to prior and 
subsequent sentences in the text . Or the miscue is 
grammatically a cceptable only with the sentence portion 
that comes before or after it . 

N - The miscue occurs in a sentence that is not gram~atically 
acceptable . 

Question 8 : SEMANTIC ACCEPTABILITY . Does the Miscue Occur in a 
Structure which Is Semantically Acceptable? 

Y - The miscue occurs in a sentence which is semantically 
acceptable in relation to prior and subsequent sentences 
in the text . 

F - The miscue occurs in a sentence which is semantically 
acceptable but is net acceptable in relation to prior 
and subsequent sentences in the text . Or the miscue is 
semantically acceptable only with the sentence portion 
that comes before or after it . 

N - The miscue occurs in a sentence that is not semantically 
acceptable . 

Q~estior. 9: MEANING CHANGE . Does the Miscue Result in a Change of 
Meaning? 

Y - P~ extensive chan ge in meaning is involved. 

P - A minimal change in meaning is involved . 

N - No change in meanin g is involved . 

1E 



Table 1 . 3: Points Dis t r ibut i on in Scori ng Retellinb 

STORY MATEPJ AL f'Om-'. P.T 

(for fictional or b iographi cal ma terials) 

Character Analysis : 

Recall: A listing of the charact ers involve d in the story. 

Development : Information con cerning the ch a racters' physical 
appearance , attitudes and f eelings , behaviour , relati onship to 
other characters . 

Events : The actual happenings as they occur . 

Plot : The plan upon which the sequence of events is organized . 
The overall question or problem which is the central concern of 
the story . 

Theme : The generalization , perspective, viewpoint, or truism around 
which the story and its plot are built. 

INFORMATIONAL MATERIAL FORMAT 

(for instructional ~aterial) 

Specifics : The actual happenings , items, instances , or bits of 
information in the material . 

Generalizations : General information which can be deduced from 
examination of the interrelationship of specific items or facts . 
Generalizations relate directly to the topic of the material . 

Major Concepts : Over- reaching or universal views or positions which 
are abstracted from generalizations . Concepts can be applied to 
diverse topics and across fields of study . 

POINT DI STRIB UTION FOR RETELLING FORMATS 

STORY MATERIAL 

Character Analysis: 

Recall 
Developr1ent 

Events 
Plot 
Theme 

Yiaximum 
Points 

15 
15 
30 
20 
20 

INFORP~ TIONAL MATERIAL 

Yiaximum 
Points 

Specifics 
Gene r alizations 
Major Concepts 

40 
30 
30 

19 
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some of the answers to the nine questions to compute the Grammatical 

Relationships and Comprehension Patterns . The RMI questions which 

determine the Grammatical Relationships Pattern are Correction (question 

six), Grammatical Acceptability (question seven) and Semantic Acceptability 

( question eight). The pattern produced is designed to "give insight 

into how concerned the reader is that his oral reading sounds like 

language." ( op cit p 71). There are eighteen possible answer 

combinations amongst these three variables and these combinations 

have been categorized according to the degree to which they indicate the 

Readers strength in using the grammatical and meaning cue systems. Table 

1 . 4 sets out the possible patterns and the various combinations which 

make up each one . The RMI questions which determine the Comprehension 

Pattern are Correct ion (question six ), Semantic Acceptability (question 

eight) and Meaning Change ( question nine) . The answersto these questions 

are used to produce a "pattern which gives insight into whether there 

has been a meaning loss" (~ cit p 75 ). Table 1. 5 lists the possible 

Comprehension patterns and the various combinations which produce each 

one. The final stage of RMI administration is the drawing up of 

each subjects " Reader Profile". This involves the summarizing of the 

subjects Reading Performance by showing his stores on 'Comprehension 

Pattern', ' Sound/Graphic Relationships ' and 'Grammatical Relationships·'. 

Bar graphs which demonstrate the relative percentages assigned to 

each of the various categories are produced for each of these measures . 

Table 1 . 6 shows how the bar graph for "Comprehension Pattern" is drawn 

up and Table 1 . 7 shows the format used for the ' Sound/Graphic Relation­

ships' and ~rammatical Relatiopships' bar graphs . 
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Table 1. 4 : ?ATT"SP}lS or GFA!".tlP.TJ CAL RELATIONSHIPS 

Strength fartial StrenE;:th '.:eakness Overcorrection 
(Us es graDmatical ( Us es grammatical (fails to us e (Overuse of 
and IT'eaning cues) cues only) grammatical or correctjon 

meaning cues) strategies ) 

6Y + 7N + 81~ 6N + 7Y i- BN 6N i- 7N i- BN 6Y + 7Y + BY 
6Y + 7P i- BN 6N i- 7Y i- BP 6N i- 7P i- BN 6P i- 7Y i- BY 
6Y i- 7Y i- B'.'i 6P + 7Y i- 81' ., 6N i- 7P i- BP 
6Y + 7P i- BP 6P + 7Y i- BP 6P i- 7N i- BN 
6Y + 7Y + 8P 6P + 7P + BN 
6N i- 7Y i- BY 6P i- 7P i- BP 

Table 1. 5 : PATTERNS OF COMPREHENSION 

Patterns whi ch caus e NO LOSS of Comprehension 

6Y + BY + 9N 6Y + BP i- 9N 

6Y + BP i- gp 6Y i- BN + 9N 

6Y i- BP + gy 6N + BN i- 9N 

6Y + BN + gy 6Y i- BY i- gp 

6N + BY i- 9N 6Y i- BN i- gp 

6N i- BP i- 9N 6Y i- BY i- gy 

Pat terns which Cause PARTIAL LO SS of Comprehension 

6N i- BP i- gp 6P i- BN i- gp 

6N i- BY i- 9:0 6P i- BP + gp 

6P i- BY i- 91J 6P i- BY i- gp 

6P i- BY i- gy 6P i- BP i- 9N 

6N i- BY i- gy 6P i- BN i- 9N 

Patterns which Cause LOSS o~ Comprehension 

6!, + BN i- gp 

6): + BH i- gy 

51· 
" i- BP i- gy 

6? i- BlJ + gy 

6P + BP + gy 



COLUMN TOTAL 

PERCENTAGE 

QUESTION TOTAL 

U) 
U) 

0 
,_:i 

0 
z 

16 

64% 

Table 1 . 6 . CALCULATION OF COMPREHENSION BAR GRAPH . 

U) 

VJ 
0 
,_:i 

,_:i 

<>:: 
H 
E-< 
~ 
<>:: 
P--. 

2 

8% 

25 

U) 

VJ 
0 
,_:i 

7 

28% 

Percentage Line 

Frequency Line 

l'v 
l'v 



Table 1 . 7 SOUND/GRAPHI C RELATIONSHI PS AND GRAMMATICAL RELATIONSHIPS 

SOUND/GR A PHIC R EL ATIONS H I P S GR A MM A T ICAL R ELA T I ONS H IPS I 
SOUND GRAPHIC FUNCTION RELATIONSH I PS 

High Some None High Some None Identical Indeterminate Diff erent Strength 
Partial 

We akne ss Ove r correction 
Stre ngth 

I 

10 0 100 100 100 100 100 100 100 100 1 00 100 1 00 100 I 
90 90 90 90 90 90 90 90 90 90 90 90 90 i 

• . 
80 80 80 80 80 80 80 80 80 80 80 80 80 ! 
70 70 70 70 70 70 70 70 70 70 70 70 70 ! 

I 

60 60 60 60 60 60 60 60 60 60 60 60 60 

50 50 50 50 50 50 50 50 50 50 50 50 50 
i 

40 40 40 40 40 40 40 40 40 40 40 40 40 l 
I 

30 30 30 30 30 30 30 30 30 30 30 30 30 

20 20 20 20 20 20 20 20 20 20 20 20 20 
; 

10 10 10 10 10 10 1 0 10 10 10 10 10 10 
I 

(, 



1. 44 ORE Research During the Transition Period 1968-72 

1 . 441 American Research 

During the late 1960 1 s and until the 

publication of the RMI in 1972 a transition period can be distinguished 

in which investigators began to consider ORE from a Psycholinguistic 

point of view . 

Following her 1968 Review of the literature Weber carried out what 

she termed a linguistic analysis of the reading errors of 1st grade 

subjects . Such a study was designed to rectify many of the deficits in 

the ORE research that she had presented in her review. Her study was 

ndesigned to provide insight into the strategies that readers bring 

to the reading taskn (p 429) . Her sample consisted of 21 New York 1st 

grade pupils (Chronological Age mean= 6 . 9 years , IQ mean= 109) , 

twelve of which were identified as ' fast movers' and 9 as ' slow 

movers '. The subjects were tested regularly over a year and errors were 

classified into four classes - substitutions , omissions , insertions and 

reversals . A total of 1072 miscues were so classified , 639 of which 

were made by the high ability group, and 403 by the low ability group . 

Substitutions made up 79 . 9% of the errors made (High group 78 . 7% , Low 

group 81 . 6% ), Insertions 9 . 2% (High= 9.5% , Low= 9.2%), Omissions 

8 . 4% (High= 9.4% , Low= 7 . 2%) and Reversals 2 . 4% of the miscues 

(High= 2 . 5% and Low= 2 . 4%) . Weber compiled a rather complicated 

Graphic Similarity Index to compare Substitutions (Oral Response) with 

the text (Expected Response). She found a definite suggestion that 

good readers miscues were likely to resemble the Sword more than the 

poor readers . However she only applied the Index to substitutions in 

which at least one letter was the same and this resulted in over 20% of 

the substitutions being excluded from such analysis. Errors were also 

classified as to whether they were syntactically acceptable, whether 

they were semantically acceptable and whether they represented the 

appropriate part of speech (nouns , verbs , noun modifiers. adverbs, 

personal pronouns, function words , proper nouns , animal sounds, and 

nonsense.) She found that 91% of the cues were syntactically 

acceptable, 92% were semantically appropriate within the sentence , and 

64% represented the appropriate part of speech. Weber concluded that 

nthe analysis of the level of grammatical structure did not indicate 



that the children had to learn to use the constraints of grammatical 

structure in Reading. Rather , it SU£gested that from the very beginning 

the children expected the sentences that they read to conform to the 

structure of the language they already know and that they actively 

used this knowledge while they read." (p 50). 
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Yetta Goodman (19 68 ) investigated the ORE pattern of six beginning 

readers . Her subjects were examined at nine one monthly intervals and 

the miscues gathered were examined in terms of (1) level of the cueing 

system used within the language (2) how subjects handled miscues once 

they had been produced and (3) the types of miscues produced. The 

results led her to conclude that:(1) the type of miscues made change 

qualitatively as the reader matures; (2) dialect appeared to play a 

greater role in producing miscues that did semantics and (3) syntax 

had a greater role in cueing than did semantics. 

Allen (1969) used a sample of 15 subjects, 5 each from the 2nd , 

4th and 6th Grades. The subjects were randomly selected from class 

lists from which teachers had eliminated the 8 best and 8 poorest 

readers. Pupils Reading from a basal series not used in the school , 

but of an equivalent difficulty level to their current instructional 

material,was tape recorded and the 1521 miscues so obtained were 

classified according to the revised Goodman Taxonomy of Miscues. Of 

the four variables examined - graph ic , phonemic, syntactic 

and semantic acceptability, syntactic acceptability was found to be the 

highest at each level . Seventy percent of the miscues had full 

syntactic acceptability over all three Grade levels. Twenty-one 

percent of the fourth grade miscues , 15% of the 6th grade miscues 

and 10% of the 2nd grade miscues were not semantically acceptable in 

any sense . 

Burke (1969) studied the miscue patterns of six proficient 6th 

Graders who were required to read and retell from a basal 8th grade 

text . She found that the error rate varied from 2 . 4 to 5 . 2 per 100 

running words and that there was no significant relationship between 

the number of miscues , comprehension and self-correction rate. 

Eighty one percent of the miscues were syntactically acceptable and 

61% semantically acceptable . She also noted that readers can operate 



with proficient oral reading skill while gainin g only minimal and 

sup erficial meaning. 

1.442 NZ Research during the Transition Period - The 

Contribution of Marie Clay. 

Even before 1968 ORE Research from a Psycho­

linguistic viewpoint was being pioneered in New Zealand by Marie Clay 

2 E, 

of Auckland University. Clay's early r esearch s eems t o initially have been 

gr anted insufficient attention overseas, presumably be cause of both 

geographical and status gaps! Clay 's particular interest has been in 

beginning readers and this is mirrored by the title of her 1966 Ph.D 

Dis s ertation - "Emergent Reading Behaviour ", In 1967 Clay published an 

article in the New Zealand Journal of Educational Studies entitled "A 

Syntactic Analysis of Reading Errors". In this study 100 randomly 

selected, representative 5-year-olds were observed rea ding orally over 

a week and 10,525 errors were obtained. 73% of the errors were found 

to be substitutions and 72% of these substitutions occured in equivalent 

morpheme-class or morpheme-sequence structures. Only 41% of the single 

word substitutions showed "that the child might be responding to some 

visual characteristics of the letters "(p 437) . Twenty-six percent 

of the 10,525 errors were self-corrected and she found that some types 

of error were more likely to be self-corrected - for example pronou~s 

were more likely to be self-corrected than nouns . She also concluded 

that since equivalent word substitutions (79%) accurred more frequently 

than sequence substitutions (58%) "it appears that some of the constraints 

of the correct linguistic environment are not available in sequence 

substitution." (p 437). 

In a related MA Thesis carried out under Clay's supervision, Williams 

(1968) investigated the Oral Reading Behaviour of Std 1 children . 

Williams used 120 subjects randomly selected from 6 schools, 40 (15 boys 

aI,~ 25 girls) being selected from two schools in areas of a High 

Socio-Economic Level, 40 (21 boys and 19 girls) from two schools in a 

Middle Socio-Economic Level areas and 40 (21 boys and 19 girls) from 

two schools in Low Socio-Economic Level areas . Each subject was 

administered the Burt Oral Word Reading Test, The Peab ody Picture 

Vocabular y Intelligence Test and up to five passages of increasingly 



difficult graded prase material taken from American Basal Readers . The 

length of the prose passage s varied from 137 to 221 words . The 

subject Kas not requirec. to continue reading if he took more than five 

minutes to read a particular passage . Williams found that 50% read 

all the material with 95% accuracy and 85% with 90% accuracy . He found 

that reading ability varied considerably according to the level of the 

Socio- Economic group the subject came from . Seventy per cent o~ the 

pupils i n the HSE group were highly accurate ( 95% accuracy) , 50% of the 

MSE group were highly accurat~ but that only 27 . 5% of the LSE group 

could be so described . Out of all the errors made , 50% were simple 

substitutions , 27 . 93% Omissions and 13.12% Insertions . Although 

Williams used four other categories (return sweep , errors of intontion 

or accent, complex substit utions an d complex reversals) these three 

categories described more than 90% of all error behaviour . He also 

noted that "Reversals , generally viewed as one of the large bogeys of 

reading problems were of only minor significance " (p 124) . A tendency 

was observed for Average and Low Ability Readers to produce a higher 

percentage of omissions and for High Accuracy Readers to make more 

insertions . Williams gave considerable attention to the relative 

incidence of word-function both in the test passages and in the error 

patterns . He concluded that "analysis of incidence of word function in 

graded passages did not reveal any dist inct patterns although the 

functions which are recognised as conveying most meaning in a text , 

namely nouns and verbs , were clearly the most prevalent functions ..... . 

The percentage occurence of errors according to the respective grammatical 

function of the expected responses did not vary greatly from the actual 

percentage occurence of the various grammatical functions in the texts ... " 

(p 126) . Of all the miscues analysed 60% were found to have an 

equivalent grammatical function and 88% had some semblence of 

functional equivalence . Seventy- two percent of the errors were found 

to be total l y syntactically acceptable , another 11% syntactically acceptable 

\··!1en cons icered with the words preceding the miscue in the sentence anc 29& 

when compared with the words following it . Semantic Acceptability 

revealed 2. similar pattern " though the force of the semant ic cues was 

not as powerful." (p 128 ). Forty percent of the miscues were totally 

acceptable , 16 . 73% were acceptable with the immediately preceding words , 

3. 07% with the followin g words and 5 . 83% within the sentence structure 

only . A significant difference was found amongst the 3 SI groups in 

terms of miscues that were totallv semantically acceptable . Sl.l!::jects 



from the HSE group had 55% of their mi s cues totally s ematically 

acceptable , those from the MSE group 37% and for those from the LSE 

groups only 30 . 2% of the mi s cues were totally semantically acceptable . 
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No similar relationship was found in the other ca t egories of s emantic 

acceptability. Eighty-six per cent of the miscue s were grapho-phonically 

acceptable and of those that were acceptable, the beginning letter(s) 

of the Sword was equated in 80% of the miscues , and the final letter(s) 

in 53%. Minimal attention was found to be given to the median elements . 

He found that the less able used letter-sound relationships cues more 

often the more able readers and that phonic cues were used most 

succesfully in a checking, correcting role and least succesfully 

when used to attack unknown words. Self-corection rate varried from 

1:3 in the high ability readers to 1:8 in low ability readers . Forty­

two percent of total self-correction behaviour involved regression with 

high accuracy readers being more likely to use this technique then 

low accuracy readers. Williams also investigated the relationship 

between Burt Test scores and Reading performance and , while critical 

of the over-use of this test in the schools in which he was working , 

concluded that there was a definite role for such a test but that it 

needed to be developed and standardized in New Zealand conditions. His 

overall conclusion was that "the most powerful cues in reading at the 

Standard One level are those based upon the Oral Language patterns the 

children themselves use." (p . 206). 

Marie Clay also supervised Watson (1 973) in her M.A. Thesis. Watson 

investigated the Oral Reading strategies of 3rd form students . She 

was in terested in whether the errors made by these pupils provided 

any evidence of the ways in which they used syntactic and semantic 

cues in the reading text and whether there were diffe r ences in the 

way they used these strategies. She set herself four specific 

areas of investigation: (1) the extent to which students have acquired 

rhe necessary reading skills by the time they have reached the third 

form;(2) what happens to reading behaviour as difficulty increases; 

(3) in what ways have reading skills been refined and extended in the 

case of better readers and (4) in what ways are the poorer readers 

responding differently from the better readers . Her subjects comprised 

the entire third form of a North Shore High School , the mean of their 

Chronological Age being 13 . 9 years with a Standard Deviation of 5 . 5 



months. The total sample was separated into quar·tile groups (Low, 

Lower Middle , Upper Middle and High) on the basis of their PAT 

Comprehension scores . Each subject was required to read from Form A of 

the Neale Analysis of Reading Ability which consists of passages of 
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prose grade d for difficulty from 7 to 12 year old Reading ability . 

Seventeen of the Subject's Reading performances were so poor that they were 

only required to read the first three passages . Error scores calculated 

did not include self-corrections and the total of 5 , 044 errors obtained 

were assigned to one of seven categories . Substitutions were found to 

comprise 56% of the total errors , omissions 28% , Insertions 12%, Reversals 

0.8%, Complex Subst itutions 1.2%, Complex Reversals 0.4% and Errors of 

Intonation or Accent 2 .1%. The three most common Error types 

(Substitutions , Insertions and Omissions ) were then compared for relative 

incidence amongst the quartile groups . Incidence of Subst itions and 

Insertions were fo und to consistently increase with Reading ability and 

relative incidence of Omissions to consistently decrease. When errors 

were considered as to whether they involved real words or non-words 

another consistent trend was noted - the greater the ability of the 

reader, the more likely the error was to involve a ' proper ' word . Watson 

also considered the syntatic and semant i c acceptability of the miscues 

using the same criteria as had been used by Williams . Table 1.8 

summarizes her results 

L 

L-M 

U-M 

u 

Table 1 . 8 SYNTACTIC AND SEMA~TIC ACCEPTABILITY OF MISCUES (aftef~~tsory 

Totally Partly Totally Partly 
Syntactically Syntactically Semantically Semantically 
Acceptab le ( % ) Acceptable( %) Acceptable ( % ) Acceptable(%) 

49 21 32 26 

60 19 47 24 

67 16 51 24 

80 14 64 25 

Again , two clear trends can be observed . Firstly, the better t he 

reader t he more like ly his miscues are to be syntactically and 

semai7tically acceptable and secondly that,amongst all groups , syntactic 

constraints would appear to be more potent than semantic ones . Watson 

also found that the "syntactic 2nd semantic acceptability of the 

errors made decreased rapidly with the increasing difficulty of the 
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text passages, regardless of t he relative ability of the r eader. The 

complexity of the material h owever, has a gr eat e r eff e ct on poorer 

readers who lose control of semantic and s ynt actic con s t r aints at a more 

elementary level than do the profi cient r ea der s ." (p 49) . 

Although the studies des cribe d above constitute t he main OPI 

research done in New Zealand, Clay's interest in the interelationships 

of Language and Reading has not b e en con f ined to ORE as any perusal 

of a list of her publications will quickly show . Clay, like Goodman, 

has a strong pedagogical interes t and her recent publications aimed at 

improving the quality of Reading Instruction "Reading: The Patterning 

of Complex Beh aviour" ( 1972) and "The Early Detection of Reading 

Difficulties" (1972) represent a major contribution to the field of 

Reading Instruction . These pu_h lications have made available to 

New Zealand teachers many of the direct educational implications of 

Psycho-linguistic research into Reading and New Zealand Reading Teachers 

have been uniquely lucky to have such material readily available . The 

overall contribution of Clay in the interpreting of modern thought 

about Reading to the classroom practitioner can be equated in 

importance with Goodmans . 

1. 45 ORE Research Since 1972 

1 . 451 Introduction 

Since the publication of the RMI in 1972 a 

large number of studies have been carried out investigating ORE 

patterns using either Goodman ' s Taxonomy or the RMI . Most studies have 

been concerned with investigating the variations in error types and 

miscue patterns with different subjects under different conditions . 

These studies can be classified according to the conditions under which 

the miscue patterns were being investigated . 

1.452 Miscue Patterns in Languages other than English 

Psycho-linguistic view s of the Reading Process 

consider that the nature of the proces s app]ies universally and that 

this should be re f lected i n t he error patterns of subjects us ing 



languages other than English . Romatowski (1972) studied the ORE 

patterns of 3 bilingual (r.nelish and Polish) students. The subjects 

read one story in English and one in Polish, retold both and the errors 

were then classified according to Goodmans taxonomy. He found no 

significant differences between relative use of syntax, semantics and 

self-correction . Hoda (1977) investigated the OP£ patterns of 6 

bilingual students whose predominant language was Yiddish . Subjects 

read from Yiddish and English books of equal reading difficulty and 

the RMI was used to classify the errors . She found no significant 

differences in error patterns and concluded that the RMI was 

"completely useful" with a language having a different alphabetical and 

directional system 

1.453 The Effects of Dialect on Miscue Patterns . 

Sims (1972) examined the effect of North 

American black dialect on OPE by comparing the patterns of 10 2nd 

graders , each reading one story written in standard English and a 
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second one written in black dialect . Reading and Retelling were 

recorded and errors were then classified according to Goodmans Taxonomy . 

He found that any differences in Reading performance were a function of 

the relative Reading proficiency of the subject rather than of the 

differing dialect structure of the stories . He concluded that it did 

not appear to be efficacious to develop dialect-specific readers for 

widescale use in beginning reading instruction with dialect speakers . 

Rigg ( 1974) used the RMI to classify the first 50 miscues of 9 subjects 

5 of whom were speakers of a rural black dialect and 4 of whom were speakers 

of an urban black dialect. He found widely varying individual levels of 

reading proficiency but concluded that those differences had no 

relationship with dialect-type . Bean (1976) studied the ORE of 50 

Hawaian Island dialect speakers in Grades 4,5, and 6. Th e first 50 

miscues of each subject were classified using the RMI . He found that 

!"liscues which could be attributed to dialect were mainly phonological 

i n nature and did not interfere with the at t aining of meaning. 

Neither did they result in an error pattern any different from what was 

expected . He also noted a developmental trend in that 4th graders 

were more reliant on Grapho-Phonic cues than 5th or 6th graders and that 

the 6th graders were more adept at using semantic cues . 



1.454 Piiscue Patterns in Subjects with fersonality and 

Learning Style Differences . 

Most of the research in this area has 

concentrated upon the ORE pattern differences between students who can 

be classified as ' reflective ' and those who can be classified as 

' impulsive ' . Butler (1972) selected 15 reflective and 15 impulsive 

students of average Reading ability by reference to their scores on the 

Matching familiar Figures (Mff) test . A total of 2,813 miscues were 

classified according to the Goodman Taxonomy . He found that the 
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subjects classified as reflective made significantly greater repetitions 

and had a higher self-correction rate (21 . 04%) than did the impulsive 

subjects (13 . 2% ). He found no significant differences as to the number 

of miscues , the percentage of miscues which were syntactically and 

semantically acceptable and in the number of hesitations . Hood (1973) 

also used the MfF t~st to select 79 subjects f rom 4 1s t grade classes , 

39 of whom he classified as impulsive and 40 as reflective . He found 

that the reflective readers produced fewer miscues that differed from 

the text and that reflective readers were more likely to self-correct 

substitution miscues than impulsive readers when the miscue was syntact­

ically and/or semantically inappropriate . Butl (1974) selected 15 impulsive 

and 15 reflective subjects of average Reading ability out of a population 

of 109 2nd grade boys . He compared their ORE patterns according to Miscue 

frequency , semantic acceptability , frequency of hesitations , repetitions 

and rate of self-corrections . He f ound significant differences between 

the groups in rate of self- correction and frequency of Repetitions . 

Readence (1975) also used the ~ffF to select 41 3rd grade boys and girls 

of average reading ability which he divided into three groups - impulsive , 

reflective and ' mixed '. He used the RMI to analyze the first 25 miscues 

produced upon the Reading of basal material . He found no significant 

sex differences but did find differences amongst the groups in terms of 

relative us e of graphic and sound cues. 

Gutknecht (1972) investigated the error patterns of perceptually 

handicapped subjects . He used the ITPA to confirm the diagnosis of 5 

pupils who had been referred to neurologists as perceptually handicapped . 

He found no significant differences in their ORE patterns compared with 

' normal ' subjects and suggested that the classification and treatment of 

the perceptually handicapped should be seriously examined . 



J<aplan ( 197 3) investig_ated the role of anxiety in error patterns . 

J--ie used the Childrens Manifest Anxiety Scale and analysis of human 

figure drawings to select 6 high anxiety and 6 low anxiety subjects, 

all of whom were of average intelligence and Peading ability . He found 

that the low anxiety group did not tend to correct syntactically and 

semantically acceptable miscues as much as did the high anxiety group , 

and that the low anxiety group were better able to interpret, to 

interrelate and to deal with abstractions than were the high anxiety 

group . 

Blustein (1977) investigated the relationship between Problem 

Solving P~ility and OR strategies in a group of 90 randomly selected 

6th grade pupils . Reading was tested on passages from Basal 

Instructional texts of appropriate difficulty level and problem­

solving ability on eight permutations of circular patterns of eight 

black and white dots . He found that efficiency in problem solving 

was ' moderately ' positively correlated with the efficient use of 

semantic and syntactic cues . 

1. 455 Miscue Patterns Where Different Purposes for Reading 

are Set . 
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Miscue Analysis has also been used to investigate 

the e ffect Reading for different purposes has upon the Reading Process . 

Stafford (1972) used a group of 45 3rd grade students and 45 6th grade 

st udents all of average Reading ability . The 90 subjects were 

separated into 3 treatment groups and were required to read passages 

f rom For~ A of the Gilmore Oral Reading Test . The first group was 

instructed simply to read carefully, the second group was required to 

read for general purposes and the third for specific purposes . He 

found no significant differences in Miscue patterns amongst the three 

groups . ~n a study concerned mainly with the investigation of effects 

of exposure to a Ludington Reading Room , Thornton (1973) compared the 

ORE patte!'!ls of 16 slightly below average 5th Grade Readers , eight of 

whom had been exposed to a Ludington Room and eight of whom hadn 't. He 

observed t~at when a specific purpose for readin g ~as set , ' interference 

phenomena' appeared to reduce the efficiency of the reading process -

a greate~ proportion of syntactically and semantically unacceptable cues 

were produced . 



1. 456 Miscue Patterns Where Different Types of Reading 

Material are Us ed. 
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Carlson (1970) investi gated the miscue patterns 

of 6 average 4th graders reading two sections from each of Basal Reading , 

Science and Social Studies texts . The 1857 miscues generated were 

classified according to the Goodman Taxonomy . The error patterns found 

led him to conclude that the basic process being us ed to read the three 

di fferent sets of material was "the same". He did note, however , that 

the ratio of non-correction to correction of miscues was much higher in 

the content area materials than in the Basal Reade r stories , and that 

content area miscues had a lower semantic acceptability score . Kolezynski 

(1 973 ) used the RMI to analyze the miscues of average readers in their 

encounters with the language patterns found in four content areas -

Sci ence , Social Studies, Maths and Literature. His 20 6th graders of 

average or above average reading ability were required to read one passage 

from each section area . He found no significant differences in the 

relative syntactic and semantic acceptability of the subjects miscues. 

Brazee (1 976) compared the miscue patterns of 55 8th graders of average 

Reading ability on Reading materials whi ch were described as Expository 

with t hose where the Prose could be described as Narrative . He found 

significant difference in seven of the eighteen categories of miscue 

categories used . Reading Expository material the subjects relied more on 

graphophonic cues and produced more intonation miscues . On the Narrative 

material a significantly higher percentage of miscues resulting in 

Comprehension Loss were found but the retelling scores were higher ! 

1.457 Miscue Patterns in Readers Who Have Been Subjected 

to Different Teaching Methods . 

Some investigators have investigated the error 

patterns of subjects who have had the use of Ludington Reading Rooms as 

part of their Reading Instructional programs. Thornton (1973 ) compared 

the miscue patterns of two groups of pupils , only one of which had been 

exposed to a Ludington Reading Room . Both groups were required to read 

two stories, one for which a specific purpose for reading had been set. 

The miscues of both groups on both stories were analysed according to the 

Goodman Taxonomy . On the general purpose Reading Thornton found that 

those who had been exposed to the Ludington Room were more proficient 
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in utilis ing efficient strategies and t~at they maintained the deep 

meaning of the author :ietter . The difference , however , disappeared when 

the Reading was fo r a specific purpos e . Watson (1 974 ) compared the error 

patterns of 27 5th graders before and after they had been exposed to a 

Ludington Reading Room . Errors generated were analyzed according to 

the RM I. She found significant ga ins cocurred in the pupils ability 

to utili s e syntactic and semantic cues and on Comprehens ion of content 

and characters . All of the group gained in Reading proficiency but the 

greates t gain was amongst the Readers of low ability . 

Anderson (1 974) used the RM I to evaluate the effects of a 

supplemental l anguage program . Five subject s were exposed to the 

program and five were not. The miscue patterns were studied both before 

and after the experimental group had taken part in t he program . The 

treatment group mad~ signi fican t gains in comprehension and in the 

percentage of their miscues which were syntactically and semantically 

acceptable. The number of miscues they made declined . 

Roberts (1 974 ) observed the oral interaction of three 1st-grade 

Teachers with 50 subjects divided into 3 groups according to whether 

their Reading ability was low, middle or high. Twenty-s even Reading 

Group sessions were videotaped and the RMI used to investigate the 

relationship between teachers responses and ORE patterns . She found 

that teacher behaviours of correction and information consistently 

increased as Reading Group level decreased but that no significant 

differences attributable solely to frequency or type of Teacher Response 

could be found. 

Carder (1975 ) used the P~I to compare the ORE patterns of 15 children 

who had been ass igned to "Learning Disabled" Classes with 15 children 

who had been ass igned to " Remedial Reading" Classes . He found no 

signi f icant differences. 

Tartelli 1974 used the RMI to assess the effect of Reading Strategy 

lessons on the ORE patterns of 12 be low average Grade 4, 5 and 6 

chi ldren from diff erent linguistic backgrounds. He concluded that the 

concept of bas ing Reading ins truction upon the ways each reader found his 

own language helped him to acqui re meaning from the printed language 

of an author was "useful". 



Dank (1976) investigated the effect of exposure to different Basal 

Reading Programs . He used the R!lI to investigate the OPE patterns 

of 20 subjects, 10 of whom had 0een using the Ginn 'Feading 360 ' 

Instructional Program and 10 of whom had been using the McGraw-Hill 

"Programmed Reading" Basal system. This system highlights letter-sound 

relationships whilst 'Peading 360 ' is a language-experience oriented 

program. He found that those subjects who had been exposed to ' Reading 

360 ' produced a higher percentare of semantically acceptable miscues 

and that they had higher retelling scores . Those who had been using 

' Programned Reading ' generated a hieher percentage of miscues with 

high graphophanic similarity and produced more 'nonwords '. 

Norton (1 976 ) used the RMI to compare the ORE patterns of 40 

pupils , 20 of whom had been taught in schools whose instructional 

programs could be described as ' Synthetic- Phonic ' and 20 in schools 

whose instructional programs could be described as Analytic-Eclectic . 

He found that those subjects who had been taught in programmes with a 

' Synthetic- Phonic ' bia~produced less semantically acceptable miscues , 

a higher percentage of graphophonically acceptable miscues , a higher 

number of non- words , a lower s elf-correction percentage and lower 

Comprehension scores . 

1. 458 Miscue Patterns of Subjects for whom English is 

a Second Language . 

A number of interesting studies have been 

carried out to investigate the Enplish ORE patterns of subjects for 

,;:-.om English is not their native language . FolJTJan (1973 ) studied the 

ORE patterns of 5 Israeli non-native speakers o~ English reading an 

unadapted American story . Analyzing their miscues according to the 

r,oodman Taxonomy she found (1) a preocupation with accurate acoustic 

rendition to the extent of overlooking syntactic and semantic 

considerations and (2) their Peading was not characterized by miscues 

that clearly reflect the subject ' s ability to predict syntactic and 

semanticstructure . Williamson (1977) compared the ORE patterns of 30 

monolinguals with 30 bilinguals (Spanish/English) on English Reading 

materials . Ten of each group were from the 4th, 5th and 6th Grades . 
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She found that monolinguals demonstrated more sensitivity to grammatical 



and semantic cues and that their miscues were less likely to result in 

Comprehension loss . DuBois (1977) studied four l;avajo children over a 

period of two years . He required them to read two types of stories -

one set from a typical American r,asal series , and the other from 

stories which were ' culturally relevant '. He found that the subjects 

produced many miscues which were Second-Langua~e-Involved , and that a 

greater amount of this type of miscue was found on the culturally 

relevant stories than on the basal ones . He found a higher percentage 

of syntactically acceptable than semantically acceptable miscues on the 

basal stories , and t he percentage of semantically acceptable miscues 

was much higher on the culturally relevant passage . He found that 
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his subjects were more succesful in producing acceptable English grammar 

than in comprehending what they had read and concluded that it 

appeared that the subjects may believe the purpose of Reading is t o 

learn English or produce acceptable English grammar ! 

1. 459 Miscue Patterns in High Abili ty and Low Ab i l ity Readers . 

Coomber (1972) used Weber s Graphic Similarit y 

Index to compare the Grapho-Phonic acceptability of the miscues of 30 

3rd Graders . Ten were of below average Reading ability , 10 of 

average Reading ability and 10 of above average ability . Each subject 

started Reading upon materials of 1st Grade difficulty level and 

continued Reading progressively more difficult material for 15 minutes 

or until they had a 20% error rate . He found that good Peaders miscues 

were more likely to resemble the stimulus word in both initial and 

final aspects . Menovsky (1972 ) investigated the ORE patterns of 18 

subjects using Goodmans Taxonomy to analyze their errors . Three of his 

subjects were Grade 2 pupi ls of average :Oeading ability , 3 each were below 

average , average and above average 4th Graders , and 3 each were average 

6th and 8th Graders . He found a significant difference between good 

and poor Readers on the length of the passage they needed to ' pick up the 

context '. He found that on passages of 200 words or less, all groups 

produced a higher t han average percentage of errors that were t otally 

unacceptable both syntactically and semantically, but that the 

improvement in percentages of acceptable miscues occure d much more 

quickly for the better readers . P.e also found that all group ' s miscues 

were more likely to be syntactically than sementically acceptable and 
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that as readers went furt:ier throurh eac!-1 passage they a:;:,reared to 

use Grarho-Phonic cues less . Ee:::ner (1974) studied the OPE patterns 

o-E 5 Junior Colle[e Stu<lents o::' relow average ~eaci:;g ab~lity . He used 

the RKI to analyse their miscues and found that niscues were more likely 

to be syntactically than ser.,antically acceptable and that as the rassage 

difficulty increased so did the use of grapho-phonic cues . Brady (1974) 

compared two groups of readers , both reading at the fourth Grade level 

but one of which had a ~ean Chronological Age of 11 . 2 and the other a 

mean CA of 9.4 . ne found that the rer.edial (high CA) group made more 

miscues and made less e~fjcjent use of erapho-phonic cues . He also 

found that in the first one-third of the text low ability Readers were 

just as good at producing syntactjcally and semantically acceptable 

miscues as were the proficient ones but that in successive segments of 

the text the low proficiency groups use of cueing systems declined 

markedly . Little (1975) used the ~MI to compare one group of 15 

discDled Readers with 15 readers o:- average ability selected according 

to their scores on the Silvaroli Classroom Reading Inventory . 

The CA of the groups ranged rrom 8 . 7 to 9 . 7 . The IQ of all the subjects 

as measured by the Slosson Intelligence Test v.·as between 90 and 110 , 

the subjects had at least a 90t attendence rate and none of the subjects 

had any ' primary emotional maladjustment '. I:ach subject was required to 

read the same 400-word passaie which had a 4th-Grade Peading level . He 

found that the subs ti tut ions of good Readers .:ere significantly 

more syntactically and ser.ar.ticallv acceptable than those of the 

belov: average readers . Leslie (1977) used a similar method of selecting 

subjects, her sample consistin[ of 20 subjects currently Reading at a 

4th Grade Instructional level , but 10 of whom were 4th Graders and 10 

of whom ;:ere 7th Graders . She found that the low ability group made more 

uncorrected miscues which resul tee in meaning loss and that they tended 

to make their miscues on high frequency words whereas average readers made 

theirs on low frequency words. Levine (1977) used the Gray Oral Reading 

Test t o distinguish between rood nnd poor readers at 1st , 2nd , 3rd and 

5th Grades and then analyzed the errors they hac. made on the Gray . ne 

found that both good and poor Peaders ct all Grade levels were equally 

influenced by the visual co~fi[uration of the stimulus word but that the 

good at all levels produced significantly more nonword errors . Dewitz 

(1977) selected 25 good Peaders and 25 poor Readers by using two 

' recognised tests ' and teacher opinion . He found that the poor readers 
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ignored erammatical constraints to substitute a EJ'aphically similar 

word far more frequently . Dolqueist (1976) investi~ated the ORE 

patterns of groups of Averare 2nd Grade , Averaee 4th Grade and Disabled 

4th Grade Readers . The subjects read material of difficulty level one 

Grade higher than their current instructional level . Miscues were analyzed 

according to their syntactic, semantic , and grapho-phonic acceptability . 

He found : (1 ) no significant dif•erences amongst the groups in types 

of Oral Reading Miscues ; ( 2) the 2nd Grade and slow 4th Grade subjects 

made greater use of grapho-phonic cues , most attention appearing to be 

concentrated upon the first letter; (3) all groups errors had a high 

level of syntactic and semantic acceptability except that the slow 

4th Grade groups' scores were relatively higher than the 2nd Gradesgroup, 

and (4) the slow 4th Grade group had the highest self-correction rate . 

1 . 4510 Other Relevant Studies 

~ortelock (1 971) used six highly skilled 

middle school readers to investigate relationships between Oral and 

Written language. He had them read orally a passage , retell orally , 

retell in writing and then read their own written retelling . Oral and 

written retellings were analysed for miscues, comprehension and T-Unit 

segmentation . Comprehension was found to be higher and T- Units longer 

in the written retellings . He concluded that a relationship was 

indicated between T-Unit, length, semantics and literary style . 

Glen (1976) investigated silent and oral Reading . He divided 39 4th 

graders of average Reading ability into three groups . Group one read the 

passaee orally then sat a cloze test designed to measure comprehension . 

Group two read the passage silently and then sat the cloze test . Group three 

read the passage silently , sat t he Cloze test and then read the passage 

orally . Miscues so produced were analyzed accordine to selected criteria 

of the RMI . He found : (1) no difference in the number or type of 

miscues amongst the groups; (2) Comprehension was no better for Group 

2 compared with Group 1 , and (3) Oral reading was not improved by 

Silent Reading first i.e . Group 3 . 

Greene (1975 ) investigated multiple (repeated) miscues i . e . those 

that occur more than once in the OR of a particular passage . He used 
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a sample of 56 2nd , 4th and 6th Eraders , including readers of low , 

average and high Feading Ability . He examined these repeated miscues in 

terms of their self-correction rate, graphic proximity , sound proximity 

and syntactic and semantic acceptability . He found no consistent 

developmental trend in graphonic acceptability but did find a trend of 

increasing syntactic and semantic acceptability on hieher ~eading levels. 

Lipsit (1976 ) used 30 5th Grade subjects of average intelligence and 

Reading ability to study the nature of Regressions in Oral Reading and 

their relationship to Comprehension . The first 50 miscues from the 

reading of two selections of 6th Grade basal readers were classified 

according to relative incidence of self-corrections and semantic accept­

ability . He concluded that Regressions were beneficial to the Reading 

process and should be regarded as such by Teachers of Reading . 

Blair (1977) used the RMI to compare 12 younger readers with 12 

more mature readers matched according to comparable percentile level 

scores on the Nelson - Derry Standardized Reading Test . The first 25 

substi tution errors were analyzed and a Retelling score computed . He 

found that syntactic acceptability was the most important cueing system 

for each group and that both groups had the same rate of miscueing and 

self-correction. He found , however, that the more mature readers had 

better Comprehension and Retelling Scores . 

Raisner (1978) studied both the use of the cueing systems by 14 Adult 

(CA 22-45) Black College students who were poor readers, and their 

knowledge of the cueing systems they were using , by using both RMI and 

Introspection . The subjects were required to read selections taken from 

College Textbooks in Sociology , Psychology , Chemistry and Political Science. 

He found that: (1) all the subjects made us e of all three cue systems; 

(2) all the subjects relied more heavily on grapho-phonic cues as the 

difficulty level of the reading material increased ; (3) the ability to 

produce syntactically and semantically acceptable miscues varied widely 

with the materials ; (4) higher rates of miscueing were produced on easier 

material than on the more difficu·l t material ; ( 5) there was no 

correspondence between miscue rate and level of comprehension and (6) 

retrospection by the subjects revealed strong awareness of graphic cues , 

some awareness of the role of serr,antic cues but virtually no awareness of the 

use t hey made of syntactic cues . 
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Reuter (1976) used a sample of 17 6th graders of average Reading 

ability to examine the relative difficulty of six 'classics ' of 

childrens literature . Each subject ~as required to read a 500-700 

word selection from each of three of the six books . The error patterns 

were then analyzed using the RMI and the relative difficulty levels then 

calculated . Three of the classics - ' Winnie the Pooh ', 'The Wizard 

of Oz ' and ' Black Beauty ' were found to have a much lower level of 

Reading difficulty than the other three - ' Robinson Crusoe' , 'Treasure 

Island ' and ' Wind in the Willows '. 

Allouche (1977 ) used the nature of Hebrew lithography to investigate 

the role of grapho-phonic cues . The printed form of the Hebrew language 

is such that t~e visual display available to the Reader may be reduced 

by removing the sublinear vowels . He used a random sample of 4 boys and 

4 girls from a local afternoon religious school . Oral Reading on a 

passage of Hebrew from which the sublinear vowels had been removed 

was analysed and the first 25 miscues analyzed according to selected 

RMI categories . He found that the Reduction of the graphic display did 

not seem to have promoted a more efficient or more effective use of the 

various cueing systems . 

1.5 The Research Problem : Miscue Patterns at Independent and 

Frustration Levels and their Interrelationships . 

A quick perusal of the Miscue Research summarized above 

indicates serious weaknesses in the experimental design of many of the 

studies . A lot of the studies have used very small samples , the 

selection methods of which are questionable if attempts are to be made 

to make inferences for the general population from the results of the 

subjects comprising the samples . In many cases more than one scorer has 

been used and this raises problems of consistency in the constructing of 

miscue patterns . Some of the results obtained appear to be 

ir.~onsistent and differences in Research Method must be excluded as 

a possible explanation for such disagreements before significance can be 

assigned to the respective results . Such design weaknesses are only 

typical of a newly instigated and rapidly expanding field of interest . 

One of the most serious deficiencies in the research to date , is 
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the failure to give suf ficient attention to the level of di f ficulty of 

the Reading material being us ed to 'stimulate' the production of miscues . 

In their enthusiasm to eather mi scues most researchers have tended to 

require their subjects to Read material which is f or them , relatively 

difficult. As Fry (1977 p 265) obs erves "when giving a miscue inventory 

a relatively hard and long pas sage is chos en so that there will be plenty 

of miscues to analyze" . Such an appr oach is bas ed on the assumption that 

the miscue patterns produced by a s ubject will be identical whether he is 

Reading material that he finds easy or he is Reading material that he finds 

difficult . The New Zealand studies of Watson and Williams described 

earlier, repres ent some of the be s t designed studies in the field , but 

both have based their design on this assumption . In William's study, for 

example , those Readers who read only the first three passages would have 

made a high proportion of their miscues on Reading material at their 

Frustration level . At the other extreme , the most competent Readers 

amongs t his subjects would have made almost all their miscues on material 

which was at their Independent level . The evidence to support such an 

assumption has yet to be produced and if there is,in fact , a significant 

difference between Independent level and Frustration level miscue patterns 

studies which compare the miscue patterns of subjects will have produced 

invalid results unless the subjects ' miscues had been collected on 

passages which each subject found equally difficult . Absence of evidence to 

confirm this assumption is perhaps explained by difficulties in defining , 

let alone quantifying,three of the variables concerned i . e. (1) the 

Independent Reading Level of the Reader ; (2) the Frustration Reading 

Level of the Reader and (3) the Reading Difficulty Level of any 

part icular piece of prose . However , the investigation of this assumption 

not only has important implications for the interpreting of the Research 

Literature, but also has substantial pedagogical implications,so that 

there is an urgent need for some detailed consideration to be given to 

this problem . If, for example , significant differences were found between 

the miscue patterns of good and poor Readers at their Independent Reading 

Level and/or their Frustration Reading Level new light could be thrown 

upon t he instructional needs of Low Ability Readers . 

This then is the Research Problem to which this study is directed 

are the miscue patterns which Readers produce at their Independent and 

Frustration Levels the same , and is the relationship between the miscue 



pacterns at the twc levels equally consistent for groups of differing 

sex , aee and ability . 

In addition , the study has three secondary ai~s . These are : 

(1) to fil l a gap in Research data on the ORE patterns of 

New Zealand subjects . At present no studies of the miscue patterns of 

New Zealand middle Primary school children (i . e . Ages 8 , 9 , 10) have 

been published ; 

(2) to evaluate the utility of the RMI as a diagnostic tool for 
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the practising classroom teacher , with particular regard to the return 

in terms of useful diagnostic information obtained , giving regard to the 

time and effort invested . 

( 3) to see if there are any significant differences between the 

miscue patterns of pupils who have scored highly on the PAT Listening 

Comprehension Test and low on the PAT Reading Comprehension and 

Reading Vocabulary tests and the miscue patterns of pupils who have scored 

high or low on all three tests . 
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Chapter Two ?estarch Procedure 

2.1 Basic Research Desi['TI 

To enable :or~al evaluation of the ?esearch Problems outlined 

in Chapter One the ORE patterns at both Independent and Frustration 

Reading Levels of 30 hiph ability and 30 low a::- i li ty Feaders dra"'TI in 

equal numl.,ers from both sexes and three aee levels (8 ,9 ,10) were 

analyzed and compa=-ed , 

2 . 2 The Selection of Subjects for the Investigation 

2 . 21 The Sample 

The pupils of two Palmerston North Primary Schools 

were chosen to comprise the initial sample fro~ which the subjects were 

drawn . It was or iginally intended to obtain all the subjects from one 

school , but it was found that this school could not suoply sufficient 

number s of low- ability ten year old girl readers and the remainder of 

the subjects were obtained from the second school . As a result 93% of 

t he subjects finally selected for the study were drawn from the first 

school and 7% from the second . All the pupils at both the schools had 

been administered the Progressive Achievement Tests in Listening 

Comprehension , Peading Vocabulary and Reading Comprehension the previous 

month and inspection of the means and standard deviations of the test 

scores at each age level and for both sexes gave no reason to suspect 

that the pupils of these schools did not comprise a representative sample 

of the total l,e...,· Zealand population . The subjects that comprised the 

sample (i . e . the total populations of both schools) were further 

s~sam?led on a stratified basis . The criteria for such selection were 

( 1) ability , ( 2) age and ( 3) sex . In addition any potential subjects 

with characteristics which suggested that they would not be representative 

of typical New Zealand pupils of the same age (e . g . recent immigrants) , 

were discarded prior to the initial selection process beginning . 

2 . 22 Definitions of the Criteria Used for Subject Selection . 



2 . 221 Ability 

Traditional definitions of Reading ability are 

not distinguished by their unanimity or precisenes s . Relative degrees 
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of Reading Ability are usually defined in terms of the 'dificulty level ' 

of the prose which a particular subject can accurately read . The 

difficulty level of any particular piece of prose is described by 

assigning to it , the mean a ge of the F.eaders for whom that piece of 

prose is the most difficult that they can read independently. Such setting 

of the Reading level of prose passeges is traditionally calculated by 

both subjective opinion as to what a particular age group will deal with 

'comfortably ' and by the use of a variety of formulae (e.g.: Elley Noun 

Count , Fry Readabil ity Scale) . The assigning of difficulty level to 

prose passages by the use of such methods is not noted for the unanimous 

agreement of the classifiers but provided the difficulty level of a prose 

selection has been calculated with due care the assigning of such levels 

does have sufficient accuracy for mos t purposes . A high ability Reader 

is considered to be one who can read s uccessfully, material which has 

been assigned a difficulty level above that of his chronological age. 

A low ability Reader is one for whom the most difficult passage he can 

read independently has a difficulty level below his chronological age. 

How much a Reader 's ' Reading Age ' has to be above or be low his 

chronological age to qualify as a High Ability or Low Ability Reader , 

varies considerably in the literature . 

For the purposes of this study it was decided to adopt more precise 

definitions of relative ability but before the definitions adopted can 

be described a consideration of what does and what does not constitute 

Independent Reading is necessary. 

2 . 2211 Definitions of Independent and Frustration 

Reading Levels. 

The Reading Literature contains a large 

number of terms used to describe the relationship between a particular 

passage 's Readin g difficulty level and the Reading ability of a particular 

Reader. 'Independent Level', ' Recreational Level', 'Instructional Level' 

and 'Frustration Level' are the terms most commonly used but these are 

not used to refer to precisely the same phenomena and users of t he terms 
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rarely bother to define them as categories which are mutually exclusive. 

A portion of text is most commonly regarded as being at a subject's 

Reading Frus tration Level if it is of such di fficulty that the Reader 

cannot extract 'sufficient' meaning from it - i.e. he is not able to 

read it accurately enough to be able to sufficiently decode the 

writers (encoders) deep level meaning. Such unsuccessful decoding is 

almost invariably recognised as such by the Reader and it is from this 

lack of success that the term 'frustration ' has arisen - dissatisfaction 

caused by lack of success . A prose pas sage is regarded as being at a 

subject's Independent level of Reading difficulty if he can competently 

decode the encoder's message with almost complete success and without any 

additional 'external ' help. A passage is usually considered to be at 

asubject ' s Instructional level if it is somewhere between the two i.e . 

where accuracy is high enough to both: (1) allow him to achieve sufficient 

success in decoding for him to be able to feel that he is succeeding 

at the task and (2) to stimulate the Reader to develop and practise new 

skills and strategies . 

For the purposes of this study it was decided to define the 

Independent and Frustration Levels of Reading in terms of the rates 

per 100 running words of miscues which resulted in meaning loss . 

Frustration level was defined in terms of the level of difficulty of 

prose upon which the Reader made more than four miscues which resulted 

in meaning loss i . e .: a success rate of less than 96% . Independent level 

was defined as the difficulty level of the most difficult piece of prose 

upon which the Reader made 4 or less miscues which resulted in meaning 

less. i . e . a success rate of 96% or greater . 

2 . 2212 

Jcfinitions were adopted : 

Definitions of High Ability and Low Ability 

Readers . 

For the purposes of this study the following 

(1 ) Low ability 8-year old Reader. An 8-year-old whose Independent 

Reading Level is 1½ years lower than his chronological age . 

(2) High ability 8-year old Reader . An 8-year-old whose Independent 



Eeading Leve l is 1½ years above his chronological aEe, 

(3) Low ability 9-year- old Feader . A 9-year-old whose Independent 

Reading Level is 2 years below his chronological age . 
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(4 ) High ability 9-year-old Reade r . A 9-year-old whos e Independent 

Reading Level is 2 years above his chronological a ge . 

(5) Low ability 10-year-old Reader . A 10-year-old whose Independent 

Reading Level is 2 years below his chronological age . 

(6) High ability 10-year-old Reader . A 10-year-old whose Independent 

Reading Level is 2 years above his chronological age . 

The lower difference between Chronological age and I ndependent Reading 

Level for the 8-year- old group re f lects the varying value of the year 

unit according to the developmental status of the Reader . 

Thirty pupils of high Reading ability and thirty pupils of low 

Reading ability were selected for this study according to the criteria 

outlined above . 

2 . 222 Age 

The subjects for this study were selected from 

three age groups: 

(1) 8 years old . Range 7 . 7 to 8 . 6 

(2) 9 years old . Range 8 . 7 to 9 . 6 

(3) 10 years old . Range 9 . 7 to 10 . 6 

Ten of the thirty high ability Readers were selected from the 8- year-old 

Age range, ten from the 9-year-old range and ten from the 10-year-old 

range. An identical selection procedure was followe d in selecting the 

30 low ability Readers . 



2.223 Sex . 

In the subgroup o~ 10 h i gh ability 8-year-old 

Readers , 5 of the group selected were boys and 5 were girls . An 

identical selection procedure was fol lowed in se lecting the other five 

groups of ten subjects . 

2.224 Sectional Summary . 

Sixty subjects were selected for this study , 

thirty of whom were classified as high ability Readers and thirty of 

whom were classified as low ability Readers . Thirty of the sixty were 

boys and thirty were girls . Twenty of the Group were eight year olds , 

twenty were nine year olds and twenty were ten year olds . Table 2 . 1 

summarizes the composition of the group . 

Table 2 .1 Composition of the Sample Group 

Chronological Age 

Sex 

Low Ability 

High Ability 

8 

Boys 

5 

5 

10 

20 

Girls Boys 

5 5 

5 5 

10 10 

2 . 23 The Selection Process 

2 . 231 Initial Selection 

9 10 

Girls Boys Girls 

5 5 5 

5 5 5 

10 10 10 

20 20 

30 

30 

n = 60 

4-8 

The setting of the selection criteria outlined 

above meant that potential subjects had to be tested for their ability 

to meet the criteria rather than s elected by any type of random sampling . 

Initial selection of subjects by ability was carried out by referring to 

their PAT Comprehension Level Scores . Potential subjects were then 

tested on Reading material at the difficulty level indicated by their 

level score and ei ther accepted or rejected as subjects according to 

their performance on the Reading material . The potential subjects had 
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sat the PAT tes ts during March 1978 and the testing sessions on prose 

material took place during April 1978. If the subject's performan ce on 

the Readin g material con firmed the Reading Level diagnosis of the PAT 

Comp1·ehens ion Levels Score then the subjects were included in the sample 

and a minimum of 25 miscues gat hered at both their Independent Reading 

Level and their Frustration Reading Level . As a result of this process 

78 potential subjects were tested , 18 having to be discarded as not 

me eting the criteria set for subject select ion . This represents a 

rejection rate of 23% . The PAT Leve l Scores are widely us ed in schools 

to match Readers with Reading material of appropriate difficulty level 

and such scores are sometimes attributed an aura of divine mistique by 

teachers and educational administrators . Because of the high rejection 

rate found necessary in subj ect se lection a detailed consideration will 

be given to the accuracy of the PAT Comprehension Level Scores in 

establishing the Independent Reading level of each subj~ct. 

2. 231 1 Reading Ability as Predicted by the PAT Level 

Scores . 

The Progressive Achievement Test battery 

currently includes three tests which ·are designed t o assist teachers 

in assessing Reading ability . These are the Reading Comprehension 

Test, the Reading Vocabulary Test and the Listening Comprehension Test . 

The Reading Vocabulary and Read ing Comprehension tests were first 

published in 1969 and the Listening Comprehension Test in 1971. Each 

test consists of three forms - A, Band C. Forms A and Bare used in 

alternate years in schools and Form C is reserved for use by theTest ' s 

publishers. The Reading Comprehension and Vocabulary tests assess the 

Reading of pupils from Std 2 to Form IV and the Listening Comprehension 

Tests starts one year earlier at Std One . All three tests use an 

overlapping format - each test booklet contains the items needed for all 

the age groups , the particular set of items a subject sits being 

determined by their age . In all three t ests raw scores are converted 

into percentile rankings and level scores according to the chronological 

age of the subject . Six-monthly intervals are used in classifying 

chronological age . The PAT Vocabulary Test is designed to measure the 

number of common words understood by each pupil . Each word is placed 

in the context of a short sentence and the subject's task is to select 

the best synonym from a list of five words. Reliability coefficients 



for this test are .91 and above . The Peading Comprehension Test is 

designed to measure both factual and inferential Comprehension of 

prose material. Particular skills and types of Reading materia l upon 
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which the tes ts are based were determined and weighted by a cross-section 

of 300 New Zealand teachers and by 10 committees of Reading Specialists 

set up in each Education Board district. Each 200-300 word passage 

is followed by 4, 5 or 6 multiple choice items. Fifty per cent of the 

Prose Passages are Narrative prose , twenty-five per cent Descriptive 

and twenty-five percent Expository. Re liability Coefficients for this 

test range upwards from a minimum of .83 and the Correlations with other 

well-known Reading Comprehen s ion Tests are .75 or higher. The Listening 

Comprehension Test is very similar to the Reading Comprehension Test 

except that in this case the prose passage is read to the pupils by 

the tester and the subjects do not have a copy of the pas sage in front 

of them. A factor analytic study by Read and Hughes (1974) suggests that 

the Listening Comprehension Test samples the relevant factors in 

different proportions to the other two tests, and a large discrepancy 

between Listening Comprehension Test score and Reading Comprehension 

Test score is usually assigned considerable significance as an indicator 

of failure to read at 'potential' ability level. The ReadingComprehension 

Test levels are a set of mutually exclusive categories based upon 

Noun :t-requency Readabi lity Rating and each level is assigned an "age" 

which is variously described as "the equivalent age level" (Manual, p11); 

"the average age of children performing at each level" (p 11), the 

upre sent level of achievement" (p 9) and as the level at which the 

subject "can be expected to read with adequate Comprehension" (p 9). 

To summarize, then, the age levels provided are designed to provide 

a guide as to the difficulty level of the Reading material upon which 

a subject can be expected to read independently. 

2.2312 Interviews - Establishment ofRapport 

and Task Specification. 

Each initially selected subject was 

required to read orally a varying number of prose selections, this 

Reading being tape recorded. Before the subject was asked to read 

he was told that the experimenter was interested in hearing him read 

passages some of which he would find easy and some of which would 



b e found to be quite difficult . The experimenter would then remove 

the prose passage and he would be a sked to tell the experimenter all 

that he could remember about what he had just read . This , too, was 

recorded . The s ub j ect was told that he would probab ly fi nd the first 

passages quite easy but that they would probably get more di f ficult as 

the session went on . Care was taken to make it clear that while he 

was to try as hard as he could, errors were expected and the making 

of them would not be rebarded with great ' concern' by t he Tester. Few 

problems were experienced in establishing rapport and gaining maximum 

e ffort from the subjects . During the process of Reading many sub jects 

came acros s words that they either could not or would not attempt . I n 

such cases they were told the particular word or words by the Tester . 

During the Retelling of a passage jus t read , some subjects needed no 

prompting by tester questioning but mos t needed some f orm of such 

prompting , especially when Reading material at t heir Frustration Level . 

Each subject was initially asked to read a passage the difficulty level 

of which the experimenter expected to be below his Independent Level . 

Passages of increasing difficulty were then presented until the subject 

had either reached frustration leve l or his concentration was starting 

to waver . The session was t hen terminated , the sub ject thanked for 

his help and told that he might be needed again at a later date . 

Recordings of the pas sages read were then analy zed using the Reading 

Miscue Inventory , Independent and Frustration levels were established 

and Miscues tallied to see if 25 miscues had been ob tained at both 

Independent and Frustration levels . Some of the initially - selected 

subjects had to be discarded at this stage as their Independent Level 

of Reading did not meet the criteria for inclusion in the final sample . 

Most of those accepted as meet ing t he ability criteria had to be 

re - tested, to either further clari fy independent and frustration level 

and/or to gather more miscues at their independent and frustration 

levels . A small number of subjects had to be tes ted a third time to 

~omp lete the gathering of the required data . 
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2 . 2313 
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Prose Passages Used in Testing to 

Establish the Independent an d Frustration 

Leve l s of Sub j e cts and to Gather Miscues 

at Sub jects I ndependent and Frustration 

Reading Levels . 

The prose passages used as stimuli 

material for the subj e ct 's Reading performance were drawn f rom three 

separate sources . 

(1) The Mcilroy Graded Passages 

This set of prose passages cons ists of 14 passages selected 

from American basal r eaders of s equentiall y graded levels of difficul ty . 

Th e di ffi culty l eve l s of the passages were independent l y confirmed 

before inclusion , and th e set was made up with the i ntention of assis t i ng 

Remedial Reading Teacher s to establish the appropriate Instructional 

Leve l of each sub j ect. Th e passages have been widely used by both 

students and teachers i n t he Palmerston North area for t his purpos e. 

Table 2 . 2 outlines the characteristics of these passages . 

Tab le 2 . 2 Mcilroy Graded Passages 

Pass age No. Di fficulty Level No . of Words Pros e-type 

1 6- 6½ 134 Narrat ive 

2 6- 6½ 118 11 

3 6½- 7 132 II 

4 6½-7 136 II 

5 7-7½ 125 II 

6 7-7½ 143 II 

7 7½- 8 131 II 

8 7½- 8 143 II 

9 8- 8½ 241 II 

10 8- 8½ 144 II 

11 8½-9 153 II 

12 B½-9 177 II 

13 9- 10 193 II 

14 9- 10 183 II 



(2) Holdaway Informal Reading Inventory Prose Passages . 

These passages form part of the Holdaway I n forma l Pros e 

Inventory , a test which is designed to provide specific diagnostic 

information about individual Readers by assessing their Feading on a 
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set of graded passages of increasing difficulty ( Manual p 59), These 

passages were used to both supplement the Mcilroy passages and to extend 

the r ange covered by the passages . Table 2 .3 summarizes the 

characteris tics of the various prose passages 

Table 2.3 Holdaway Reading Inventory Pros e Passages 

Passage No. Diff iculty Level No. of Words Prose -type 

A 5-6 94 Narrative 

B 6-7 93 II 

C 7-8 115 Expository 

D 8-9 162 II 

E 9-1 0 168 II 

F 10-11 200 II 

G 11-12 181 " 
H 12-13 216 ti 

I 13-14 360 II 

I 

(3) Selections from "Economics" by P.A. Samuelson 

Even passages Hand I from Holdaways Inventory were not 

sufficiently difficult to be at the Frustration Level of some high 

ability 10-year-old Readers so it was necessary to draw passages from 

a third source . Two passages were selected from Samuelsons 

"Economics" (19 64), a book which has been used as a Textbook for 

Economics I at Victoria University. Testing of Readability Level by 

the Elley Noun Count and the Revised Fry Readability Formula 

o. '.:0wed the passage to be of "Undergraduate" difficulty level. 

Table 2.4 summarizes the characteristics of t he two passages . 
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Table 2 .4 Extracts from "Economics" by P.A . Samuelson 

Passage No . Difficulty Level No. of Words Prose-type 

1 

2 

16+ 

16+ 

218 

167 

Expos itory 

" 

All the passages used in the testing of pupils are reproduced in the 

Appendix . 

2 . 2314 Comparisons of the Independent Reading Levels 

assigned as a result of PAT Comprehension 

Levels Scores with Levels assigned after Testing 

On Prose Passages . 

2.23141 Introduction 

Before outlining the procedure used 

to quantify these differences it is important to note that the test 

constructors do not encourage such quantification. Nor do they claim 

that their test is capable of discriminating so finely amongst the 

Independent Reading Levels of subjects especially at the eight-year-old 

and below level . (Manual p 10) . They even state that there is, for 

example, "not a reliable difference between levels 3a , 3b and 3c." (p 9). 

To allow numerical comparisons with the results obtained by the prose 

testing outlined above, some such quanTification was necessary , but the 

results so obtained should be interpreted bearing the above reservations 

in mind . 

2.23142 Conversion of PAT Reading Comprehension 

Level Scores to Equivalent Age Scores . 

Each Reading Comprehension Level 

Score is assigned an age level which is then further divided into a series 

of sublevels varying in number from a minimum of four (Levels 2 , 4, 5, 6 

and 7) up to maximum of seven (level 10). The length of the age levels 

is not homogenous . Level One for instance, is described as "below 8 

years" , Level Two as "8-8½ years", Level Five as "10 years" 
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and Level Ten as "Over 16 years" . This means that there is a lot of overlap 

in age levels and it is difficult to sort out exactly what is the length 

of the interval a particular level is intended to indicate . for example 

Level Three's age interval is described as 8½-9 , Level Four ' s as 9i2 and 

Level Five as 10 . Does this mean that the interval length of Level 4 

is from 9 . 3 to 9 . 9 or from 9 . 3 to 9 .10? Does the Level 10 Interval 

stretch form 9 . 6 to 10.6 or from 9 . ~ to 10.3? To calculate the ages that 

could reasonably be assigned to each level the length of the interval a 

level appeared to cover was calculated and the midpoint of that interval 

taken as the appropriate age level for that Level score . Table 2 . 5 

summarizes the classification of Level Scores as Peading Age Scores . 

The nidpoint of the age level assigned from so interpreting the PAT 

Level Scores and the midpoint of the age-interval assigned to each 

subject after the Prose Reading Testing Sessions were then compared . 

Table 2 . 6 shows the res ult of these comparisons . Table 2 . 7 summarizes 

the relationship between these measures . T-tests were then used to 

determine whether the discrepancies were likely to be significantly 

different for boys , girls , 8-year-olds , 9-year-olds or 10-year-olds and 

high or low ability Readers . No significant differences were found at 

the . 05 level. 

Table 2 . 5 PAT Level Scores up to 9A Converted to Reading Age Intervals 

Level Score 

1f 
1e 
1d 
1c 
1b 
1a 
2d 
2c 
2b 
2a 
3e 
3d 
3c 
3b 
3a 
4d 
4c 
4b 
4a 
5d 
Sc 

Six-month 
interval 

5 . 0- 5 . 6 
5 . 6-6 . 0 
6 . 0- 6 . 6 
6 . 6-7. 0 
7 . 0-7. 6 
7 . 6-8 . 0 

7 . 10 . 5- 8 . 4 . 5 
8 . 0-8 . 6 

8 . 1.5-8 . 7 . 5 
8 . 3-8 . 9 

8.4 . 2- 8 . 10.2 
8 .5. 4-8 .11.4 
8 . 6 . 6-9 . 0 . 6 
8 . 7 . 8-9 . 1 . 8 

8 . 9- 9 . 3 
8 . 10 . 5- 9 . 4 . 5 

9 . 0- 9 . 6 
9 . 1.5-9.7 . 5 

9 . 3- 9 . 9 
9 . 6-10 . 0 
9 . 9-1 0 . 3 

Midpoint 

5 . 3 
5 . 9 
6 . 3 
6 . 9 
7 . 3 
7 . 9 
8 .1. 5 
8 . 3 
8 . 4 . 5 
8 . 6 
8 . 7 . 2 
8 . 8.4 
8 , 9 . 6 
8 . 10 . 8 
9 . 0 
9 . 1. 5 
9 . 3 
9 . 4 . 5 
9 . 6 
9 . 9 
10 

Level 
Score 

Sb 
Sa 
6d 
6c 
6b 
6a 
7d 
7c 
7b 
7a 
Be 
8d 
Be 
Sb 
Ba 
9e 
9d 

' 9c 
9b 
9a 

Six-month 
interval 

10-10 . 6 
10 . 3-10 . 9 
10 . 6-11 . 0 
10 . 9-11. 3 
11.0-11.6 
11 . 3-11 . 9 

11.7 . 5-12 . 1.5 
12 . 0-12 . 6 

12 . 9 . 5- 12 .10.5 
12 . 9-13.3 

13.1.8-13 . 7 . 8 
13 . 6 . 4-14 . 0 . 4 

13 . 11-14 . 5 
14.3 . 8-14 . 9 . 8 

14 . 9- 15 . 3 
14 .11. 4-15 . 5 . 4 

15 . 1.8-15.7.8 
15.4-15 . 10 

15 . 6 . 4-16 . 0 . 4 
15.9-16.3 

Midpoint 

10.3 
10 . 6 
10.9 
11.0 
11. 3 
11. 6 
11.10 . 5 
12 . 3 
12 . 7 . 5 
13 
13 . 4 . 8 
13 . 9 . 4 
14 . 2 
14.6.8 
15 
15 . 2 . 4 
15.4 . 8 
15 . 7 
15 . 9 . 4 
16 



Subject No. 

1 
2 
3 
4 
5 
6 
7 
8 
9 

10 
11 
12 
13 
14 
15 
16 
17 
18 
19 
20 
21 
22 
23 
24 
25 
26 
27 
28 
29 
30 
31 
32 
33 
34 
35 . . 
36 
37 
36 -
39 
40 
41 
42 
43 
44 
45 
46 
47 
48 
49 
50 
51 
52 
53 
54 
55 
56 
57 
58 
59 
60 
61 
62 
63 
64 
65 
66 
67 
68 
69 
70 
71 
72 
73 
74 
75 
76 
77 
78 

Table 2, 6 A Comparison of I ndependeut Reading Levels 

with Reading Levels Predicted by PAT 

Reading Comprehension Levels. 

Sex Age Ability PAT Level 
Score 

Converted Reading 
Score 

Reading 
Level 

M 8 p lb 7-7.5 7-7½_ 
M B A le 5,6-6 B-8½_ 
M B A le 6.6 -7 7½_-B+ 
M B p 1f 5-5.6 5-5½_ 
M B p lb 7-7.6 6-6½ 
M 8 p 1f 5-5 . 6 6-6½_+ 
M B p lb 7-7.6 6½_-7-
M 8 G 8d 13.6.4-14,0,4 11-12+ 
M 8 G 6a 11. 3-11. 9 11-12+ 
M 8 G 7b 12 , 4.5-12.10 .5 11-12+ 
M 8 G Bb 14,3,8-14. 9 , 8 11-12+ 
M 8 G 7b 12,4.5-12.10.5 12-13 
M 8 G Sd 9 . 6-10.0 10-11 
M 8 p 3e 8 . 4 . 2-8 . 10 . 2 5-5½_-
F 8 p l e 5 ,l:i-6 7-7½ 
F B G lb 7, 0-7, 6 8½_-9+ 
F B p 1f 5,0-5 . 6 5½_-6 
F 8 p ld 6 . 0-6,6 7-7½_ 
F 8 p 1d 6 .0-6.6 7½_-B+ 
F 8 p le 5,€-6 7-7½--
F 8 G Sd 9 . 7.5-9.10 . 5 9-10+ 
F B G 7~ 12.0-12 . 6 11-12 
F 8 G Sb 10-10 , 6 9-10+ 
F 8 G Sa 10.3-10. 9 9½_-10-
F 8 G 3b 8. 7.8-9 .1.8 9-10+ 
M 9 G 6a 11. 3-11. 9 12-13-
M 9 G Bd 13. 6 .4-14.0.4 12-13-
M 9 G 7d 11.7.5-12.1.5 11-12+ 
M 9 G 4a 9 . 3-9. 9 10-1 1++ 
M 9 G 4a 9 . 3-9 . 9 10-11+ 
M 9 p 2b 8.1.5-8.7.5 8-8½ 
M 9 p lb 7 . 0-7 . 6 6½_-7+ 
M 9 p lb 7.0- 7.6 7-7½-
M 9 p 2d 7 . 10 . 5- 8.~.5 6½_- 7 
M 9 p ld 6 . 0-6 , 6 7-7½_ 
M 9 p la 7,6-8 . 0 7- 7½+ 
M 9 p ld 6 . 0-6,6 6½-7+ 
F 9 G Ba 14 . 9-15 . 3 11-1 2+ 
F 9 G Be 13.1.8-13 ,7.3 12-1 3 
F 9 G 7b 12,4,5-12 . 10.5 13-14 
F 9 H 7a 12 . 9-13.3 12-13 
F 9 H Sa 10.3- 10 . 9 11-12 
F 9 L 2d 7.10.5-8 . 4.5 6-61

~-

F 9 A 2d 7.10 . 5-8 . 4,5 Bl:,-9 
F 9 A 3b B, '/ , 8- 9,1.8 9- 9½ 
F 9 L 2b B. 1.5-B . 7.5 7½-8+ 
F 9 L 3b B. 7 . 8-9 . 1. 8 7½_-B+ 
F 9 A Sa 10.3-10. 9 9½-10-
F 9 A Sa 10,3-10 , 9 9- 9½_+ 
F 9 L 2d 7 ,10 ,5- 8 . 4,5 6½_-7 
M 10 H 7b 12 , 4 . 5-12.10 . 5 11-12+ 
M 10 H Be 13,11-14, S 12-13+ 
M 10 H 9e 14. 11.4-15 . 5 .4 12-13+ 
M 10 H Be 13 .1. B-13. 7, B 13-14-
M 10 H 7c 12,0-).2 ,6 11-12+ 
M 10 L 2a B. 3-8 . 9 7-7½_ 
M 10 A 3d B.5. 4-8.11.4 9½- 10-
M 10 L 2c B. 0-8. 6 8-8½_-
M 10 L 1f 5 .0-5.6 7½_-8+ 
M 10 L lf 5,0-5,6 7½_- 8+ 
M· 10 L 2a 8,3-8.9 8- 8½_ 
M 10 L lb 7,0-7.6 7-7½_ 
M 10 L 3b 8, 7 .8-9 .1.8 7-7½_+ 
F 10 H Bd 13,6,4-14,0.4 13-14+ 
F 10 H Bd 13,6,4-14,0.4 12-13+ 
F 10 H Bb 14,3,0-14. 9.8 13-14-
F 10 H Be 13.1. 8-13. 7. 8 13-14-
F 10 H 9e 14,11.4-15.5.4 13-14-
F 10 H Sb 14,3,8-14.9.8 12-1 3+ 
F 10 A 3b 8,7 . 8-9 .1. 8 9½_-10+ 
F 10 A 4d 8 .10 .5-9 . 4 . 5 9-10 
F 10 L 4d 8,10.5-9.4.5 B½-9+ 
F 10 L 5d 9 . 6-10 .0 B½- 9+ 
F 10 L 4d 8.10.5-9,4.5 8½_- 9 
F 10 L 3d 8 . 5 .4-8 .11.4 9- 9½_ 
F 10 L 3a 8. 9-.9. 3 9-9½_ 
F 10 A 3d 8, 5. 4-8, 11. 4 9½_-10 
F 10 A 3b 8.7.8-9.1.8 9½-10 

0 0 0 5 months discrepancy 3 18 23 months discrepancy 

1 6 11 months discrepancy 4 24 30 months discrepancy 

2 = 12 - 1.7 months discrepancy 

Discrepancy G) 
(months) 

0 
4 
2 
0 
2 
2 
1 
4 
0 
2 
4 
0 
1 
4 
3 
3 
1 
1 
3 
2 
0 
1 
1 
1 
1 
1 
2 
0 
2 
2 
0 
1 
0 
2 
2 
1 
1 
4 
1 
1 
1 
2 
4 
1 
0 
1 
2 
0 
2 
2 
1 
3 
4 
0 
1 
2 
1 
0 
4 
4 
0 
0 
2 
0 
2 
2 
0 
3 
3 
1 
0 
0 
1 
0 
1 

2 
1 

56 



Table 2 .7 Average discrepancy between Reading Ages 

derived from PAT Feading Comprehension 

Level Scores and from testing on Pros e 

Pass a ges . (in months ). 

Mean 
X 

Standard Deviation 
s 

Standard Error 
ax 

A11 (n=78) 11.95 8.9 1.01 

Boys (n=39 ) 11. 56 7.4 1.19 

Girls (n=39 ) 12.33 10.27 1. 64 

8-year-olds (n=24) 12.83 8.98 1. 67 

9-year-olds (n= 25) 10.68 7. 83 1.57 

10-year-olds (n= 29 ) 12.31 8. 98 2.04 

High Ability (n=36) 12.08 8.69 1.49 

Average Ability (n= 9 ) 12.11 7. 32 2.44 

Low Ability (n= 32 ) 11. 75 9.88 1. 75 

2. 232 Characteristics of the Subjects Finally Selected. 

2 .2321 High Ability Subjects 

1. Se x:Boys 15 ( 5 each at ages 8,9 and 10) 

Girls 15 ( 5 each at ages 8,9 and 10) 

Mean S.D. 

2. Age:8 years old 10 8yrs 4mths 2.4mths 

9 years old 10 9yr s 5mths 3 . 8mths 

10 years old 10 10yrs 4mths 4.1mths 

3. Ability: 

(a) PAT Scores 
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Table 2 .8. PAT Test Scores of High Reading Ability Subjects 

"\ 

PAT PAT PAT 
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Listening Comprehension Reading Vocabulary Reading Comprehension 

%le S.D . %le S.D. %le S . D. 

All 84 ,3 17.76 85 , 5 12.1 2 87.27 11. 0 

Girls 84 ,2 5 . 58 88 . 2 11.2 88 .88 9 .33 

Boys 84 .4 13.61 82 .8 12.72 85.67 12.56 

8 y.o 82 .3 26 .18 87 . 2 13.6 89.8 10.82 , 

9 y.o 85 .3 11. 79 82 . 5 14.2 83 .2 14.54 

10 y.o 85 ,3 13. 61 86 .8 8.48 88.8 5.75 

(b) Independent Reading Scores 

Table 2,9 Independent Read ing Ages of High Reading Ability Sub jects 

Average S . D. 

8 y.o. Boys 11. 2 8.2 

Girls 10.2 5 .3 

9 y.o. Boys 11.4 9.3 

Girls 12.8 10.3 

10 y.o. Boys 12.6 8 .2 

Girls 13.2 6 .6 

* Calculated by taking midpoint of interval as score . 

2 . 2322 Low Ability Subjects 

1. Sex As for high ability 

N Mean S.D. 

Years Months Months 

2. Age 8 years old 10 8 6 3.5 
9 years old 10 9 5 3.7 

10 years old 10 10 7 4.7 



All 

Girls 

Boys 

8 y .o. 

9 y .o. 

10 y .o. 
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3. Ability 

(a) PAT Scores 

Table 2.10 PAT Scores of Low Reading Ability Subjects 

Listening Comprehension Reading Vocabulary Reading Comprehension 

% 7 !" S . D. %le S . D. %le 

33 . 2 32.31 16 . 79 9 . 54 16 . 62 

27 28 . 07 19 . 57 10 . 07 22 . 64 

39 . 4 35 . 96 14 . 2 7 . 76 11 

23 . 6 27 . 68 11. 778 8 . 899 18 . 44 

38 . 3 10 . 973 16.6 8 . 113 12 . 4 

37 .7 35 . 22 21. 5 9.857 19 . 2 

(b) Independent Reading Scores 

Table 2 . 11 Independent Reading Ages 

of Low Ability Readers . 

Mean S . D. 
Years Mont hs Months 

8 y.o. Boys 6 2 5 . 8 

Girls 6 11 3 .4 

9 y. o. Boys 7 2 4 . 7 

Girls 7 9 4 . 6 

10 y .o. Boys 7 8 4 . 7 

Girls 8 2 5 . 9 

S. D. 

15 . 27 

18 . 35 

9 . 15 

18 . 82 

10 . 01 

16 . 725 



2.2323 Combined Group - Ability 

(a) PAT Scores 

Tab le 2 .12 PAT Scores of all Subjects 

60 

Listening Comprehens ion Reading Vocabulary Reading Comprehension 
%le S.D . %le S .D . %le S .D. 

All 58.75 36 .49 51 . 64 37 . 31 52 . 63 

Girls 55 . 6 38 .11 56. 55 36 .47 55 . 41 

Boys 61. 9 35 .18 4 6 . 9 38 .1 49 . 9 

8 y .o. 52 . 95 39 . 93 54 . 63 38.65 52.84 

9 y.o. 61. 8 34 . 89 47 .45 37 . 9 49.9 

10 y . O. 61. 5 35 . 66 53 37 . 02 55 .15 

(b) Independent Reading Scores 

Table 2 .13 Independent Reading Ages of All Subjects. 

8 y.o. Boys 

Girls 

9 y.o. Boys 

Girls 

10 y.o. Boys 

Girls 

Mean 
Years--Months 

8 7 

8 4 

9 1 

9 .9 

10 2 

10 10 

S.D . 
Months 

24 .1 

17.3 

18.6 

21.3 

26 .1 

27 .3 

2.3 Treatment of the Data Obtained - Variable Selection and 

Quantification . 

2 .31 The Data Obtained 

36 . 97 

36 . 59 

37 .76 

41.18 

36 .04 

35.41 

All the miscues obtained at both the Independent and 

Frustration levels of the sixty subjects finally selected > were 

analyzed using Goodman and Burkes Reading Miscue Inventory . The number 

of miscues analyzed at both levels varied considerably from subject to 



subject but a minimum of 25 miscues at each level were ana l yzed for 

each subject. Three categories were added to Goodman and Burkes 

Inventory Sheet -Omis sion s , Substituti ons and Insertions - to assis t 

in scoring the analysis of error types . To summarize, then, each miscue 
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was analyzed using the f ollowing categories : (1) dialect; (2) intonation; 

(3) omiss ion; (4) substitution; (5) insertion; (6) graphic 

similarity; (7) 

(9) correction; 

acceptability; 

sound similarity; (8) grammat ical function; 

(10) grammatical acceptability; (11) semantic 

(12) meaning change; (13) comprehens ion; (14) 

grammatical relationships and (15) retelling. 

2 . 32 Variable Selection and Quantification 

Once the analysis of all the miscues had been 

completed, the resulting s cores were examined to determine which of the 

data obtained was relevant to the research aims of the study and was , 

therefore , suitable for further treatment . The data obtained was then 

classified as : 

(1) suitable for further treatment in their original form; 

( 2) suitable for further treatment in a modified form; and 

(3) not relevant and therefore not suitable for any further 

treatment . 

The results of this examination are outlined below. 

2.321 ErrorType :Omis s ions, Insertions and Substitutions . 

It was decided to classify all miscues as one 

of three error types - Omissions, Insertions or Substitutions . This 

was considered appropriate because : (1) the high percentage of miscues 

these three categories accurately describe (e.g. Williams,1968 found 

that 97% of all miscues .could be classified as Substitutions, Omissions, 

Insertions or Complex Substitutions and (2) the lack of agreement 

amongst investigators as to the nature of other error types where such 

investigators have used other categories in addition to these three . 

The scores attributed to each of these categories represented the 

percentage of all miscues that could be classified as one of these 
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three error types . All miscues could be so clas s ified except for 

Omi ss ions where the word was s upplied by the tester. Each of thes e 

t hree measures were selected fo r f urther treatment without modification . 

2 . 322 Dialect 

This was not f ound to be a variable of 

particular relevance in the New Zealand situation . New Zealand does 

not host the same amount or variety of dialectical diffe rences as the 

U. S . and New Zealand teachers seem to be more predisposed to regarding 

' dialectical ' miscues as acceptable than do American teachers . It was 

decided that Dialect scores had no value toward any further ends and 

therefore t o discard them . 

2 . 323 Intonation 

This category refers to changes in pitch , 

stress or pause from what is expected . Such unexpected responses are 

only classified as miscues when they result in "changes in grammatical 

structure or the meaning of a pas s age" ( RMI manual p 52) . Such 

miscues are classified as Substitutions and further analyzed by using 

the Grammatical acceptability and Semantic acceptability categories . 

There appeared to be no reason for any further treatment of the 

category as a separate entity , and it was therefore discarded . 

2 . 324 Graphic Similarity and Phonic Similarity 

As with almost all the RMI categories there 

are three possible scores a miscue can be given to describe the 

varying degrees of Graphic or Phonic similarity the miscue has with the 

stimulus word . These three sub - categories are ' Yes ', ' Partial ' and 

' No '. Using the RMI procedure a percentage is calculated for each of these 

three sub- categories which compare their relative frequenci e s with the 

total number of miscues which can be classified using this category . 

e . g . : 

Yes Partial No 
40 25 5 

Raw Score 70 70 -
70 

% ages 57 36 7 



To calculate a similarity s core fo r thes e variables the ' Partial ' 

percentage was divided by t wo and adde d to the ' Yes " percentage . 

This is a somewhat arbitrary scoring system tut v:as devised to give 

recognition to the fact th at a ' Part ial' score indicates a higher 

de gree of Graphic or Phoni c similari t y than does a ' Ho ' s core but not 

as high a degree as the ' Yes ' score . 

y + 
p 

Similarity Score e.g.: 2 -

57 
36 

75 + 2-

A similiar scoring procedure was use d in all variables where s uch 

a sys tem of scoring was used. 

The Graphic Similarity Percentage and the Phonic Similarity 

Percentage were combined to calculate a Grapho-Phonic Acceptability 

Percentage which was us ed for furthe r treatment as a score for 

measuring subje cts relative us e of the Grapho-Phonic Cueing System . 

Grapho-Phonic Acceptability Percentage= 

(Graphic Similarity Percentage + Phonic Simi larity Percentage) 
2 

2.325 Grammatica l Function 

The Grammatical Function cate go1y measures 

the extent to which a miscue serves the same grammatical function as 

the Sword . It is also marked Y, P or N but in this case, P , does 

not mean partia~but ins tead refers to respon s es which are 

unclas sifiable (manual p 56) . This different role attributed to the 

P sub-category, and the large degree of duplication with the category 

of syntactic acceptability , led to this category being discarded . 

2.326 Correction Rate 

The Correction Score was modified to produce 

a Self- Correction Percentage . The formula used in its calculation 

was: 

SC P -_ ( Y + ~) . . ercentage L. 
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The Correction Score was also used in the computation of the 

Syntacti c and Semantic Acceptability Percentages . 
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2.327 Grammatical Acceptability and Semantic Acceptability 

These two categories were also selected for 
further treatment as measures of subject s use of the syntactic and 

seman tic cueing systems . These percentages were calculated in the 

same manner as outlined for other variables (i.e. Y + } )except that 

another variable was also considered - N Res ponses that had been 

se lf-corrected. If a Response marked N had been successfully corrected 
' Partial' 

it was also divided by two and added to the ' Yes' and 2 scores 

to calculate the final Acceptability Percentage . This was again , some­

what arbitrary, but was designed to give recognition to the fact that 

a se lf-corrected error is not as ' bad ' as a non-corrected error but 

not as ' good' as a correct Response which did not need correcting in 

the first place. 

Acceptability Percentage = ( Y + f + No . Cor~ected) 

2 . 328 Meaning Change 

Scores in the ' Meaning Change ' category were 

used to: (1) a s sist in identifying a subjects Independent and 

Frustration levels end ( 2 )to assi s t in calculating the Grammatical 

Relationships score . It appeared to have no independent relevance 

and was discarded. 

2 .329 Comprehension 

This variable was selected for further 

treatment and was calculated by the following formula 

Partial Loss). Comprehension Percentage= ( No Loss+ 
2 

2.3210 Grammatical Relationships 

This variable was also selected for 

further treatment and was calculated by the following formula 

( h 
Partial Strength) 

Grammatical Relationships Percentage = Strengt + ----,.---~- • 



2. 3211 Retelling Score 

The accuracy with which a subject can 

retell what he has Read is undoubtedly one of the best measures of 
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Comprehension available . However , the amount of tester involvement in 

Response elicitation varies considerably amongst subjects and as such 

differences may indicate differences in cognitive organization and 

level of understanding the scores compiled using the RMI 's standardized 

scoring system could be misleading. For this reason the subject's 

Retelling scores were not selected for further treatment although 

subjective impress ions gained from the sub ject's Retelling were used in 

distinguishing subject's Independent and Frustration levels. 

2 . 3212 Socio-Economic Status 

To provide an additional measure which 

would allow some evaluation of the role of Socio- Economic Status in 

Reading Performance each subject was assigned a SES score ranging from 

1-6 using the Elley and Irving Revised Socio-Economi c Index for New Zealand 

(1972). Using this scale subjects are classified from 1 to 6 according 

to fathers occupation . Class 1 occupies the position of highest SES and 

Class 6 the lowest. The categories are not equivalent in the proportion 

of the population assigned to them . Rather 5 . 8% of the male labour force 

are classified as Class 1, 19.3% as Class 2, 13.3% as Class 3, 28.2% as 

Class 4 , 21 . 3% as Class 5 and 12.1% as Class 6. In eleven cases 

information regarding the nature of the fathers occupation was not 

available . In nine of these cases the mother was employed outside of 

the home so the subject was assigned the value of her occupation as if 

it had been the fathers . In the other two cases the mothers were not 

employed outside the home and these two subjects were not scored on this 

measure . The scores on this test were used as a variable for further 

treatment in an unmodified form . 

2 . 3213 Sectional Summary 

From the data obtained from analyzing 

the miscues of all the subjects at both their Independent and 

Frustration Reading Levels the following Variables were selected for 

further investigation 

1. 

2. 

3. 

Omissions 

Insertions 

Subs ti tut ions 
J To investigate the relative 

Frequency of error types. 
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4. 

5. 

6. 

Grapho-Phonic Similarity} 

Syntactic Acceptability 

Semantic Acceptability 

To investigate relative 

use of the three cueing 

systems in Reading Per­

formance . 

7. 

8 . 

9 . 

Self-Correction Rate to investigate the 

relative frequencies of self-correction 

behaviour . 

Comprehension } 

Grammatical Relationship 

To investigate the utility 

of these measures as 

provided from use of the 

RMI. 

10 . Socio Economic Status to investigate the role 

of SES in Reading 

performance. 

2.4 Stat istical Treatment of the Selected Variables 

Scores on each of the ten variables summarized above were 

further investigated using the SPSS Programme on the B6700 Computer 

at Massey University. Each subgroup of 5 subjects was entered in the 

programme as a separate subfile to allow the analysis of different 

combinations of subjects for different purposes . 

2.41 Subfile Combinations Used 

1. All. This combination used the scores of all 

subjects together . (n=60). 

2. High Reading Ability and Low Reading Ability. 

This separately grouped the scores of high ability and low ability 

subjects . (n1 = 30; n
2 

= 30) . 

3 . Sex. This combination separately grouped the 

scores of all boys and all girls . ( n = 30 · 
1 ' 

n
2 

= 30) . 

4. Age . This combination separately grouped the 

scores of all 8-year-olds, all 9- year-olds and all 10-year-olds. 

(n = 20· 1 ' n 2 = 20 ; n 3 = 20) . 



5 . Sex and Ability . This c omb ination separately 

grouped high ability boys , h i gh abil ity girls, low ability boys and 

low ability girls . (n 1 = 15; n 2 = 15; n 3 = 15; n 4 = 15) . 

6 . Age and Abil ity . Th is comb inati on separately 

grouped high ability 8-year-olds, low ability 8-year-olds, high 

ability 9- year-ol ds , low ability 9-year- olds , high ability 10-year-olds 

and low ability 10-year-olds. (n1 = 10; n
2 

= 10; n
3 

= 10; n
4 

= 10; 

n 5 = 1G; n 6 = 10). 

7 . Age, Sex , and Ability. This combination 

separately ran each subfile . (n1 = 5; n 2 = 5; n 3 = 5; n 4 = 5; 
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n = 5 · 
5 ' n = 5· 

6 ' n 9 = 5 ; n12 = 5) . 

8 . Listening Comprehension . This combination 

separately grouped subjects who had a pattern of high PAT Listening 

Comprehension Scores and Low PAT Reading Comprehension and Reading 

Vocab Scores and all other subjects . This grouping could only be used 

with the T- Test . ( n = 5 · 
1 ' 

n
2 

= 55) . 

2.42 SPSS Programs Used 

The following SPSS pro grams were used to investigate 

the research problem. 

1. FREQUENCIES - used to describe the distribution of 

each variable . Provided means , mode , range , standard error, standard 

deviation , minimum , maximum and variance . 

2 . PEARSON CORR - used to de scribe the relationships 

amongst variables . Provided Pearson Product - Moment Correlation 

Coefficients and significance levels . 

3 . T- TE STS - used to assess the significance of 

differences in the rneansbetween variables . Provided the mean , standard 

deviation and standard error of the differences between the mean , the T-value , 

the degrees of freedom and the two-tailed probability . 



2 . 5 Sumrr,ary 

2 . 51 Subject Selection 

1. Sixty subjects were selected according to defined 

criteria of ability , sex and age . 

2 . Potential subjects were selected from two 

representative Palmerston North schools using PAT Reading Comprehension 

Level Scores . 

3 . Potential subjects were then tested on an oral 

prose Reading programme which was used to 

(i) confirm their eligibil ity for selection -
18 potential subjects had to be discarded . 

(ii) establish each subjects Independent and 

Frustration Reading levels and 

( iii) collect from those finally included in 

the sample a minimum of 25 miscues at both their Independent and 

Frustration Reading Levels. 

4. The sample fina lly selected consisted of 

( i) 5 low reading ability 8-year-old boys 

(ii) 5 low reading ability 8- year-old girls 

(iii) 5 high reading ability 8-year-old boys 

(iv) 5 high reading ability 8-year- old girls 

( V) 5 low reading ability 9-year-old boys 

(vi) 5 low reading ability 9- year-old girls 

( vii) 5 high reading ability 9-year-old boys 

(viii) 5 high reading ability 9-year- old girls 

(ix) 5 low reading ability 10-year-old boys 

( x) 5 low reading ability 10- year- old girls 

(xi) 5 high reading ability 10-year-old boys 

(xii) 5 high reading ability 10-year- old girls 

2 . 52 Data Collection 
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Each subject 1 s miscues at both independent and frustration 

Reading levels were analyzed usin g the RMI . In addition to the 

categories used by the RM~ miscues were analyzed using two other 

categories: 



(1) Error Type (Omissions, Insertions or Substitutions) 

and (2) Socio-Economics Status . 

2 . 53 Variable Selection and Quantification 

From the data collected the following variables were 

defined and scores on them collected for further investigation 

1. Omissions 

2 . Insertions 

3 . Substitutions 

4 . Grapho-Phonic Similarity 

5 . Syntactic Acceptability 

6. Semantic Acceptability 

7 . Self-Correction Rate 

8 . Comprehension 

9. Grammatical Relationships 

10. Socio-Economic Status . 

2.54 Statistical Treatment of the Selected Variables 

Scores for each subject on all the ten variables 

listed above were further investigated using the SPSS Programme 

on the B6700 Computer at Massey University . Programmes run were 

FREQUENCIES , PEARSON CORR, and T-TEST. 
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CHAPTEP. THREE Res ults 

3 .1 Introduction 

The statisti ca l procedures used in this investigation produced 

a wealth of data , some of which it is not practical to report here. In 

all , 864 sets of descriptive statistics (mean , mode , median , standard 

error, standard deviation and cumulat ive frequencies) and more than 

20 , 000 Correlation and T-Te s t scores were calculated . To record all 

such data here would be both impract ical and unnecessary . Results 

are only listed here , then, if they were relevant and meaningful in 

terms of the Re search Aims of the investigation as defined in Chapter 

One . 

Results are presented under the following headings : 

3 . 2 The Relationship between Socio- Economic Status and 

Reading Ability 

3 . 3 The Relationship between Se lf-Correction Rates at 

Independent and Frustration Levels. 

3.4 Error Types at Independent and Frustration Level . 

3.5 Graphophonic Acceptability, Syntactic Acceptability and 

Semantic Acce ptability Scores at Independent and 
Frustration Levels . 

3 . 6 The Relationship between Grammatical Relationships and 

Syntactical Acceptability Scores and between 

Comprehension and Semantic Acceptability Scores . 

For the purposes of measuring the significance of results a . 05 

level of significance was adopted . A summary of results is presented 

in Section 3 . 7 
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3. 2 The Relationship Between Reading Ability and Socio- Economic Status 

A strong relationship was found between the Reading Ability 

of subjects and their SES Rating . Subjects who had been classified as 

High in Reading Ability tended to have much higher ranking (i . e. lower 

scores) on the Elley-Irving Scale than did Readers who had been classified 

as Low in Reading Ability. Table 3. 1 lists the means , standard 

deviations and percentile rankings of scores on the Elley-Irving Scale 

for the various subject groupings . Table 3.2 shows the siginficance 

level of the differences between the means of various groups as measured 

by T-tests . No significant differences were found between groups when 

the differentiating characteristics were age or sex. No significant 

difference was found , either , between the scores of the group of Low 

Reading Ability subjects who had scored highly on the PAT Listening 

Comprehension Tes t and the rest of the subjects. A significant difference 

was found between all groups where the differentiating factor was 

ability except between High and Low ability 10-year-olds . Such a result 

suggests that the role of SES in influencing relative Reading performance 

tends to decline with age . The results also suggest that the influence of 

SES may be slightly more significant for High Ability girls than High 

Ability boys . 

3.3 The Relationship Between Self- Correction Rates at Independent 

and Frustration Reading Levels . 

Self - Correction Rates for subjects at their Independent and 

Frustration Levels were compared . Table 3 . 3 shows the results . 

Self- Correction Rates were found to be significantly lower at Frustration 

Level for all groups . The significance of the differences between the 

means at both Independent and Frustration level of groups differentiated 

by sex, age and ability was also measured by T-tests. No significant 

differences were found . Table 3 . 4 lists these scores . Pearson 

Product-Moment Correlations between SC scores at In dependent and 

Frustration levels were also calculated for the various groupings to 

measure the stability of individual SC scores at the two levels . No 

significant relationships were found . Table 3 . 5 summarizes these 

results 

The results suggest that differences in self- correction rate are a 

function of difficulty level of the material only, rather tha~ of s~~ 

age or ability . 



Table 3.1 Socio-Economic Status Level of Subjects according 

to Elley and Irvings (1972) Levels. 

Subfile Name Mean Std Deviation 

All 3.5 1.589 

Ability High 2.833 1.44 
Low 4.167 1.464 

Sex 
Boys 3.667 1. 583 
Girls 3.333 1.605 

8-year-olds 3.45 2.34 
Age 9-year-olds 3.711 1. 49 

10-year-olds 3.354 1. 725 

Ability High ability boys 3.133 1. 457 

and 
High ability girls 2.533 1.407 
Low ability boys 4.2 1. 568 

Sex Low ability girls 4.133 1.407 

Ability Low ability 8-year-olds 4.5 1.08 
Low ability 9-year-olds 4.3 1.418 

and 
Low ability 10-year-olds 3.7 1.829 
High ability 8-year-olds 2.4 1. 35 
High ability 9-year-olds 3.1 1.37 

Age High ability 10-year-olds 3 1.633 , . 

Listening Low Ability 
Comprehension Readers with 3.0 1. 581 
Ability high PATL score 

Age, Low ability 8-year-old boys 4.4 1.342 
Low ability 8-year-old girls 4 .6 0.894 
High ability 8-year-old boys 2. 2 1. 643 

Sex 
High ability 8-year-old girls 2.6 1.14 
Low ability 9-year-old boys 4.2 1.483 
Low ability 9-year-old girls 4 . 4 0.678 
High ability 9-year-old boys 3.4 1.14 

and High ability 9-year-old girls 2.8 1.643 
Low ability 10-year-old boys 4 0.949 
Low ability 10-year-old girls 3.4 1.673 
High ability 10-year-old boys 3.8 1.304 

Ability High ability 10-year-old girls 2.2 1.643 
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Percentile 
Ranking 

47.5 

63.9 
29.64 

42. 78 
52.21 

48.91 
41. 58 
48.27 

57.85 
68.8 
28.94 
30.4 

22.6 3 
26. 81 
41.96 
69.58 
59.78 
61.6 

61. 6 

24.68 
28.74 
72. 24 
66.92 
26.94 
24.68 
49.8 
64.26 
33.2 
49.8 
39.04 
72.24 



Table 3.2 Significance of Differences Between 

Means of SES scores as measured by T-Tests. 

Sex -

Age -

Groups Being Compared 

Boys and Girls 

8 and 9-year-olds 

8 and 10-year-olds 

9 and 10-year-olds 

Ability - Low ability 8-year-olds and High ability 
8-year-olds 

Low ability 9-year-olds and High ability 
9-year-olds 

Low ability 10-year-olds and High ability 
10-year-olds 

Low ability boys and High abili t y boys 

Low ability girls and High ab ility girls 

Low ability with hi p;h PAT L.:.s t :ling 
Comprehension Score and Res t 

Significance Level 

.421 

. 613 

. 85 

.497 

.001 

.07 

• 379 

. 044 

.004 

. 494 

I 
I 
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All 

Ability 

Sex 

Age 

Ability 

And 

Sex 

Ability 

And 

Age 

Table 3 . 3 Frequen cy of Self-Corrections at I n dependent and Frustration Reading Levels 

Percentage of Percentage of Significance of 
Self-Corre ct ions Self-Corrections Difference Between 
at Independent at Frustration Means as Measured 

Level Level by T- Tests 

Subfile Mean S . D. Mean S . D. (2-tailed probability) 
Group 

21. 95 1. 49 11.92 1.14 0.000 

High 23 . 43 10 . 52 12 . 47 9 . 05 0 . 002 
Low 20 . 47 12 . 50 11. 37 8 . 66 0 . 000 

Boys 20 . 13 9 . 83 9 . 84 11. 65 0 . 000 
Girls 23 . 76 12 . 96 13 . 97 10 . 18 0 . 003 

8 21. 7 14.48 11. 05 8 . 2 0.008 
9 2 3 . 21 9 . 33 14 . 35 9 . 95 0.008 
10 20 . 95 10 .7 3 10 . 35 8 . 04 0 . 003 

Low ability boys 21. 67 8 . 88 11 . 33 6 . 67 0.001 
High ability boys 18 . 6 10 . 8 8 .4 6 . 71 0 . 011 
Low ability girls 25 . 2 11. 99 13 . 61 11 . 08 0 . 02 
High ability girls 22.33 14 . 13 14 . 3 9 . 57 0 . 048 

Low ability 8-year-olds 24 . 14 11. 76 10 . 42 7 . 73 0 . 011 
High ability 8-year-olds 19 . 71 17 . 07 11. 77 9 . 02 0 .22 6 
Low ability 9-year-olds 22.14 8 . 22 17.76 11. 2 0 . 214 
High ability 9-year-olds 24 . 32 10 . 66 11.00 7 . 67 0 . 02 
Low ability 10-year-olds 24 .1 7 12 .16 9 . 31 5 . 71 0 . 015 
High ability 10-year-olds 17 . 83 8 . 54 11. 42 10.07 0 . 089 

Low Ability and 
High PAT 

21. 8 10 . 61 11. 4 7 , 63 0 . 002 
Listening Comprehension 

Score 

-..J 
r 



Sex 

Age 

Table 3.4 Significance of the Differences Between Me ans 

of Self-Correct ion Scores at Independent and 

Frustration Reading Level as Meas ured by T-Tests. 
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Groups being Significance Level (2-tailed) 

Compared Independent Level Frustration Level 

- Boys and Girls -2 27 .102 --
- 8-year-olds and 9-year-olds . 7 . 26 

9-year-olds and 10-year-olds .484 .171 --8-year-olds and 10-year-olds .85 3 .787 

High and Low Ability .176 .594 

Ability - Low Ability and High PAT 
Listening Comprehension .975 .882 
Score and Rest --

Table 3.5 Pearson Product - Moment Correlations between 

Self-Correction Scores at Independent and 

Frustration Level. 

Correlation 
Significance Level 

Subfile Groups ( 2-tailed ) 

All .043 . 745 

Ability - High .054 .776 
Low .014 .94 

Boys ' .049 .798 
Sex - Girls - · 015 .933 

8-year-olds . 066 .78 
Age - 9-year-olds .052 . 828 

10-year-olds - .04 8 .841 
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3.4 Error Type Frequencies 

3.41 Error Type Frequencies at Independent and Frustration Levels 

Table 3.6 shows the percentages of errors that could 

be categorised as Omissions, Insertions and Substitutions at both 

Independent and Frustration levels for all the possible subfile 

groupings . Substitutions were easily the most prevalent error type at 

both Independent and Frustration level for all groups . Table 3.7 shows 

the significance of the differences between the means of the three Error 

categories at Independent and Frustration levels as measured by T-Tests . 

There were considerable decreases in Insertions Scores at Frustration 

level and this was significant for the All, High Ability, Boys and 

10-year-old Groupings. The statistics for Omissions and Insertions 

should be interpreted with considerable caution , however , because they 

represented such a small percentage of the miscues generated . An 

Insertion Rate of 4% for instance, may mean as little as one-out-of­

twenty five miscues collected. 

3.42 Differences Between Groups in Relative Incidence of Error 

Types . 

Table 3. 8 shows the significance level of mean differences 

in relative incidence of the various Error Types between groups . There 

were no significant differences found between groups where the 

distinguishing characteristic was sex . Neither were there any 

significant differences between the 8 and 9- year-old groups but the 

substitutions score at Independent level was significantly higher 

( . 028) for the 9-year-old group when compared with the 10-year-old 

group . Between the 8-year-old and 10-year- old groups substitutions at 

the Independent level were significantly higher (. 028) for the 

8- year-old group whilst Insertions at the same level were 

significantly higher (.011) for the 10-year-old group . Between high 

ability and low ability groups significant differences were found in 

all error categories at both Independent and Frustration levels. At 

the Independent level Omissions and Insertions were significantly 

higher (0.017 and 0.000) anc substitutions significantly lower (0.000) 

for the Hi gh Ability group . At Frustration Level the same relationships 



Table 3 . 6 Error Type Frequencies at Independent and Frustration Reading Levels 

Independent Level (Percentage) Frustration Level 

Subfile Number Omissions Insertions Substitutions 
Total Omi~sions Insertions Substitutions Total 

Number Number of - of of 
Grouping Subjects Mean S. D. Mean S . D. Mean S . D. Errors Mean S . D. Mean S.D . Mean S . D. Errors 

All 60 8.6 6 . 672 7 . 15 73'~~ 84 . 85 10 . 9.05 1759 9 . 683 8. 730 3 . 3833 4 . 35 85 .58 10 . 862 1802 

Ability 
Low 30 6 . 3 4 . 928 3 4,.518 91.13 7 . 642 966 7 .5 7. 324 1. 7667 2.487 88 . 93 9 . 913 1048 
High 30 7 . 43 11.3 7.12 78.5667 10 . 092 793 9 . 56 11. 867 5 5 . 186 82 . 22 10.887 754 

Sex Boys 30 8.433 6.015 8 . 97 8 . 075 83 . 567 12 . 184 850 11.1 9 . 546 2.833 3 . 752 83 .933 11.107 968 
Girls 30 8 . 767 7.21 5.33 5 . 892 86 . 133 9 . 489 909 8 . 267 8 . 35 3.933 4.877 87 .233 1 0 . 536 834 

8-years-old 20 6 . 95 6 . 476 6 . 15 7 . 081 87 . 35 10 . 363 465 8 . 05 7 . 082 2 . 8 5 .512 87 .7 10 . 682 617 
Age 9-years-old 20 8.95 6 . 809 4.75 5 . 2 87 . 4 10 . 53 536 8 . 85 8 . 028 3.7 4.305 86.2 10 . 222 558 

10-years-old 20 9.9 6 . 719 10.55 8.153 79 . 8 10.521 758 12.15 10 . 589 3 . 65 3 . 048 82 . 85 11 . 609 627 

Sex High Ability Boys 15 11. 13 5 . 78 14.93 6 .386 75 . 4 10 . 528 402 15,067 10.471 3.93 4.33 '78 . 867 11 . 224 391 

And 
Low Ability Boys 15 5 . 733 5 . 092 3. 0 l! ,243 91. 73 7 . 33 448 7 .13 6.739 1.73 2 . 789 89 8 . 635 577 
Hi gh Ability Gir ls 15 10 . 67 9.005 7. 61 5 . 996 e: .73 8 .868 391 8.67 7.662 6.067 5 . 873 85 . 6 9.76 363 

Ability Low Ability Girl s 15 6,867 4.868 3.0 4 .928 90 . 53 8 . 149 518 7.867 8 . 088 1.8 2.242 88 . 867 11.537 471 

Age High Ability 8-year- olds 10 10 . 3 6 . 717 10.9 7 .109 80 . 6 9 . 336 234 10.0 8 .807 5 . 1 7 . 156 84 . 1 11 . 05 233 
Low Ability 8- year- olds 10 3 . 6 4 . 3 1.4 2 . 271 94 .1 6 ,19 231 6 , 1 4 . 458 0 . 5 1.08 91.3 9 . 487 384 

And 
High Abilit y 9-year-olds 10 12 . 7 7,602 7.9 5 . 065 81 11. 431 248 8 . 5 6 . 704 6 . 3 4 . 572 83 . 3 8 . 028 255 
Low Ability 9-year-olds 10 5 . 2 2 . 974 1. 6 3.062 93 . 8 3 . 521 288 9 . 2 9.531 1.1 1. 792 89 . 1 11.723 303 

Ability 
High Ability 10- year- olds 10 9.7 8 . 354 15 .1 7.%2 74.1 8 .774 311 1 7. 1 11 . 21 3 .,.6 3 . 239 79 . 3 13 . 442 266 
Low Ability 10-year- olds 10 10 .1 5 . 043 6 . 0 6 . 018 85 . 5 9 . 192 447 7 . 2 7 . 525 3.7 3.02 86 . 4 8.708 361 

Age , Low Ability 8-year-old boys 5 4. 8 5 .718 1. 0 2 . 236 93 . 8 7.43 143 7.8 4 . 604 0 0 87 11. 979 116 
Low Ability 8-year- old gir ls 5 2 . 4 2 . 302 1.8 2 .49 94.4 5 . 55 91 4 . 4 4 . 037 1.0 1.414 95.6 3 . 578 117 
High Ability 8- year-old boys 5 10. 4 1.14 15.4 . 37 78 . 0 5 .148 106 16.4 7,403 3. 6 6 07 78. 8 8 . 899 232 

Sex High Ability 8-year-old girls 5 10 . 2 10.01 6 . 4 • . 36 83 . 2 12 . 357 125 3. 6 4 . 159 6 . 6 8 . 532 89.4 11.194 152 
Low Ability 9-year-old boys 5 3.8 2 . 775 1. 2 19 94 . 8 3.56 124 8. 2 10 . 208 0 . 8 1. 789 91 9.153 141 
Low Ability 9-year-old girls 5 6 . 6 2 . 702 1.8 .. . n 92 . 8 3.564 124 10.2 9 . 884 1.4 1.949 87 . 2 14 .481 114 
High Ability 9--year-old boys 5 12.4 10.164 10 . 6 --i . 379 77,'d 15 . 369 166 8. 4 6 . 656 4.2 4.382 82 .4 8.989 160 

and High Ability 9-year-old girls 5 13 . 0 5 . 148 5 . 2 3 . 962 84 . 2 5.675 122 8 . 6 7 . 537 8,4 4,099 84 . 2 7 . 887 143 
Low Ability 10-year-old boys 5 8 . 6 5.857 6.E 5 .37 86 .6 8.385 135 5 . 4 5 . 273 4 . 4 3 . 209 89 4 . 123 134 
Low Ability 10- year- old girls 5 11.6 4.159 5 . 4 . . 197 84 . 4 10.807 176 9 . 0 9 . 566 3.0 3 83 . 8 11. 692 132 
High Ability 10-year- old boys 5 10 . 6 3.05 18.8 ' . 907 70 . 4 8 . 849 176 20 . 4 13.831 4 3 . 082 75 . 4 15. 821 185 

Ability High Ability 10-year-old girls 5 8. 8 12.071 11.4 £ . 986 77 . 8 7 . 791 271 13. 8 8.012 3 . 2 3 . 701 83 . 2 10.872 175 

High Low ability 
Li stening with High PAT ' Comprehension Listening 5 6 . 8 4. 025 2 . 0 2 .121 91.2 4.97 140 4.6 2 . 966 3.4 3 . 286 92 4.062 154 
and low Comprehension 
ability Score . 

-..J 
-..J 
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existed ( 0 .0 39 , 0.006 and 0.016). Significant differences were also 

found between the low ability group who had scored highly on the PAT 

Listening Comprehension Test and the Rest with regard to Insertions 

and Substitutions at Independent Level and Omissions and Substitutions 

at Frustration level. However ininterpreting these results it should 

be borne in mind that this was a very small group and that it was 

being compared with all the rest of the subjects rather than the other 

low ability subjects. 

3.43 Individual Stability in Error Patterns. 

Table 3.9 summarizes the relative stability of 

individual error patterns as measured by Pearson Product -Moment 

Correlations. Correlations are general ly positive but low, only 

substitutions .421 (.001) being significant although Omissions were 

significant at the .06 level. Stability in Insertions was higher for 

low ability Readers (.402) then for High ability Readers (-.1475) and 

for Boys (.347) then Girls (.1088). No developmental trends were found 

although substitutions seemed to correlate slightly higher with age 

(8-year-old = .332, 9-year-old = .346, and 10-year-old = .48). 

3.5 Grapho-Phonic Acceptability Syntactic Acceptability and Semantic 

Acceptability Scores. 

3.51 Grapho Phonic Acceptability , Syntactic Acceptability and 

Semantic Acceptability Scores at t he Independent and 

Frustration Levels. 

Table 3.10 shows the mean scores and standard 

deviations on these three variables for all groupings. At the 

Independent level the Syntactic Acceptability score was the highest 

for all groupings and for most groupinrs the Grapho-Phonic Acceptability 

score was the second highest. At Frustration level Grapho-Phonic 

Acceptability displaced Syntactic Acceptability as the highest score 

but only by a marginal level. For almost all group ings Semantic 

Acceptability was the iowest score at Independent level, and at the 

Frustration level it was clearly the lowest score for all groupings. 



Table 3 . 7 

79 

Differences between Means of Error Categories at Independent 

Level and Frustration Level as measured by T-Tests. 

Subfile Group N 
Variables being Compared 

Level of Significance ( at Independent and Frustration Levels) 

A.11 60 Omissions .385 
Insertions . 000 
Substitutions . 629 

Ability High 30 Omissions . 637 

Sex 

Age 

Insertions . 001 
Subs ti tut ions .097 

Low 30 Omissions . 418 
Insertions .118 
Substitutions . 289 

Boys 30 Omissions .142 
Insertions .0 00 
Subs ti tut ions . 873 

Girls 30 Omissions .77 3 
Insertions . 298 
Subs ti tut ions . 59 

8 20 Omissions . 597 
Insertions .07 5 
Substitutions . 899 

9 20 Omissions . 959 
Insertions . 344 
Subst i tutions . 656 

10 20 Omissions . 379 
Insertions .002 
Subs ti t ut ions . 242 

Table 3. 11 summarizes the significance of differences between means 

amongst groups. Significant differences were found between groups of 

High ability and Low ability on all six variables except Semantic 

Acceptability at Frustration level . Grapho-Phonic Acceptability scores 

were significantly higher at both Independent (.0 00 ) and Frustration 

(.000) levels as were the Syntactic Acceptability Scores (.000 and . 000 ). 

Semantic Acceptability score at the Independent level was significantly 

lower (.0 03) for the High Ability group . It was also lower at the 

Frustration level but this was not significant ( . 081). The only 

signifi cant differences between the sexes were in Semantic Acceptability 



Table 3. 8 Error Type Frequencies: Differences in Relative 

Incidence Amongst Groups As Measured By T-Tests . 

Significance Levels of Differences 

Independent Level Frustration Level 

80 

Omissions Insertions Substituticins Omissions Insertions Substitutions 

Sex Boys and 
Girls 

Age 8- year-old 
and 

9-ye'ar=-old 

9-year-old 
and 

10-year-old 

8-year-ol d 
and 

10-year-old 

Ability High ability 
and 

Low ability 

Low ability 
with high 

PAT· · 
Comprehensio 
Score and 
r~~ 

,n 

.849 . 052 

. 347 .481 

.166 . 077 

. 659 .011 

. 017 .000 

.369 . 001 

. 367 .212 .332 . 243 

.988 .74 . 569 .658 

,028 .159 .551 .177 

.028 .274 .966 .339 

.000 .039 . 006 .016 

.032 . 009 .991 . 013 

at Frustration level where Girls scores were found to De significantly 

higher than Boys. (.022). There were no significant differences amongst 

age groups except that the Semantic Acceptability score of 8-year-olds 

was s i gnificantly higher ( . 027) than that of 9-year-olds . The low ability 

group who had scored on the PAT Listening Comprehension Test had 

s ignificantly lower scores on Grapho-Phonic Acceptability at both 

Independent and Frustration levels than the rest of the sample . This 

group also scored s i gr.ificantly lower on Syntactic Acceptability at the 

Independent level ( . 029) but although this group's mean scot>e was lower at 

Frustration level it was not significant at the , 05 level ( . 071). 

, 



Table 3. 9 Pearson Product-Moment Correlations between Error Type 

Frequency Scores at Indeper.dent and Frustration Level. 

Correlation between 

81 

Subfile Group Error Type 
Scores at Significance Level 

n Independ,:mt and (2-tailed) 
Frustration Level 

AH 60 Omissions . 2457 . 058 
Insertions . 202 .122 

' Substitutions . 421 .001 

Ability High 30 Omissions .1645 .384 
Insertions -.1475 .436 
Substitutions . 38 . 038 

Low 30 Omissions . 1944 . 304 
Insertions .402 . 028 
Substitutions .213 .258 

Sex Boys 30 omissions .2929 .116 
Insertions . 347 .06 
Substitutions . 427 .19 

Girls 30 omissions . 2244 .2 34 
Insertions .1088 .568 
substitutions . 393 .032 

Age 8-years-old 20 omissions . 0942 .692 
.. Insertions . 2233 .344 

Substitutions . 332 .153 

.9:;years-old 20 · Omis1:: i o,::; • ~ , R7- .158 
Insertions . 494 n .026 
Substitutions . 346 .132 

10-years-old 20 Omissions . 2288 .332 
Insertions .0321 .894 
Substitutions . 484 .031 

Age Low Ability 15 Omissions .0032 . 99 
Boys Insertions . 356 .192 

Substitutions -.180 .52 

High Ability 15 Omissions . 1946 .488 
Girls Insertions .2295 .61 

Substitutions • 36 .188 

Low Ability 
15 Omissions .3551 .194 

Girls Insertions .4654 .08 
Substitutions .48 .136 

High Ability 15 Omissions .1585 .572 
Boys Insertions .265 .34 

Substitutions .245 .38 



Table 3.10 Grapho-Phonic Acceptability Syntactic Acceptability and Semantic Acceptability Scores at Independent 

and Frustration Levels. (Percentages) 

Independent Level Frustration Level 

Grapho-Phonic Syntactic Semantic Grapho-Phonic Syntactic Semantic 

N Mean S. D. Mean s,:n. Mean S. D. Mean S.D . Mean S . D. Mean S . D. 

All _ 60 73.183 11. 5 83 . 73 60. 842 63.0 15.462 76 . 05 1 3.08 73 . 35 18.978 41.183 18.465 

Ability 
High 30 78.73 17.112 89 . 5 6.791 56.7 15 . 685 
Low 30 67.63 10.781 77.967 11. 146 69 . 3 12 . 581 

85. 567 7 . 722 83 . 93 14.429 37.167 20.261 
66 . 53 10 . 075 62.767 17 .112 45.2 15.606 

Sex 73.967 11. 592 83 .167 10 .406 59 . 767 12.803 
Girls 30 72 .4 11. 551 84. 3 11.411 66 . 23 17.346 

75.5 13. 572 70.133 19. 727 35.767 17.581 
76 .6 12.794 76. 567 17 . 95 46 . 6 17.997 

8-years-old 20 72.25 8.546 84. 05 10 . 894 68 . 65 17.358 
Age 9-years-old 20 72.55 13.648 81. 2 12.125 57.85 11. 68i 

10-years-old 20 74. 75 12.143 95 . 95 9. % 4 62.5 15.48 

73.1 13.696 70. 75 17 . 041 37 . 6 17.706 
78 . 15 13.355 72.95 21. 763 44 21. 827 
76.9 12 .328 76.35 18 . 374 41. 95 15.696 

Ability High Ability Boys 15 78.93 7. 71 3 88.567 4 . 865 54 . 0 11. 958 

And 
Low Ability Boys 15 69 . 0 12.884 77 .67 11. €54 65 . 53 11.192 

Sex 
High Ability Girls 15 78 . 533 11.179 90.333 8 .389 59 . 4 18 . 734 
Low Ability Girls 15 66 . 267 8.413 72 .267 11.016 73.067 13 . 123 

86 . 0 8.08 85.867 6 . 39 31. 467 17.707 
65.0 8 . 944 54 . 4 15. 324 40.067 16 . 943 
85 .133 7 . 605 82 19.556 42 . 867 21.613 
68.067 11.19 71. 133 14.889 50 . 33 13.189 

Age Low Ability 8-year-olds 10 70.4 8.631 80 . 9 '2,801 77 .1 10 .493 
High Ability 8-year- olds 10 74.1 8,491 87 . 2 8 . 039 60 . 2 19.165 

And 
Low Ability 9-year-olds 10 65 .1 12 . 556 72 . 7 9 .934 61. 1 12 . 06 
High Ability 9-year-olds 10 80 10 . 593 89.7 7 .15 54 . 6 10.916 
Low Ability 10-year-olds 10 67 . 4 11. 257 80.3 9 . 557 69 . 7 10 . 584 

Ability High Ability 10-year-olds 10 82.1 8 . 034 91.6 4.695 55 . 3 16.899 

62 . 7 9 . 429 59 .1 15.899 46 . 3 19.437 
83 . 5 8.168 82 . 4 7 . 662 28 . 9 10.767 
68 . 2 9 . 727 64.1 17.026 48 . 2 17.555 
88 . 1 7 .795 81. 8 23 .151 39 . 8 25.659 
68.7 10.904 65.1 19.439 41.1 9.433 
85 . 1 7 . 249 87 . 6 7. 321 42.8 20 . 725 

Ability Low Ability 8-year-old boys 5 72.0 11. 958 82 . 0 15 . 6 94 74 . 4 3.697 
Low Ability 8-year-olc girls 5 66 . 8 4. 266 79 . 8 10.•:;41 79 . 8 14. 704 
High Ability 8-year-old boys 5 75.0 5.196 86 . 6 5.899 62.6 12.973 

Age High Ability 8- year- old girls 5 73.2 11. 541 87 . 8 10 . 474 57.8 25 . 371 
Low Ability 9-year-old boys 5 70.4 14. 893 74 . 4 9. 81 3 55,6 8. 142 
Low Ability 9-year-old girls 5 59 . 8 7 . 918 71. 0 10,886 66 . 6 13. 612 
High Ability 9-year-old boys 5 82.6 9 . 864 88 . 8 2 .387 53.6 5. 771 

And High Ability 9-year-old girls 5 77.4 11. 76 90 . 6 10.359 55.6 15.241 
Low Ability 10-year-old boys 5 64.6 13. 353 76 . 6 9.737 66.6 11.653 
Low Ability 10-year-old girls 5 70.2 9.338 84 .0 8.746 72 . 8 9.602 
High Ability 10-year-old Boys 5 79.2 6.907 90 .6 5.683 45.8 11.054 

Sex High Ability 10-year-old girls 5 85.0 8.746 92.6 3.847 64.8 17.167 

63.4 9.813 46.6 7.021 32 . 2 16. 724 
62 . 0 10.124 71. 6 11. 349 60 . 4 8 .562 
84.6 s. 731 82 . 8 5.63 29 . 4 11. 036 
82.4 10.09 82.0 10.0 28.4 11. 76 
66.8 6. 834 63.6 16.149 52 . 8 18.794 
69 . 6 12.7 64 . 6 19.769 43 . 6 16. 95 
89 . 6 7 . 197 88.2 6.261 25 .6 15.241 
86 . 6 8 .905 75.4 32. 624 54 . 0 27.295 
64.8 11. 389 53 .0 18.097 35 .2 7.887 
72.6 9.99 77. 2 12.518 47.0 7.141 
83.8 10.33 86.6 7.266 39.4 24 . 825 
86.4 2. 702 88.6 8 . 081 17.922 8.015 

Low Ability and High PATL Score 5 58.2 8.672 71.2 9.576 58.6 8.591 60.8 9 .576 55.6 18.105 40.2 15.466 

CD 
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Sex 

Ability 

Age 

Table 3.11 

Boys/Girls 

High/Low 

8 years old/9 

~ifferences Between Subgroups in Grapho- Phonic Acceptability Scores , Syntactic 

Acceptability Scores and Semantic Acceptability Scores at Independent and 

Frustration Levels as measured by T- Tests . 

Independent Level 

Grapho-Phonic Syntactic Semantic 

Frustration Leve l 

Grapho- Phonic Syntactic Semantic 

. 602 . 689 .106 . 748 . 192 . 022 

. 000 . 000 .003 . 000 . 000 . 081 

.934 . 439 . 027 . 245 . 724 .315 

9 years old/10 . 593 . 174 . 293 . 76 . 597 . 735 

8 years old/10 years old .457 . 557 . 246 . 362 . 324 . 416 

Low Ability and High PATL 
.011 . 029 . 312 . 015 . 071 . 89 

Score/Rest 

(Xl 

C.J 



84 

3. 52 The Relationships between the Independent and Frustration 

Level scores of each Acceptability Measure . 

3.521 Relationships between Group Scores 

Table 3 . 12 shows the significance of differences 

between scores at the two levels for all three Acceptability measures . 

For the group as a whole significant differences were found between the 

Independent Level and Frustration Level scores for both Syntactic 

Acceptability Scores (. 000 ) and Semantic Acceptability Scores (. 000) . 

In addition the difference between Grapho- Phonic Acceptability 

scores at the two levels was very close to bei ng s ignificant (.054). 

For the High Ability group Grapho- Phonic Acceptability was significantly 

higher at the Frustration level (. 000) while for the Low Ability group 

it was slightly lower , but not at a signi f icant level . For both Boys 

and Girls Grapho- Phonic Acceptability scores were higher at the 

Frustration level but not at a significant level . (.446 and . 06) . 

For all three age groups the Grapho- Phonic Acceptability scores were 

higher at Frustration level but the differences were not significant 

(.75 , . 06 and . 283 ). When Age groups were f urther subdivided 

according to sex and ability there was some evidence to suggest that 

differences between Independent and Frustration level scores were not 

as large amongst the older subjects . 

For all Groups t he Syntactic Acceptability score was lower at 

Frustration level than at Independent level. For the whole Group this 

was significant at the . 000 level . The difference was more significant 

for Low Abi lity Readers ( . 000) then for High Ability Readers ( . 073) 

and for Boys (.000) than Girls ( . 023). The difference was less 

significant for 9-year- olds (. 084) than for 8 or 10-year- olds . 

( . 006 and . 006) . 

For all Groups , Semantic Acceptability score was lower at the 

Frustration level . This difference was significant for All subjects 

(.000), both High and Low Ability groups (.000 and .000 ), both sexes 

(.000 and . 000) and all three Age groups ( . 000, . 008 and . 000). 



Ability 

Sex 

Age 

Sex 
And 
Ability 

Age 

And 

Ability 

Table 3 . 12 Relationships Between Grapho- Phonic Acceptability, Syntactic Acceptabili ty and Semantic 

Acceptability Scores at Independent And Frustration Level as Measured by T- Test . 

Levels of Significance Levels of Significance Levels of Si gnificance 
of differences of differences of differences 

Subgroup N 
between Grapho- Phonic between Syntactic between Semantic 
Acceptability Scores Acceptability Scores Acceptability Scores 
at Independent and at Independent and at Independent and 
Frustration Leve l Frustration Level Frustration Level 

All - 60 ·,054 . 000 . 000 

High 30 . 000 . 073 . 000 
Low 30 .646 . 000 . 000 

Boys 30 .446 000 .ooo 
Gir ls 30 . 06 . 023 . 000 

8- year- olds 20 • 75 3 . 006 . 000 
9- year- olds 20 . 068 .084 . 008 
10-year-olds 20 . 283 . 006 . 000 

Low Ability Boys 15 . 001 . 000 . 001 
High Ability Boys 15 .001 . 115 . 002 
Low Ability Girls 15 . 622 , 037 . 000 
High Ability Girls 15 . 014 . 17 . 021 

Low Ab i lity 8- year-olds 10 . 039 . 008 . 000 
Hi gh Ability 8-year-olds 10 .001 . 306 .000 
Low Ability 9- year- olds 10 . 559 . 113 . 081 
High Ability 9- year- olds 10 . 018 . 353 . 062 
Low Abilit y 10-year- olds 10 . 698 . 022 . 000 
Hi gh Ability 10-year-olds 10 , 698 . 066 . 181 

I 
i 
i 

I 
I 

0:, 
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3. 522 Relationships Between Individuals Scores 

Pearson Product-Moment Correlations were used to 

test individual stabi lity in scores upon the three Acceptability measures 

under the two conditions . Table 3 .1 3 shows these correlations. The 

most stable score was the Grapho-Phonic Acceptability score which had 

a correlation level for the whole group of . 5839 (significance level= 

.002 ). Grapho-Phon ic scores tended to be more stable for the High 

Ability Group than the Low Ability Group (.61 and . 22) and there was 

a slight developmental trend over the three age groups . (.50, . 54 and 

. 74). Girls were slightly less consistent than boys (.53 and . 63) , low 

abili t y Girls at both the 9 and 10-year-old levels being the least 

consistent groups of subjects. 

Individuals relative Syntactic Acceptability scores were 

relatively consistent for the whole group with a correlation score of 

. 39 . The High Ability group tended to be less consistent (-.07) 

than the Low Ability group (.23), Girls (.34) to be less consistent 

than boys (.43) and a strong developmental trend appeared . (.11 at 

8-year- old , .40 at 9-year-old and ,67 at 10-year-old.) 

Semantic Acceptability scores had a slightly ne gative correlation 

for the whole group (-0.2541) although it was quite high for girls 

( . 45) compared with boys (-0.13). The correlation between Semantic 

Acceptability scores was hi ghest for low ability girls (.7333). There 

were no significant differences between Sex and Ability groups . 
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All 

Ability 

Sex 

Age 

Sex 

And 

Ability 

Table 3. 13 The Relationship Between Grapho- Phonic Acceptability, Syntactic Acceptability and 
Semantic Acceptability Scores at Independent and Frustration Levels as Measured 
by Pearson Product- Moment Correlations . 

Grapho-Phonic Score at Syntactic Score at Semantic Score at 
IndepP.n de;1t level with Independent level with Independent l e vel with 
Grapho-Ph,onic Score at Syntactic Score at Semantic Score at 

Frustra":on'level Frustration level Frustration level 

. 5839 .3905 .254 Correlation 

. 002 .002 . 05 Level of 
Si1mificance 

High . 6148 _ .0718 . 1537 
. 002 . 706 . 418 

Low .2276 . 2319 .2334 
. 226 . 218 . 214 

Boys . 6373 . 4308 - · 1392 
.002 .018 .464 

Girls . 5375 .348 .4572 
. 002 . 06 . 012 

8-years- old .5092 . 1132 .4884 
. '.l22 .634 . 028 

9-years- old . 5412 . 4006 -· 3503 
.014 . 08 . 13 

10-years- old . 7476 . 6733 .0935 
. :.; 02 .002 . 696 

Low Ability Boys .4624 - .0768 _ .4172 
. 082 . 786 . 122 

Low Ability Girls .0256 .6094 .7733 
.928 . 016 .002 

High Ability Boys . 6842 .3684 -.1838 
. 004 .088 .256 

High Ability Girls .588 - .1376 . 2646 
. 02 . 624 . 34 

Low Ability 8- year- olds .3771 - , 0049 . 3992 
. 282 .99 .254 

High Ability 8-year-olds .7553 - .5877 .3496 
. 012 .074 . 322 

Low Ability 9- year- olds .1338 .4377 . 0519 
.926 . 206 .886 

High Abili ty 9- ye ar-olds .5732 -- 1091 . 5257 

Low Ability 10- year-ol ds 
. 084 . 764 . 118 
. 5714 . 4478 .7694 
. 084 , 194 . 01 

High Ability 10-year-olds .5531 .5702 -, 0426 
. 098 .086 . 906 

\ 
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3.5 3 Relationships Between Grapho-Phonic Acceptability, 

Syntactic Acceptability and Semantic Acceptability 

Scores . 
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3 . 531 Correlations Amongst Grapho-Phonic Acceptability, 

Syntactic Acceptability and Semantic Acceptability 

at the Independent Level. 

Table 3.14 shows the correlations amongst the 

three Acceptability Scores at Independent Level for the various groupings . 

For the group as a whole, a low (. 2985 ) but significant (.02) correlation 

was found between Grapho-Phonic Acceptability and Syntactic Acceptability 

scores . This relationship was stronger for the High ability group 

(.19) than the low ability group (-.025) and for Girls (.39) than 

for Boys (.20). Grapho-Phonic Acceptability scores had a negative 

correlation (-.3087, significant level . 002) with semantic Acceptability 

this relationship being more marked for the High Ability Group (-.47) 

than for the Low Ability Group (.03). There was no significant 

correlation between Syntactic Acceptability score and Semantic 

Acceptability scores for the whole group but a relatively high correlation 

(.588, significance level .002) was found for the Low Ability group 

compared with the High Ability group (.216). There were no significant 

age or sex differences. 

3.532 Correlation Scores Amongst Grapho-Phon ic Acceptability, 

Syntactic Acceptability and Semantic Acceptability 

Scores at the frustration Level. 

Table 3 .1 5 shows the Correlation Amongst the 

three Acceptability scores at frustration Level for the various 

groupings. At Frustration Level the Correlation between Grapho-Phonic 

Acceptability anc Syntactic Acceptability was much higher for the whole 

group than at the Independent level ( . 5348 , significance level . 002). 

At the frustration Level, however, correlation scores were much higher 

for Boys ( . 81) than Girls ( . 07) and for Low Ability Readers (.40) than 

High ability Readers ( - 0 . 06) . No significant correlation scores were 

found between Grapho- Phonic Acceptability and Semantic Acceptability 

except that there was a strong neeative score for 8- year- olds (- . 53) . 

A marked difference was found between the High Ability ( - . 5 7) and Low 



Table 3.1 4 Relationships Amongst Acceptability Scores at Independent Level as Measured 

by Pearson Product-Moment Correlations. 

Grapho- Phonic Grapho-Phonic Syntactic 
Acce ptability Scores Acceptability Scores Acceptability Scores 

with Syntactic with Semanti c with Semantic 
Subfile Group Acceptability Scores Acceptability Scores Acceptability Scores 

All 
.29 85 . 3087 .089 Correlation 
.02 .02 . 25 Level of Significance 

High .1953 .4715 .2158 
Ability .302 .008 .252 

Low .0251 ,0326 .5 885 
.448 ,432 . 002 

Boys .2042 . 3344 .. . 0068 
Sex .28 . 07 .91 2 

Girls .3946 . 4135 . 1296 
.0 3 . 024 .494 

8-years-old . 5121 .417 .1 816 
.024 .068 .666 

Age 9-years-old .6148 .3801 . 03 
.004 .098 . 9 

10-years-old .5004 .4482 . 0461 
. 024 . 048 , 848 

Sex Low Ability Boys .0209 .0743 .565 
.802 .792 . 028 

Low Ability Girls .057 .28 .656 
And . 84 .312 .008 

High Ability Boys .0831 .333 .0663 
.768 .226 .814 

Ability High Ability Girls . 247 .5382 . 2968 
.374 .038 . 282 

CX) 

lO 



All 

Ability 

Sex 

Age 

Ability 

and 

Sex 

Ability 

and 

Age 
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Table 3.15 Relationships Amongst Acceptability Scores at Frustration Level as Measured _ 

By Pearson Product-Moment Correlation Scores. 

Subfile Grc,up 

High 

Low 

Boys 

Girls 

8-years-old 

9- years-old 

10-years-old 

Low Ability Boys 

Low Ability Girls 

High Abilit y Boys 

High Ability Girls 

J,ow Ability 8-year-olds 

High Ability 8-year- olds 

Low Ability 9-year-olds 

High Ability 9-year- olds 

Low Ability 10-year- olds 

High Ability 10-year-olds 

Grapho-Phonic 
Acceptability Scores 

with Syntactic 
Acceptability Scores 

.5348 

.002 

_.0 684 
. 72 

.403 

. 028 

. 8117 

.002 

.0747 

. 696 

. 5643 

. 01 

. 3927 

. 086 

. 6928 

.002 

. 5373 

. 03R 

. 2567 

. 356 

.4358 

.104 

_. 2694 
. 332 

_. 1302 
. 72 

. 4527 

. 188 

. 7036 

.024 

_. 397 
. 256 

.4866 

.1 54 

.436 3 

. 208 

Grapho-Phonic 
Acceptability Scores 

with Semantic 
Acceptability Scores 

- • 17 
. 194 

- , 0738 
. 68 

.0443 

.816 

--2254 
. 232 

. 0744 

. 696 

_. 5348 
. 016 

, 0188 
.938 

_.1105 
, 642 

. 1768 

. 528 

_ . 1967 
, 482 

_ . 2896 
.296 

. 1387 

. 622 

_ , 1444 
. 69 

_.5263 
, 118 

.1969 

. 586 

. 354 

. 316 

. 239 

.506 

_.5671 
.088 

! 
I 

Syntactic Acceptability 
Scores with Semantic 
AcceptaEIII"ty Scores 

_.15 28 Correlation 
. 244 Level of Significance 

_ ,5713 
.002 

.5 399 

. 002 

-.0889 
.64 

__ 353.; 

. 056 

_. 0576 
. 81 

_. 3524 
. 128 

. 0258 

.914 

.4999 

. o5a 

."119 

.128 

-.428 
. 11 7. 

-, 6481 
.008 

. 7&76 

.01 

-· 5895 
.072 

.6286 

. 052 
__ 7722 

. 008 

. 3059 

. 39 

_. 4063 
.244 



Ability (.53) groups on the correlation between Syntactic Acceptability 

and Semantic Acceptability. This relationship was consistent at all 

age levels although the diffe rence between the groups tended to decrease 

slightly with age . 

3 . 533 Relationships Between Each Acceptability Score at 

Independent Level and the other two Acceptability 

Scores at Frustration Level . 

Correlation scores were calculated between each 

variable at Independent level and the other two variables at Frustration 

level . Grapho-Phonic Acceptability scores correlated quite highly with 

Syntactic Acceptability at Frustration level for the whole group (.45; 

significance level . 002) , the correlation score being higher for High 

Ability Readers (. 35 ) than low ability Readers (.16) . 

A strong developmental trend was evident , correlation scores being 

. 14 for the 8- year- old group , . 40 for the 9-year-old group , and , 70 for 
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the 10-year- old group . There was no significant Correlation score for the 

whole group between Grapho- Phonic Acceptability scores at Independent level 

and Semantic Acceptability Scores at Frustration level ( - 0 . 03) although thert 

was a sizeable difference between High Ability ( - 0 . 111) and Low Ability 

( . 3127 ) groups . 

A relatively high correlation score for the whole group ( . 4454) was 

also found between Syntactic A~ceptability scores at Independent level 

and Grapho-Phonic Acceptability Scores at Frustration level with Boys 

havi ng a slightly higher Correlation ( . 52) than Girls ( . 36) . There was 

no significant correlation between Syntactic Acceptability scores at 

Independent level and Semantic Acceptability Scores at Frustration level 

( -. 12) although again there was a sizeable difference between Boys 

(- . 48) and Girls ( . 1438) . 

A relatively h i gh negative Correlation was found between Semant i c 

Acceptability scoresand Grapho-Phonic scores at Frustration level . 

( -. 4079 ; significance level .002) . There were sizeable differences 

between the High Ability (- . 40) and Low Ability groups ( . 04) correlation 

scores and a strong developmental trend was also present . ( 8-year- 0ld = 



All 

Ability 

Sex 

Age 

Ability 

And 

Sex 

Ability 

And 

Age 

92 

Table 3.16 Relationships Between Each Acceptability Score at Independent" 
Level with the other two Acc3ptability Scores at Frustration 
Level, as measured by Pearson Product-Moment Correlationscores. 

IGPCD IGP ISYN@ !SYN 
with@) with G) with@ with 
FRSYN 2 FRSEM 3 

FRGP FRSEM 

Correlation .4507 -.0326 .4454 -.1286 
Level of significance .002 .804 .002 • 328 

H;!,gh .3528 -,111 -,0069 .0936 
,056 ,56 .972 .622 

Low .1655 .3127 .1371 .0984 
,382 .092 .47 .604 

Boys .4619 .0548 ,5285 -.4825 
.01 . 774 ,002 .4825 

Girls .5375 ..: ,2719 . 365 .1438 
,002 ,146 .048 .4488 

8-year-olds .1432 -.1276 .0081 -,315 
,546 .592 ,974 .176 

9-year-olds .4031 -.0279 .7374 .0893 
,078 .906 .002 .708 

10-year-olds .7041 ,0171 .6981 .0775 
.002 .944 .002 .746 

Low Ability Boys .1375 -.3884 , 223L:. -.5277 
.626 .152 .434 ,044 

Low Ability Girls .4838 . 3661 .464 .4472 
.068 .18 .1236 . 094 

High Ability Boys .4911 -.1164 .1926 -.3248 
.064 .68 .492 .238 

High Ability Girls .3408 -.1061 -.1183 .245 3 
.214 .706 ,674 .378 

Low Ability 8-year-olds .189 .2449 -.2203 -.366 
.602 .496 • 54 .298 

High Ability 8-year-olds .3392 -.5044 -,6659 .2737 
.338 .138 ,036 .444 

Low Ability 9-year-olds .1314 ,5458 .4606 .0692 
.718 .104 .18 ,85 

High Ability 9-year-olds . 3185 -.251 .3455 .0947 
,37 .484 ,328 .794 

Low Ability 10-year-olds ,5111 .1356 .4637 .5296 
.132 .708 .178 .116 

High Ability 10-year-olds . 6128 -.1287 .5432 -.3538 
.06 .362 .104 .316 

Grapho-Phonic Acceptability Score at Independent Level 
Syntactic Acceptability Score at Frustration Level 
Semantic Acceptability Score at Frustration Level 
Syntactic Acceptability Score at Independent Level 
Grapho-Phonic Acceptability Score at Frustration Level 
Semantic Acceptability Score at Independent Level 

ISEM® [rsEM 
with with 
FRGP FRSYN 

-.4079 -.2004 
.002 .124 

-,4051 -.1934 
.026 .306 

.0409 • 2885 

.83 , 122 

-.4216 .4922 
,02 .003 

-.4432 -.054 
.014 .776 

-.7143 -.2674 
.002 .254 

.0211 -,0346 

.93 .884 

.3145 -.2787 

.176 .234 

-.025 -.3099 
.93 .26 

.0058 ,5849 

.984 .022 

-.2018 -.12'39 
.47 .644 

-.5569 -.1899 
.03 ,498 

-.4085 ,5687 
.242 .086 

-.7843 -,2934 
.008 .41 

.7102 ,6749 

.022 .032 

-.053 -.3706 
.884 .292 

.184 .0444 

.305 .451 

- .1436 .019 
,692 .958 



-. 71 ; 9- year-old = . 02 and 10-year-old = . 31) . There was a small 

negative correlation between Semantic Acceotability scores at the 

Independent level and Syntactic Acceptability scores at the Frustration 

level for the whole group (- . 2004) . There were sizeable differences 

between High Ability (-. 1934) and Low Ability broups ( . 2885 ) and 

Boys (.49) and Girls (. 05 ). 
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3.6 The Relationship between Grammatical Re lationships and 

Syntactical Acceptab ility Scores and between Comprehension and 

Semantic Acceptability Scores. 

3 . 61 Introduction 

94 

The ' Grammatical Relationships ' and ' Comprehension ' 

Scores of the RMI represent more complex measures of the subject's 

ability to apply his knowledge of Language to the Reading Process and 

to decode the author ' s intended mess age than do the ' Syntactic Acceptability ' 

and ' Semantic Acceptability ' scores . Two aspects of the Grammatical 

Relationsh ips and Comprehension Scores were considered: (1) are there 

significant differences between scores at Independent and Frustration 

Reading levels and (2) what are the relationships between 

(a) Syntact ic Acceptability and Grammatical Re lationship Scores and 

(b) Semanti c Acceptability and Comprehension Scores? 

3.62 Relationships between Grammatical Relationships and 

Comprehension Scores at Independent and Frustration 

Levels. 

Tables 3.17 and 3.18 show the means and standard 

deviations of both Grammatical Relat ionships and Comprehension Scores 

at both Independent and Frustration levels. Syntactic and Semantic 

Acceptability scores are also included in the tables to facilitate 

comparisons of the scores. Table 3.19 shows the significance of 

differences between means at Independent and Frustration levels for 

Grammatical Relationships, Syntactic Acceptability, Comprehension and 

Semantic Acceptability. There were sign ificant differences between 

Independent Level scores and Frustration Level scores for both 

Grammatical Relationships and Comprehension . Di ffe rences found were 

very sifil ilar to the differences found between means for Syntactic 

Acceptability and Semantic Acceptability . 

Table 3 . 20 shows Correlations between Grammatical Relat ionships 

and Comprehension Scores at Independent and Frustration Level. Correlatior.s 

f or Syntact ic Acceptability and Semantic Acceptability Scores at 

Independent Level and Frustration Level are presented in the same table. 

For the whole Group, a low but significant correlation was found between 

Grammatical Re lationships Scores at Independent and Frustration Levels 



Table 3 . 17 

Subfile Group 

All 

High 
Ability 

Low 

Boys 
Sex 

Girls 

8 

Age 9 
10 

Syntact ic Acceptability and Grammatical Relationsh i ps Scores 

at I n dependent and Frustration Levels. 

Syntactic 

Acceptability 

Mean S . D. 

83 . 73 10 . 84 

89 .5 6 . 79 

77 . 97 11.15 

83 . 17 10 . 41 

84 . 3 11. 41 

84 . 05 10.89 

81. 2 12.12 
85 . 95 9 . 34 

Grammatical 

Re lat ion ship=; 

Mean S . D. 

62 . 82 12.15 

65 . 43 10 . 1 

60 . 2 14 . 19 

58 . 8 8 . 39 

66.8 14.62 

55.3 15 . 19 

52.5 11.14 
57 10 . 2 

Syntactic 

Acceptability 

Mean S . D. 

73.35 18 . 98 

83 . 93 14 . 43 

62 . 77 17.11 

70.13 19 . 72 

76.57 17.95 

70. 75 17.04 

72 . 95 21. 76 
76. 35 18 . 37 

Grammatical 

Relationships 

Mean S . D. 

49 . 88 13 . 53 

54 . 133 16.44 

45 . 633 8 . 04 

45 . 67 12 . 18 

54.17 13 . 65 

45 . 95 15 . 56 

51 . 6 13 . 24 
52 . 1 11. 25 

lD 
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Table 3. 18 

Subfile Group 

All 

High 
IAbili t y 

Low 

Boys 
Sex 

Girls 

8 

Age 9 

10 

Semanti c Acceptability and Comprehens i on Scores at I n dependent 

and Frustration Leve ls . 

Independent Level Frustration Level 

Semantic 

Acceptability 
Compr ehension 

Seman t ic 

Accept ab ility 
Comprehension 

Mean S . D. Me an S . D. Mean S . D. Mean S . D. 

63 - 15 . 46 54 . 93 14 . 1 41. 18 18 . 46 31.1 14 . 46 

56 . 7 15 . 68 53 . 77 15 . 01 37 . 16 20 . 26 27 . 83 13 . 75 

69 . 3 12. 58 56 .1 13 . 27 45 . 2 15 . 6 34.67 14 . 64 

59 . 77 12 . 8 53 . 07 13 . 02 35 . 77 17 . 58 35 . 77 15 . 29 

66 . 23 17 . 35 56 . 8 15 . 08 46 . 6 18.0 46 . 6 13.71 

68 . 65 17 . 36 55 . 3 15 . 12 37.6 17 . 71 28 .15 12 . 45 

57 . 85 11. 68 52 . 5 12 . 69 44 21. 83 33 18 . 67 

62 . 5 15 . 58 57 14 .7 41 . 95 15.7 32 . 15 11. 47 

lD 
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Table 3 .19 Relationships Between Syntactic Acceptability , Grammatical Relationships , Semantic 

Acceptability and Comprehension scores at Independent and Frustration Levels as 

Measured by T-Tests. 

Subfile Group 

Al l 

High 
Ability 

Low 

Boys 
Se x 

Girls 

8-years-old 

Age 9-years-old 

10-years-old 

Syntactic Acceptability 
Score at Independent 

Level and at 
Frustration Level 

.000 

. 073 

. 000 

. 000 

. 023 

.006 

. 084 

. 006 

Grammatical Relationships 
Score at Independent 

Level and at 
Frustration Level 

.000 

. 000 

. 000 

.ooo 

. 01 

. 000 

. 006 

. 003 

Semantic Acceptability 
Score at Independent 

Level and at 
Frus tration Level 

.ooo 

. 000 .. 

.ooo 

.0 00 

. 000 

.0 00 

. 008 

. 000 

Comprehension Score 
at Independent Level 

and at 
Frustration Level 

. 000 

.000 

. 000 

.000 

.ooo 

.000 

.ooo 

. 000 

LO 
--.J 



(.274, significance level .034), and a low but not significant 

correlation (.207 significance level .113) was found for Comprehension 

scores at the two levels. The correlation between Grammatical 

Relationships Score was higher for the Low Ability group (.322) than 

the High Ability group (-.047) and for Boys (.379) than Girls (.101). 

Correlations between Comprehension scores were higher for High Ability 

Readers (. 31) than for the Low Ability group (. 071) 

3 . 63 Relationships Between Grammatical Relationships and 

Syntactic Acceptability Scores . 

Table 3 . 17 shows that Grammatical Relationships (GR) 

scores were lower than Syntactic Acceptability (SA) scores and T-Tests 

confirmed the significance of these differences. Trends amongst 

98 

scores according to Sex , Age and Ability were similar but scores in Table 

3 . 21 show that the significances of differences between means were not 

identical . No significant differences between means were found amongst the 

various age groups as had been so with the SA scores. However, 

where as there had been no significant difference between sexes in SA at 

either Independent or Frustration level a significant difference was 

foun d between GR at the Independent Level (. 012) but not at the 

Frustration Leve l (. 078 ). Differences between the High Ability and Low 

Ability Groups in SA scores were significant at both Independent and 

Frustration levels ( . 000) but differences between GR scores for the two groups 

were not significant at either the Independent ( . 099) or Frustration leve l. 

Table 3 . 22 shows the correlations between SA and GR at both 

Independen t and Frustration levels . At both levels the correlation is 

moderate and significant ( . 001 level) . At Independent level little 

difference was found in the correlation size amongst the various groups 

except that the correlation for 9-year-olds was considerably higher ( . 72) 

t han that of 8-year- olds ( . 24) . At Frustration Level , however , the 

Low Ability Group's correlation was considerably higher ( . 60) than the 

High Ability Group ' s ( . 04 ) and Boys considerably higher ( . 72) than Girls 

( .26 ). There was also a noticeable a ge trend for the three age groups . 

(. 32 , . 51 and .78) . 
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Table 3 . 20 Relationships Between Syntactic Acceptability , GrammaticalRelationships , Semanti c 

Acceptability and Comprehension Scores at Independent and Frustration Le vels as 

Measured by Pearson Product - Moment Correlations . 

Subfile Group 

Syntactic Acceptability 
Score at Independent 
Level with Syntact ic 

AcceptabIIT"ty Score at 
Frustration Level 

Grammatical Relationships 
Score at Independent 

Level with Grammatical 
Relationships Score at 

Frustration Level 

Semantic Acceptability 
Score at Independen t 

Level with Semant ic 
Acceptability Score at 

Frustration Level 

Comprehension Score at 
Independent Level with 

Comprehension Score 
at 

Frustration Level 

All Correlation . 3905 . 274 . 2541 . 207 
-

Significance Level . 002 . 034 . 05 . 113 

High -. 0718 -.047 . 1537 . 31 

Ability 
.706 . 807 . 418 . 095 

Low .2319 . 322 .2 334 . 071 
. 218 . 047 .214 .709 

Boys . 4308 . 379 -. 1392 . 123 

Sex 
. 018 . 039 . 464 .517 

Girls . 348 .1 01 . 4572 . 271 
. 06 . 596 .0 12 .147 

8- year-olds . 1132 . 236 . 4884 . 248 
. 634 . 315 . 028 . 291 

Age 9-year-olds . 4006 . 45 -. 3503 .1 88 
. 08 . 043 .13 .428 

10-year-olds .6733 . 39 .0 930 . 257 
.002 . 089 .696 . 275 

lD 
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Subgroups being 

!X Boys with Girls 

)ility High with Low 

8-years -old 
with 

9- years-old 

9-years-old 
with 

10-years-old 

8-years-old 
with 

10-years-old 

Table 3 . 21 Significance of Differences Between Means for Syntactic Acceptability, 

Grammatical Relationships , Semantic Acceptability and Comprehension at 

Independent and Frustration Levels. 

I N D E P E N D E N T L E V E L F R U S T R A T I O N 

Syntactic Grammatical Semantic Comprehension Syntactic Grammatical 

I 

. 689 .012 .106 .309 .192 .078 

. 000 . 099 . 003 . 316 .000 . 079 , 

.439 . 141 .027 . 53 . 724 . 168 

. 174 .792 . 293 . 307 . 597 . 457 

.557 .1 93 . 246 . 721 . 324 . 126 

L E V E L 

Semantic 

.022 

.0 81 

. 315 

. 735 

.416 

Comprehension 

.48 

. 04 

. 341 

. 863 

. 297 

....... 
0 
0 



Subfile 

Groupings 

ALL 

High 

Ab ility 

Low 

Boys 

Se x 
Girls 

8-years-old 

Age 9-years-old 

10-years-old 

Table 3. 22 Correlations between (1) Syntactic Acceptability and Grammatical Relationships 

and (2) Semantic Acceptability and Comprehension of Independent and Frustration 

Levels . 

Syntactic Acceptability 
Score at Independent 

level with Grammatical 
Relationships Score 

at Independent Level 

.4429 

.001 

.4245 -

.01 

. 4201 

. 01 

.3314 

. 037 

. 5582 

.001 

. 2372 

.1 57 

. 7186 

.001 

.5535 

.006 

Syntactic Acceptability 
Score at Frustration 

Level with Grammatical 
Relationships Score at 

Frustration Level 

.4374 

.001 

.0452 

.406 

. 6058 

.001 

.7284 

. 001 

.2666 

.077 

. 3218 

.0 83 

.5093 

.011 

. 7796 

.001 

Semantic Acceptability 
Score at Independent 

Level with 
Comprehension Score at 

Frustration Level 

.529 

. 001 

.6052 

.001 

.4663 

.00 5 

. 4595 

.005 

.5 598 

.001 

.5 028 

.012 

.6725 

.001 

.4953 

.013 

Semantic Acceptability 
Score at Frustration 

Level with 
Comprehension Score at 

Frustration Level 

. 2578 

.028 

.0609 

.379 

. 532 

. 001 

.4871 

.003 

.0864 

. 325 

. 2612 

.133 

.5605 

.005 

-.2693 
.125 

µ 
0 
µ 



3 . 64 Relationships between Comprehension and Semantic 

Acceptability Scores. 
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Table 3.18 shows that Comprehension (C) scores were 

lower than those of Semantic Acceptability (SeA) and T-Tests confirmed 

the significance of these differences for all groupin gs except the 

High Ability group. Table 3 . 21 compares the significance levels of 

differences between groups for both variables at both levels. For SeA 

the only significant age difference was between 8 and 9-year-olds at 

the Independent Level ( . 027) but the score difference between 8 and 

9-year-olds was not significant ( . 53). Between ability groups SeA 

score was fotmd to be significantly lower for the High Ability group 

(.003) at the Independent level but the difference between C scores was 

not significant (.316) . However the differences in scores at Frustration 

Level were significantly lower for the C Score (.04) but not for the SeA 

score ( . 081) . A significant Sex difference was found on the SeA scores 

at Frustration level with Boys scoring significantly lower (.022) than the 

Girls . The sex difference for C scores was not significant ( . 48) . 

Table 3 . 22 shows the correlations between SeA and Cat both levels 

for the various groupings . At the Independent level a moderately high 

Correlation existed ( . 529 , significance level . 000) and this trend was 

consistant throughout all the groupings . However at Frustration Level 

the Correlation was lower ( . 258, significance level . 000) and subgroup 

scores were not so consistent . The Correlat i on was considerably lower 

for the High Ability Group (.06) then for the Low Ability Group (. 53 ) 

and the Boys correlation Score was considerably higher (. 48) then that 

of Girls ( . OB) . Age group correlations varied considerably . 

3.65 Relationships Between Grammatical Relationships and 

Comprehension at Frustration Level. 

As noted earlier (see Table 3 . 15) a significant difference 

was found between Ability groups when Correlation scores of Syntactic 

Acceptability and Semantic Acceptability scores at Frustration level were 

compared . Table 3 . 23 sets out Correlations between Grammatical Relation­

ships and Comprehension scores at Frustration level. Although the 

Correlation for the Low .<\bility group was higher (.61) then that for the 

High Ability group (.34) the difference was nowhere near as great as it 

had been for Syntactic and Sesantic Acceptability . The Correlation size 

tended to decrease with age. 



Table 3 . 23 Relationships Between Grammatical Re l ationshipS 

Scores and Comprehension Scores at Frustration 

Level as measured by Pearson Product-Moment 

Correlations . 

Subfile Grouping Correlation Significance Level 

All . 4189 . 002 

High . 6116 . 001 
Ability 

Low . 3438 .031 

Boys . 259 .676 
Sex 

Girls . 4371 . 016 

8-year-olds . 4887 . 03 

Age 9-year-olds . 3926 . 086 

10-year- olds . 2267 .336 

Low Ability Boys . 631 .01 
Ability 

Low Ability Girls . 6087 . 016 
And 

High Ability Boys . 5136 . 05 
Sex 

Hi gh Ability Girls . 257 . 356 
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3.7 Chapter Summar y. 

3 . 71 Socio Economic Status and Readin g Ability 

1 . High ability Readers have signi f icantly higher 

SES ranking than Low Ability Readers. 

2 . The sieni f icance of di f ferences between the SES 

ranking of High and Low Ability Readers tends to decline with age . 

3.72 Self-Correction Rates. 

1 . SC rates were found to be significantly lower at 

Frustration Level for all groups . 
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2 . Sex , age and ability were not found to affect this 

trend or its significance . 

3 . Correlations between SC scores at Independent and 

Frustration level were not found to be significanct for any group . 

4 . The results obtained suggest that SC rate is a 

function of the difficulty level of the material being Read rather than 

of ability , age or sex . 

3 . 73 Error Types . 

3 . 731 Frequencies 

1 . Substitutions were the most prevalent error type 

for all groups at both Independent and Frustration levels . 

2 . Insertions were significantly less frequen t at 

Frustration than at Independent level. 

3 . 732 Differences Amon gst Groups in Relative Incidence 

3 . 7321 Sex . 

No sign ificant differences were found 

between the two groups. 



3 . 7322 Age. 

No important differences were found 

between 8 and 9-year-olds . Substitutions at Independent level were 

significantly higher for 9-year-olds than 10-year-olds . Subst itutions 

at Independent level were significantly higher for 8-year-olds than 

10-year-olds whilst Insertions at Independent level were significantly 

higher for the 10-year-olds . 

3 . 7323 Ability. 

Significant differences were found between 

High and Low ability groups on all six variables . The High ability 

group had significantly higher scores than the Low ability group on 

Insertions and Omissions at both levels and significantly lower scores 

on Substitutions at both levels . 

3 . 733 Individual Stability in Error Patterns . 

1 . Correlations between Error Type Frequencies 

at Independent and Frustration levels tended to be positive but low . 
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2 . Insertion Error scores were not as consistent 

for High Ability Readers as they were for Low Ability Readers . 

3 . 74 Grapho-Phonic Acceptability , Syntactic Acceptability and 

Semantic Acceptability scores . 

3 . 741 Relative scores of Grapho-Phonic Acceptability , Syntactic 

Acce~tability and Semantic Acceptability at Independent 

and Frustration Levels . 

1. At Independent level Syn tactic Acceptability was 

the highest score , followed by Grapho-Phonic Acceptability . 

2 . At Frustration level Grapho- Phonic Acceptability 

had the highes t score with Syntactic Acceptability next but the differences 

between the scores was only marginal . 

3. Significant differences were found between the 

High and Low Ability groups on five of the six measures. At both 



Independent and Frustration level Grapho-Phonic Acceptability and 

Syntactic Acceptability were significantly higher for the High ability 

group . Semant ic Acceptability scores were lower for the High Ability 

group at both Independent and Frustration levels but the difference 

was only significant at the Independent level. 

4. Semantic Acceptability scores at 

Frustration level were significantly higher for Girls . This was the 

only significant Sex difference. 

5. Semantic Acceptability Scores of 8-year-olds 

at Independent level were significantly higher than 9-year-olds. This 

was the only significant difference amongst age groups . 
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3. 742 Comparisons Between Acceptability Scores at Independent 

and Frustration Levels. 

3. 7 421 Group Trends. 

1. Significant differences were found between 

Syntactic Acceptability and Semantic Acceptability scores at the two 

levels . Differences between Grapho-Phonic Acceptability scores were very 

close to being significant (.054) 

2. Grapho-Phonic Acceptability Scores for 

High Ability Readers were significantly higher at the Frustration level 

(.U00) than those of the Low Ability group . Grapho-Phonic Acceptability 

scores were lower at Frustration level for low ability Readers but the 

difference was not significant. 

3. Syntacti c Acceptability scores were 

significantly lower for low ability Readers at Frustration level. 

Al though lower for high ability Readers the difference was not 

significant. Syntactic Acceptability scores were also significantly lower 

at frustration level for both sex groups , 8- year- olds and 10-year-olds. 

4 . Semantic Acceptability scores were signifi.cantl::,r 

lower at Frustration level for all groups. 



3.7422 Individual Trends . 

1 . C,rapho-Phonic Acceptability Scores at 

Independent and Frustration level had the highest correlation (.58) 

of the three variables . The corre1ation tended to be hiE,her for high 

ability subjects ( . 61) than lav: ability subjects . ( . 22 ) . 
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2 . Syntact ic Acceptability Scores at 

Independent and Frustration level also correlated relatively highly 

( . 39) and Correlations were lower for the Hiph Ability proup (- . 07) than 

for the low ability group ( . 23 ). Correlation Scores tended to increase 

with age ( . 11 , . 40 and . 67) . 

3 . Semantic Acceptability Scores at 

Independent and Frustration levels had a low positive correlation 

(.25). Boys had a considerably lower correlation score (-.13) than 

Girls ( . 4 8) . 

3 . 743 Relationships Amonpst Grapho-Phonic Acceptability , 

Syntactic Acceptability and Semantic Acceptability Scores . 

3 . 7 4 31 At Independent Level 

1 . There was a low ( . 29) but s ignificant 

( . 02) correlation between Grapho-Phonic Acceptability and Syntactic 

Acceptability scores . The correlation was higher for Girls than Boys 

and for high ability than low ability subjects . 

2 . A negative correlation (- . 31 ) was 

found between Grapho-Phonic and Serr,antic scores . The negative 

relationship was stroneer for High ability than Low ability subjects . 

3 . Ho signi f'icant Correlation .:as found 

for the total sample between Syntactic and Semantic Acceptability scores . 

Low ability subjects had a higher Correlation score than did High ability 

subjects . 

3.7432 At Frustration Level 

1 . Correlations for Grapho-Phonic and 

Syntactic scores were hibher than at Independent level ( . 53) . The 



correlation was higher for Boys than Girls and Low Ability than High 

Ability . 
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2 . Grapho-Phonic Acceptability and Semantic 

Acceptability scores had a negati ve but not significant correlation. 

(-.17) . This correlation was highest for the 8-year-old group (-.53) . 

3 . Syntactic and Semant ic Acceptability 

scores . Although there was no significant Correlation for the group 

as a whole , a major difference between High ability and Low ability 

subjects was found . High ability Readers had a negative correlation score 

of -.57 whilst Low ability subjects had a positive correlation of . 53 . 

This relationship was consistent at all three age levels . 

3 .7 433 Between each variable at Independent Level 

and the other two variables at Frustration 

Level . 

1. There was a moderately high correlation 

between Grapho-Phonic Acceptability scores at Independent level and 

Syntactic Acceptability scores at Frustration level (.45). The 

correlation was higher for high ability subjects and tended to become 

higher with age . 

2. The correlation between Grapho-Phonic 

Acceptability scores at Independent Level and Semantic Acceptability 

scores at Frustration level was not significant. Correlations were 

considerably higher for the Low Abi l ity than the High Ability group. 

3. There was a moderat~ly high 

correlation between Syntactic Acceptability scores at Independent Level 

and Grapho- Phonic Acceptability scores at Frustration Level (.45). 

4 . There was no significant correlation 

between Syntactic Acceptability scores at Independent level and Semanti c 

Acceptability scores at Frustration Level . Correlations were , however , 

considerably higher for Girls ( . 14) than Boys (-.4 8). 

5 . The correlation between Semantic 

Acceptability scores at Independent level and Grapho-Phonic Acceptability 

scores at Frustration level was negative and moderately high . (- . 4079 ; 

significance level . 002) . There was a strong developmental trend over 

the three age groups (-.71, . 02 and . 31) . 
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6 . There was a small negative correlation 

between Semantic Acceptability scores at Independent and Syntactic Accept­

ability scores at Frustration level (-.20) . The Low Ability group ' s 

correlations were considerably higher ( . 49) than those of the High Ability 

group (- . 19) and Boys considerably higher (.49) than Girls (-.05). 

3 . 75 Grammatical Relationships and Comprehension Scores . 

3 . 751 Scores at Independent and Frustration Levels 

1. Significant differences were found between 

Independent and Frustration level scores on both Grammatical Relationships 

and Comprehension . 

2 . A low but significant correlation 

(. 27 , significance level ,04) was found between Grammatical Relationship 

scores at Independent and Frustration level . The correlations were 

higher for the Low Ability group ( . 322) than the High Ability group 

( - . 047 ) and for Boys ( . 379) than Girls (.101) . 

3. A low and not significant Correlation was 

found between Comprehension scores at the Independent and Frustration 

levels (. 207 ; significance level . 113) . Correlations were higher for 

the High Abilit y (. 31 ) group than the Low Ability group ( . 071) . 

3 . 752 Grammatical Relationships and Syntactic Acceptability 

Scores . 

1 . Grammatical Relationships scores were 

significantly lower than Semantic Acceptability scores . Relative 

score trends amongst groups followed the same general pattern but 

there were some differences in the significance levels of differences 

between means . 

2 . Correlations between GR scores and SA scores 

at both Independent Level and Frustration Level were moderate and 

significant . (.45 and . 44). 



3.753 Comprehension and Semant ic Acceptability Scores 

1. Comprehension scores were significantly 

lower than Semantic Acceptability scores . Relative score trends 

amongst groups followed the same general pattern but there were some 

differences in the significance levels of differences between means . 
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2. Correlation between C and SeA scores at 

Independent level were moderately high (.529; .level of significance .000). 

3. At Frustration level the Correlation was much 

lower (.238) and was considerably lower for hi gh ability subjects (.06) 

than low ability (.53) and for Girls (.08) than Boys (.48). 



Chapter four: Discussion of Results and Conclusions 

4 . 1 Introduction 

In this chapt er the results obtained are organised into 

sections which are appropriate to the Research Problems set in Chapter 

One, and implications and conclusions are drawn . This involves some 

duplication of material , both between Chapters Three and Four and within 

sections of Chapter Four , but this was considered to be justified as 

an aid to simplify the interpretation of such a large amount of data . 

The first section is concerned with the differences between miscue 

patterns at Independent and Frustration Reading levels . The second 

section examines differences in Socio-economic status and miscue 

patterns amongst groups differentiated according to ability , age , 

sex and PAT Listening Comprehension scores . The third section contains 
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a more subjective analysis of the value of the RMI as an evaluative tool , 

and alternative procedures for analyzing ORE patterns involving the 

utilization of different categorisation procedures for different tasks, 

are outlined . Summaries are made at the end of each of these sections . 

The fourth and final section summarizes the main conclusions drawn as a 

result of this study and makes suggestions for further research . 

4 . 2 Differences in Mi scue Patterns at Independent and Frustration 

Levels . 

4.21 Introduction 

In this section the Self-Correction scores , Error 

Type scores and Cueing System utilization scores at Independent 

and Frustration levels are compared. 

4 . 22 Self-Correction Rates 

Self-Correction scores were found to be significantly 

lower at Frustration Level than at Independent Level . Correlations 

between Self-Correction scores at the two levels were low and not 

significant. These results provide no evidence to support views of 

Self-Correcting as being a specific , trainable skill or trait which 



some Readers perform more efficiently than others . Ra t her it wculd 

appear to be more appropriate to re gard Self-Correcting as a necessary 

part of the active search for meaning which is necessary for successful 

Reading . At Independent Level such active interaction with the text 

is taking place , but at frustration Level the subjects processing 

strategies are not able to be sufficiently utilised for Self-Corrections 

to occur. It is probably more r ealistic to interpret a low 

Self-Correction score as an indication that the sub ject is being tested 

on material which is too difficult for him, rather than as an indication 

that the subject has failed to develop a specific, trainable skill . 
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4.23 Grapho-Phonic Acceptability, Syntactic Acceptability and 

Semantic Acceptability scores at Independent and frustration 

Levels. 

Relative percentage scores on the Grapho-Phonic, 

Syntactic and Semantic Acceptabi~ity measures are an indication of the 

extent to which a Reader is utilising the three cueing systems . Grapho­

Phonic Acceptability scores at the Frustration Level were higher at a 

level that was very close to being significant ( . 054). Syntactic and 

Semantic Acceptability scores were significantly lower at Frustration 

level. At Independent Level the Syntact ic Acceptability score was the 

lij_ghest, followed by Grapho-Phonic Acceptability and Semantic 

Acceptability . At Frustration Level Grapho-Phonic Acceptability 

displaced Syntactic Acceptability as the cueing system used most, but 

only by a margina l level. Semantic Acceptability scores remained the lowest. 

The relatively lower Grapho-Phon ic Acceptability and higher 

Syntactic Acceptability scores at Independent Level provide evidence 

that in active , efficient Reading it is the Reader 's sense of 

language which has the most vital role . He makes predictions 

about what words or groups of words are appropriate by referring to the 

grammatical structure of the sections of the prose passage he has 

previously succesfully decoded. The predictions he makes, he checks 

firstly by reference to the Grapho-Phon ic characteristics of the 

stimulus words and only secondly by reference to their Semantic 

Acceptability. This contrasts markedly with what most Readers 



believe about the cues they have used in decoding the text (e.g. Raisner , 

1978). At Frustration Level the Keader's failure to accurately interpret 

the previous text makes the use of the grammatical structure of the 

passage as a source of cues impossible,and the Reader is forced to rely 

more upon the physical characteristics of the prose passage . The 

extent to which a Reader draws upon the Grapho-Phonic cueing system is a 

function of how much Syntactic information is available to him. It 

would appear that the Semantic Cueing system is of only relatively minor 

importance in the Reader's processing of print at either Independent or 

Frustration Level. 
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Some evidence was found to suggest that individual Readers are consistent 

in their relative use of the three cueing systems at the two levels. 

Grapho-Phonic Acceptability scores at the two levels had a positive 

correlation score of .58, Syntactic Acceptability Correlation scores 

were .39 and Semantic Acceptability Correlation scores .25. 

Correlations between Grapho-Phonic Acceptability scores and Syntactic 

Acceptability scores at both levels were positive (.30 and .53) 

whilst correlations between scores on these two variables and Semantic 

Acceptability scores were negative at both Levels. Correlations amongst 

the Acceptability scores at the two levels, further illustrate the dominant 

role of the Grapho-Phonic and Syntactic cueing systems. Correlations 

between (1) Grapho-Phonic Acceptability Score at Independent Level and 

Syntactic Acceptability Score at Frustration Level and (2) Syntactic 

Acceptability score at Independent level and Grapho-Phonic Acceptability 

at Frustration level were positive at a moderately high level. However 

Correlations between Semantic Acceptability Scores at the Independent 

level and Grapho-Phonic and Syntact ic Acceptability scores at the 

Frustration level, and between Semantic Acceptability scores at the 

Frustration Level and Grapho-Phonic Acceptability and Syntactic 

Acceptability at the Independent Level were negative. These results 

should not be interpreted, however , as meaning that the Semantic 

Cue i~g system has only a minor role in the Reading process . A Reader's 

:relevant background knowledge and the information he has gained from 

succesful decoding of earlier sections of the text are obviously 

valuable. They do, however, suggest that Readers grant to the Semantic 

Cueing system, a relatively low priority both in making hypotheses about 

the printed word and in their checking . 



4.24 Error Type Frequencies 

Substitutions and Omission scores were found to be 

slightly (but not significantly) higher at Frustration Level than at 

Independent Level . Insertion scores were found to be significantly 

lower at Frustration Level than at Independent Level . As with Self­

Corrections , the significantly lower incidence of Insertions at 

Frustration Level would appear to indicate that the Reader is no 

longer actively engaged in interacting with the text in a dynamic, 

meaningful way . Insertions result from his attempts to predict the 

meaning of portions of text before checking his hypotheses by utilising 

the three cueing systems . At Frustration Level the subject is no 
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longer actively involved in the two-way hypothesizing and verifying process . 

He is functioning merely as a passive translator of sets of graph ic 

symbols rather than as an active language user and seeker of meaning . 

The presence of Insertions in asubject's Reading , then, provides evidence 

that the prose he is Reading is of a difficulty level that is appropriate 

for him . 

This drop in active intercourse with the text at Frustration Level 

which the lower Insertion score indicates, may also provide grotmds for 

reinterpreting the Omission and Substitution scores. It is possible 

that these Error types may have different causes at the two levels . 

It is likely that at Independent Level these two types of Errors are 

produced in the course of active use of the three cueing systems in the 

search for meaning . At Frustration Levels however, they are caused by 

passive , graphically oriented Responses to the text, rather than from 

efficient utilisation of all the cueing systems in an integrated , active 

searching for meaning . Such a difference in aetiology is not , however, 

reflected in the scores . 

This view that the nature of the Reading process is fundamentally 

different when in action at Independent and Frustration levels , suggests 

aJtArnative definitions for sucessful Reading and unsuccesful Reading from 

ttcse traditionally used. Such definitions would be based in the processes 

being ut ilised by the subject in interaction with the text rather than 

in fluency of Oral Reading or Comprehension scores. It may, in fact be 

appropriate to redefine the term ' Reading ' itself . At present the term 

'Reading' is used to refer to both succesful and unsuccesful decoding 



115 

efforts . It may be more appropriate to re s erve the term ' Readin g ' for 

des cribing the act ive in teracting with the text in the search for meaning 

which characterises succesful Reading . A term such as ' word-calling' 

or ' pass ive interacting' may be more appropriate for decoding attempts 

which do not involve this active intercourse with the text . 

Corre l at ion scores which measured individual stability in relative 

Error Type frequency were positive but low. Such scores are not 

inconsistent with the interpretation of the Results outlined above. 

4.25 Summary and Conclusions 

Significant differences were found between the 

miscue patterns of subjects at their Independent and Frustration 

Reading levels . These differences may be interpreted as indicating 

important differences in the way in which a Reader interacts with the 

text at the two levels which sugges ts that s ome rede f initions of 

' succesful Reading ' and indeed ' Readin g ' itself may be necessary . 

No evidence was found to support definitions of 'self-correcting' 

as a specific , trainable skill that differs quantitatively from 

Reader to Reader . Rather self-correcting should be regarded as a 

necessary part of succesful Readin g and self-correction scores as an 

indication of the appropriateness of the difficulty level of the prose 

material for the Reader . 

The difference in Miscue patterns at the two levels means that 

serious reservations must be held about the interpretation of much 

of the Miscue Research which has accumulated so far . Much of the data 

collected to formulate the miscue pat terns of subjects has been 

gathered at a difficulty level that is too high to be described as the 

subjects Independent Reading Level . In some studies , then , comparisons 

between subjects miscue patterns ha ve been restricted to comparisons of 

···:~!~:i:•r miscues at Frustration level . In other studies the miscue patterns 

at the Independent Level of some subjects have been compared with the 

miscue patterns at Frustration Level of other subjects (e.g . Williams 

(19 68 ) 2nd Watson (1 973 )) . The sign ificant differences found between 

miscue patterns at the two levels certainly mean that Res earchers in t his 

f ield r.,ust pay far more attention to establish in g appropriate difficulty 

l evels before collecting miscues and mus t r eport in full the methods t hey 
have used in selecting the appropriate difficulty levels for each subject . 
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4. 3 Differences in SES scores and Miscue Patterns inGroup's Differentiated 

by Ability, Sex, Age and PAT Listening Comprehension scores. 

4.31 Introduction 

Irt this section the SES scores and Miscue patterns 

of different subgroups are compared. The comparisons are organised under 

the following sub-headings: 

4.312 Differences between High and Low Ability Readers 

4.33 Differences between Boys and Girls 

4.34 Diff erences between 8-year-olds , 9-year-olds 

and 10-year-olds . 

4.35 Differences between low ability Readers who 

scored highly on the PAT Listening Comprehension 

Tests and the rest of the sample . 

At the conclusion of each sub - section a summary of the results is 

presented . 

4.32 Differences in SES scores and Miscue patterns in High and 

Low Ability Readers 

4.321 Socio-Economic Status 

Readers of high ability were found to score 

significantly higher on SES measures than were low ability Readers . 

This confirms the results of Williams (1968) and many other investigators. 

There may be a wide variety of reasons for this finding including 

heredity , exposure to differing environmental conditions and to differing 

quality of instruction but it is not within the scope of this study to 

investigate such potential causes . It should be borne in ~ind that these 

findings are based on differences between groups and that an individual's 

SES group membership does not predetermine the ultimate performance of 

any particular individual. 



4. 322 Self-Correction Rates 

The Self- Correction scores of Hi gh Ability and 

Low Ab ility Readers at both Independent and Frustration levels were not 

significant ly different. Neither were correlations between the scores 
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a t the two levels . This provides further support fo r the view expressed 

earlier that Se lf-Correction Rate Score is a function of the activeness of 

t he subject's search for meaning - the activeness of this search being 

determined by the difficulty level of the material the subject has been 

asked to Read , rather than the indication of a discrete skill which differs 

quantitatively amongst Readers . 

4.323 Utilisation of the three Cueing Systems 

Significant differences were found between 

the scores of the High Ability and Low Ability groups on five of the 

six measures which reflecte d relat ive use of the three cueing systems at 

the two levels . Grapho-Phonic Acceptability and Syntact~c Acceptability 

scores were significant l y higher for the High Ability group at both 

levels . Semantic Acceptability scor es were lower for the High Ability 

group at both levels but this was not significant at the Frustration 

level ( . 0 81) . 

Significant differences were also found between the two groups in the 

levels of significance of di ffe r en ce s between each of the three Acceptability 

Scores at the two levels . Semantic Acceptability scores at Frustration 

Level were significantly lower than Semantic Acceptability scores at 

Independent level for both groups . Syntactic Acceptability scores at 

Frustration Level were lower for both groups but this difference was only 

significant for the Low Ab ility group . Grapho-Phonic Acceptability 

scores at Frustration Level were significantly higher for the Hi gh 

Ability group whilst for the Low Ability group they were lower but not 

at a significant level . These results provide further evidence that 

~i:", c Syntactic sense of low ability Readers is weaker than that of high 

ability Readers and this is r eflected in both the lower Syntactic 

Acceptability scores at both levels for the Low Ability group and the 

greater decrease between Syn tacti c Acceptability scores at the Independent 

and Frustration levels which occurred for the Low Ability group . It 

would also appear t hat high ability Reade rs make greater use of the 
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Grapho-Phonic cues available to them. This is reflected in the higher 

Grapho--Phonic Acceptability scores for the High Ability group at 

both levels and in the significant increase in Grapho- Phonic Acceptability 

scores for the High Ability Group when working at Frustration level 

which contrasts with the decrease between the scores at the two levels 

for the Low Ability group . 

Correlations which measured the stability of individual students 

use of the cueing systems at the two levels also produced differences 

betHeen the two groups . Correlations for Semantic Acceptability scores 

at the two levels were positive but low for both groups (.15 for the 

High Ability group and . 23 for the Low Ability group ). Correlations for 

the Grapho-Phonic Acceptability scores were considerably higher for 

the High Ability group (.61) than for the Low Ability group (.23). 

High ability Readers appear to make efficient and consistent use of 

the Grapho-Phonic cueing system at both levels, while low ability Readers 

use of the Grapho-Phonic system degenerates considerably at Frustration 

level and this is reflected in the lower correlation scores. Correlations 

for Syntactic Acceptability scores were slightly hi~her for the Low 

Ability group( . 23) t han the High Ability group (-.07). The lower 

( and insignificant) correlation scores of the High Ability group ' s 

members reflects the extent to which the Syntactic Cueing system is 

replaced by the Grapho-Phonic cueing system as the primary source of cues 

at the Frustration level. High Ability Readers individual stability 

in use of the Syntactic cueing system is disrupted by the increased role 

granted to the Grapho-Phonic cueing system . 

Differences were also found between the two groups in Correlation 

scores amongst the different Acceptability scores at the two levels , and 

between the two levels. At Independent Level the Correlation between 

Grapho- Phonic and Syntactic Acceptability Scores was slightly higher for the 

High Ability group (.20) than the Low Ability group (-.02). Between 

Grapho- Phoni c Acceptability and Semantic Acceptability there was no 

signific2.nt relationship for the Low Ability group (.03) but there was 

a moderately strong negative relationship for the High Ability group 

(-.47). Correlations between Syntactic and Semantic Acceptability scores 

were also higher for the Low Ability group (.58) than for the High Ability 
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group (. 21) . These results provide further evidence of the e ff iciency 

with which high ability Readers use Grapho- Phonic and Syntactic cues in 

an integrate d way and the relatively little use they make of the Semant ic 

cueing system . For l ow abil ity Readers all three cueing systems seem 

to be us ed in a non-preferential , non-sequential , rather confused manner . 

At Frustrat ion l eve l no major difference was found between the two groups 

in Correlations between Grapho - Phonic and Semanti c Acceptability scores . 

There was , however a sizeable differe nce between Grapho-Phon ic and 

Syntact ic Acceptability scores . For the High Abil ity group there was a 

negative relationship( - . 07) while fo r the Low Ability group there was 

a positive one (.40). This provides more evidence of the precisions with 

which high ability Readers use the cueing system s . At Frustration level 

where the Syntact ic cueing system is not so readily available , the high 

ability Reader switches his attention to the Grapho- Phonic cueing system . He 

increases his reliance upon t he Grapho- Phonic cues available and makes relat-

ively less us e of the others . For the low ability Reade r however this proces: 

does not occur with the same efficiency and relative use of the cueing 

system remains a non--sequential pot-pourri rather than a sequential , 

problem-solving-oriented process . Correlations between Syntactic 

and Semantic Acceptability scores at the Frustration level further illustratE 

this difference between high and low ability Readers. For the High Ability 

group there was a negati ve Correlation (-.57) while fo r the Low Ability 

group a positive Correlation existed (.53). This difference was 

consistent over all three age groups . When high ability Readers are using 

whatever Syntactic cues are available at Frustration level they give clear 

preference to the Syntactic over the Semantic cueing system . For the low 

ability Reader either cueing system is equally likely to be used . 

Correlations between t he use of one cueing system at Independent level and 

the other two cueing systems at Frustration level also illustrated 

this difference be tween high and low ability Reade r s in their methods of 

utilising the cueing systems . Between Grapho- Phon ic Acceptability scores 

at Indepen den t Level and Seman tic Acceptability scores at Frustration 

Level there was a ne gat ive corre lation for the High Ability group (-.11) 

and a_££sitive one for Low Ability group ( . 31). Between Semantic 

Acceptability score at Independent Level and Grapho-Phonic score at 

Frustration level a similar difference existed (-.19 and . 29 ) as it did 

between Semantic Acceptab ility at the Independent level and Syntacti c 

Acceptability score at the Frustrat ion level (- . 41 and . 04) . High ab ility 
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Readers, then, give clear preference to the Grapho-Phonic and 

Syntactic cueing systems and use them in ways which indicate a high level 

of integration between them. Low ability Readers give more attention to 

the Semantic cueing system and their utilisation of all 3 cueing systems 

does not seem to occur in the same integrated , deliberate manner. 

4.324 Error Type Frequencies 

Substitutions provided a significantly higher 

percentage of miscues , and Omissions and Insertions a significantly lower 

percentage of miscues for low ability Readers at both Independent and 

Frustration levels. This result suggests that even at their Independent 

Level low ability Readers are more limited in the activeness of their 

searching, predicting and verifying strategies than are high ability 

Readers. Low ability Readers would not appear to have as rich a set of 

total language resources available to bring to bear upon the Reading act 

as do High ability Readers. Individual patterns in error type stability at 

the two levels as measured by Correlations revealed no sizeable 

differences between the groups in either Omission or Substitution 

scores. There was, however, a moderately large difference between 

correlations for Insertions. Insertion scores for high ability Readers 

at the two levels had a negative correlation of -.14. For low ability Readers 

a positive correlation was found {,40). This may be interpreted as a 

reflection of the more active nature of high ability Reader 's search for 

meaning at Independent level, which then drops right away at Frustration 

level. For low ability Readers the much more stable Insertion scores reflect 

the lower level of his predicting, hypothesizing and verifying interaction 

with the text at Independent level. Because his utilisation of the 

cueing systems is less volatile at Independent level, the difference between 

his performance at Independent and Frustration levels is less dramatic. 

He has less to 'lose' at Frustration level and this is reflected in his 

correlation score. 

4.325 Summary 

High and iow ability Readers differ substantially 

in the resources they bring to the Reading task. Firs tly, the lower 

Insertion scores of low ability Readers at Independent level are an 
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indication of the less active searching, predicting and verifying nature 

of the lower ability Readers interaction with the text in the search for 

meaning. Secondly, the low ab ility Reade rs ability to utilise the 

Syntactical cues provided within the language system with which he is 

involved, is much lower than that of the high ability Reader . This 

may be a result of either l ess knowledge of the syntactical patterns 

of his lan guage, or merely an inability to apply the knowledge he does 

have to the Read ing task. The effects of the lower utilisation of the 

Syntactic Cueing System by the low ability Reader may be magnified by 

the nature of the language patterns of the prose materials traditionally 

us ed in Instructional Reading material. These materials tend to reflect 

the language patterns of the writer rather than those of the person the 

material is intended to be Read by. The low ability Reader then, has 

a lower expectation that the patterns of Written Language will match 

the grammat ical patterns that make up his own language. Thrrdly the low 

ability Reader also has less ability to utilise the Grapho-Phonic cueing 

system than does the high ability Reader . Fourthly the low ability 

Reader makes more use of the Semantic Cueing system than does the high 

ability Reader . Fifthly the high ability Readers use of the Cueing 

systems available to him is organised and applied in an integrated , 

systematic and sequential way. When Reading at Independent Level the 

High Ability Reader gives first preference to the Syntactic Cueing 

system, second preference to the Grapho-Phonic cueing system and only 

third place to the Semantic Cueing system. When Reading at Frustration 

level where the Syntactic sense provided by successful decoding of 

previous sections of the text is no longer available, the high ability 

Reader relies firstly on the Grapho-Phonic cueing system andregulates 

tothe Syntactic cueing system a less significant role. Semantic 

cues remain those that he makes least use of. For the low ability 

Reader this preferential sequencing which reflects integration is not 

present and utilisation of the respective cueing systems is made in a 

non~preferential , almost random manner . 

The High ability group were also found to have significantly higher 

SES scores than the low ability group . No significant differences were 

found in the self-correction rates between the two groups at either 

Independent or Frustration level . 



4.3 3 Differences in SES scores and Miscue Patterns between 

Boys and Girls 

4.3 31 Socio-Economic Status 

No significant differences were found between 

the SES scores of boys and girls . High Ability Girls had higher SES 

scores than High Ability Boys but this differen ce was not significant 

at the .05 level . 

4.3 32 Self-Correction Scores 

Sel f-Correct ion scores were sli ghtly higher for 

girls at both Independent and Frustrat ion levels but this difference 

was not significant . Correlations between SC scores at the two 

levels differed little between the two gr oups . 

4.333 Utilisat ion of the three Cueing Systems 

The only significant difference between the two 

groups in the six acceptability scores was in Semantic Accepatability 

Scores at Frustration Level . The Semantic Acceptability scores at both 

levels were higher for girls than boys but the difference was only 

significant at the Frustration Level . Desp ite the difference between 

the two groups selected according to Sex , Semantic Acceptability scores 

at both levels were still significantly lower for the High Ability 

group of each sex than they were for the Low Ability group of the same 
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sex . Semantic Acceptability scores of girls also proved to be more 

stable across the two levels than did those of the boys. Correlation 

scores for girls were moderately high ( . 48) whilst for boys they were 

insignificant (- . 13). The significance levels of the difference between 

each Acceptability scores at the two levels did not differ significantly 

between the two groups although the Girls groups rise in Grapho-Phonic 

ll:cceptabili ty scores came much closer to being significant ( . 06) than 

did the boys (. 446 ). Again,however , the differences in scores between 

High Ability and Low Ability groups of each sex were very similar . 

The higher Semantic Acceptability scores of girl s were reflected 

in different relative relationships amongst the three cueing systems at 



each level and between the two levels. No significant differences were 

found between the two groups in correlations amongst the three 

Acceptability scores at Independent level. At Frustrat ion Level, 

however, Grapho-Phonic Acceptability and Syntactic Acceptability scores 

were much more highly correlated for boys than girls. The size of the 

di ffe rence between the Low Ability groups of e a ch Sex was not significant 

but the High Ability group of boys had a moderate pos itive correlation 

between Syntact ic an d Grapho-Phonic Acceptability (.43) whilst the High 

Ability girls group scores had a negat ive correlation (-.26). Between 
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one cueing systems score at Independent level and the other two cueing 

system at Frustration level differences between the two groups tended to 

confirm the greater relative value girls gave to the Semantic Acceptability 

Cueing System . 

4.334 Error Type Frequencies 

There were no significant differences between the 

two groups in Omission , Insertion or Substitution scores at either level. 

Insertion scores were very close to being significantly lower for girls 

at the Independent level (.052) but this difference was almost entirely 

contributed by differences between high ability subjects and scores for 

both High Ability groups were still significantly higher than for the 

equivalent sex Low Ability groups. At Frustration level the Insertion 

score was higher for High Ability girls than for High Ability Boys but 

not at a significant level. There were no important differences between 

the two groups in Correlations between the three Error Type scores at the 

two levels. 

4.34 Differences in SES scores and Miscue Patterns Amongst 

8-year-olds , 9-year-olds and 10-year-olds. 

4.341 Socio-Economic Status 

There were no significant differences amongst the 

SES scores of the three a ge groups . However the size of the difference 

between the SES scores of high and low ability Readers tended to decrease 

with age. The SES score (percentile rankin g ) of the 8- year-old 

High Ability group was .70 while that of the Low Ability group was .23. 
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At 9-year-old level the High Ability groups score was .60 and the Low 

Ability groups score was .27. At 10-year-old level the respective scores 

were . 62 and . 42. This would suggest that the predisposing factors 

toward Reading achievement that are reflected in SES scores play a less 

vital role as the Reader matures . 

4 . 342 Se lf-Correction Rates 

A comparison of the Self-Correction Rates of 

the three age groups at Independent and Frustration levels revealed 

no important differences . Neither was there any sizeable difference in 

the size of the Correlation scores between SC rates at the two levels 

amongst the three groups . 

4.343 Error Type Frequencies 

A comparison of the Error Type scores of the three 

age groups at the two levels revealed s ome differences between the groups. 

At the Independent level there were no significant differences amongst the 

scores on the Omiss ions Error category but Insertion Scores for the 

10-year-old group were significantly higher than the scores of 8-year-olds 

(.011) and were very close to being significantly higher than those of 

the 9-year-old group (.077). Conversely Substitution scores were 

significantly lower at 10-year- old level than at 8- year-old (.028) and 

9-year-old ( . 028) level. Insertion scores were higher for the High 

Ability group at all 3 age l evels although the size of the difference 

between the two groups scores was lower at the 10-year-old level . 

Conversely Substitut ion scores were lower for the Low Ability group at 

each age level. The different Insertion scores were also reflected in 

differences in significance levels between Error Type scores at the two 

levels . Insertion scores were lower for all three groups a t Frustration 

Level but the difference was only significant at the 10-year-old level . 

If. _9s suggested earl ier, the Insertions score is an indication of the 

uctiveness of the subject ' s search for meaning and of his level of 

development i n efficient usage of the three cueing systems these results 

merely illustrate the increasing ability of the maturing Reader . 

No significant differences were found amongst the scores of the three 

groups at Frustration level and neither were there any significant 

differences amongs t the three groups in correlation scores between each 

Error category at the two levels. 
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4 . 344 Utilisation of the three Cueing Systems 

The only significant difference amongst the 

three groups in Acceptability scores was in Semantic /\.cceptabili ty scores 

at Independent Level. On this measure the scores of 8-year-olds 

were significantly higher than those of 9-year-olds (.027) . The 

Semantic Acceptability scores of the 10-year-old group were also lower 

than those of the 9-year-olds . This relationship applied consistently for both 

ability groups at each age level . At Frustration level no significant 

differences amongst the three age groups were found . It would appear 

then, that at Independent level at least , the younger Reader is more 

likely to make greater use of the Semantic cueing system than is the 

older Reader . 

The levels of significance for differences between Acceptability 

scores at the two levels differed little amon gst the three groups . The 

significance level of differences in Semantic Acceptability and Grapho­

Phonic Acceptability scores at the two levels were very similar for the 

three groups . The levels of significance for differences in 

Syntactic Acceptability scores were significantly lower for the 

8- year-old group (.0 06 ) and the 10-year-old group (.006) than they were 

----for the 9-year- old group. (. 084) . This difference would not appear to be of 

any importance . 

Correlations between each Acceptability score at the two levels were 

also compared amongst the thre e age groups . In both Grapho- Phonic 

Acceptability and Syntactic Acceptability a clear developmental 

trend emerged (Grapho-Phonic = . 50 , . 54 and .74; syntactic= . 11, . 40 

and . 67) indicating that as the Reader matures , and develops his skill 

in using each of the cueing systems , he is more likely to use the same 

cueing systems at Frustration Level as he is at Independent Level . At 

the 8-year-old and 9- year-old levels the High Ability Readers had higher 

Grapho-Phonic Acceptability Correlation scores than did the Low Ability 

group but in the 10-year-old group this difference had disappeared . 

Correlat ions between Semantic Acceptability scores at the 10-year-old level 

differed markedly between the Low Ability ( . 76) and High Ability ( - . 04 ) groups. 

Relationships amongst the three cueing systems at Independent Level , 

Frustrat ion Level and between the two levels were also compared amongst 
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the three age groups . At Independent and Frustration levels there 

were no significant differences amongst the Correlation scores of the 

three groups although the Correlation between Grapho- Phonic Acceptability 

and Semantic Acceptability scores at Frustration level was much lower 

for the 8-year-old (-.53) group than it was for the 9-year-old (.01) or 

10-year-old groups (-.11) Comparing the Correlations of each Acceptability 

score at Independent level with the other two Acceptability scores at 

Frustration level showed developmental trends in the Correlation between 

Grapho-Phonic ·Acceptability scores at Independent Level and Syntactic 

Acceptability scores at Frustration level ( .1 4 , .40 and .70) and 

between Semant ic Acceptability scores at Independent level and Grapho­

Phonic Acceptability scores at Frustration Level (-.71, .02 and .31). 

The Correlation Score between Syntact ic Acceptability score at Independent 

Level and Grapho-Phonic Acceptability score at Frustration Level was also 

much lower for the 8-year-old group (.008) then it was for the 

9-year-old (.73) or 10-year-old (.69) groups . These trends all 

illustrate the developing integration of the three cueing systems as the 

Reader matures . 

4 . 345 Summary 

There were no significant differences amongst 

the three age groups in SES scores although the size of the difference 

in scores between Low Ability and High Ability groups decreased with 

age. No significant differences were found amongst the three age groups 

in Self-Correction Rate scores at the two levels or in Correlations 

between scores at the two levels. Insertion scores at Independent Level 

were significantly higher for the 10- year-old group than for the 8-year­

old group. Semantic Acceptability scores were significantly higher for the 

8-year-old group at the Independent level . Correlations between 

Grapho-Phonic Acceptability scores at the two levels, and Syntactic 

Acceptability scores at the two levels were found to increase with age. 

'"\,-v.e:lopmental trends were also found in correlations between: 

(1) Grapho-Phonic Acceptability scores at Independent Level and Syntactic 

Acceptability scores at Frustration Level ( 2) Semantic Acceptability 

scores at Independent level and Grapho - Phonic Acceptability scores 

at Frustration Level and (3) Syntactic Acceptability scores at 

Independent Level and Grapho- Phonic Acceptability scores at Frustration 

Level . The results obtained illustrate the developing of the ability to 



utilise the cueing systems andtheir synthes izing and inte f.rating 

into a sequential, preferential pattern as the Reader matures . 
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4.35 Differences in SES scores and Miscue Patterns between the 

Low Ability group who had high PAT Listening Comprehension 

Scores and the rest of the sample . 

4.351 Introduction 

For a number of reasons the Result s presented 

in this section should be treated with some caution. Firstly, the size 

of the subgroup was small and was not equally representative of 

either sex or age groupin gs . Secondly , the scores of this group were not 

submitted to all the statistical techniques used in the rest of the 

study . For example Correlation scores were not calculated separately 

for the group . Thirdly , the comparisons of scores carried out by the 

use of T-Tests compared the scores of this group (n=5) with the scores 

of all the other subjects used in the study (n=55) rather than with the 

other members of the Low Ability group or with the High Ability group . 

Lastly, when comparing the mean scores of this group with the mean scores 

of the Low Ability group it should be remembered that this group's scores 

were also included in calculation of the Low Ability group ' s mean scores. 

4 . 352 Socio- Economic Status 

The mean SES score (percentile ranking) of this 

group was 61 . 6. This was not significant ly different from that of the 

rest of the sample but was considerably higher than that of the Low 

Ability group (29 . 6) and only sli ghtly lower than that of the High ability 

group (63 . 9) . 

4.353 Self- Correction Rates 

There were no significant differences between this 

group and the rest of the sample in Self-Correction Rate at either Independent 

or Frustration level . 



4.354 Error Type Frequencies 

At Independent Level Omission Scores for this 

group (6.8) were midway between the Low P.bility group ( 6 . 3) and the 

High Ability group (7.4). The score did not differ significantly from 

that of the combined scores of rest of the sample . Insertion scores 

(2.0) were considerably lower than either the Low P.bility (3.0) or 
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High Ability (10.9) groups and were significantly lower (.001) than the 

Insertion scores of the rest of the sample. Conversely Substitution 

scores (91.2) were higher than either the High P.bility (7 8 . 67) or Low 

Ability (91.13) groups and were significant ly higher than the rest of the 

Samples . (. 032) . At Frustration level Omissions , Scores (7.2) were 

lower than either the Low Ability (7.5) or High Ability (9.6) groups 

and were significant ly lower ( . 009) than the scores of the rest of the 

sample . Insertion scores (3.7) were midway between the Low Ability group 

(1 . 7) and the High Ability group (5 . 0) . The Insertion score did not 

differ significantly from that of the rest of the sample . The Substitution 

score (86 . 4) was closer to the Low Ability group's score (88) than 

the High Ability group 's (82) and was significantly higher than the rest 

of the sample's ( . 013) . The lower Insertion score at Independent level would 

appear to indicate that the members of the group are not as actively 

involved in the search for meaning when Reading as are the other members 

of this sample. 

4 . 355 Utilisation of the Three Cueing Systems 

At Independent Level Grapho-Phonic Acceptability 

scores for this group (58.2) were lower than either the Low Ability 

(67.6 3) or High Ability groups (78.33). The groups score was also 

s i gnificantly lower t han the rest of the sample (.011). Syntactic 

Acceptability scores (71 . 2 ) were also lower than either the Low (77. 97) 

or High ( 89.5) Ability groups and significantly lower (.029) than the 

rest of the sample . Semantic Acceptability scores for this group (58.6) 

were slightly higher than the High Abilitygroup's (56.7) but considerably 

lower than the Low Abilitygroup ' s (69 . 3) . The groups score did not 

differ significantly from that of the rest of the Sample . At Frustration 

Level Grapho-Phonic Acceptability scores (60.8) were again lower than 

either the Low Ability ( 66 . 53) or High Ability groups (85.57) and were 

significantly lower than the rest of the sample's (.015). Syntactic 



Acceptability scores for this group ( 55 . 6 ) were also lower than either 

the Low (62 . 77) or High (83 . 93) Ability group and very close to being 

s ignificantly lower than the rest of th e sample's (.071). Semantic 

Acceptability scores (40.2) were again midway between Low (45 . 2) and 

High Ability (37 . 16) groups scores and did not differ significantly from 

the rest of the sample . In their utili s ing of both the Grapho-Phonic 

cueing sys tem and the Syntactic cueing system then, this group works 

with considerably less eff iciency than either the rest of the sample or 

either Ability group . 

4 . 356 Summary 
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The SES Scores of this group were considerably 

higher than t he mean of the total sample and much clos er to the scores of 

the High Ability group then they were to the scores of the Low Ability 

group . No differences were found between this group and the rest of the 

sample in Self- Correction Rate at either level . The members of this 

group had lower scores on the Grapho-Phonic Acceptability and Syntactic 

Acceptabil i ty meas ures than either ability group or the rest of the sample 

at both levels . In addition they had significantly lower Insertions 

scores and hi gher Substitution scores at the Independent Level. It woul d 

appear that the members of this sub-group have a significantly lower 

ability to utilise the cueing s ystems available. This is reflected in 

a more restricted interaction with the printed word . To reiterate however , 

the results of this section s hould be interpreted with caution because 

of the small size of the sub-group , the way it was selected , and t he 

statistical procedures used . The results do, however , suggest directions 

toward which f uture research may be profitably oriented . 

4 . 4 The Value of the RMI for Reading Practitioners 

4 . 41 Introduction 

The results of this study demonstrate that a subject ' s 

miscue patterns while Reading orally reveal considerable informat i on 

about the way he is i nteracting with text . The RMI represents a major 

attempt to provide an analytical tool which allows its user to interpret 

miscue patterns in terms of the relative use the subject is making of 



the cueing systems available to him . However , the RMI is a complex 

instrument,the administration of which involves cons i derab l e use of 
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the tester's time. In this study, the time spent on administering , 

scorin g and interpretin g each passage averaged about one hour . 

Considering that mos t of the passages were only iiliout 200 words in length 

and that the administration of more than one pas3age was necessary 

before any meaningful results emerged , to administor the RMI to 

any one subject takes much more than one hour! The quest ion arises , 

therefore , as to whether, given firstly the potential OP£ patterns have 

as evaluative and diagnostic tools and secondly the needs of Reading 

teachers and diagnosticians, the RMI results provide the tes ter with 

the optimal amount of informat i on fo r the time spent . 

4.42 The Measurement Needs of Reading Teachers and Diagnosticians 

The value of any measuring instrument is determined 

by the extent to which it fulfills the purposes for which it is used. 

To evaluate the RMI , therefore, we have first to consider the purposes 

for which a Reading practitioner may use--;he test. 

There would appear to be three main purposes for which measuring 

devices are used by Reading Practitioners . The fi rst of these is the 

matching of pupils with instructional material o f appropriate difficulty 

level. Tests used for this purpos e usually result in an instructional age 

or level being assigned to the subject which signifies the difficulty 

level of Readin g material which would be appropriate for him. The 

second main purpose for which measuring instruments are used in 

Read in g is to _provide a profile of an indivi dual subject's relative 

strengths and weaknesses in various skills which are posited as being 

integral and essential parts of the Read ing process. Such test ing is 

carried out mainly with low ability Readers for the purposes of 

designing appropriate 'remedial ' instructional programmes . The third 

purpose , that of Reading practitioner education, is acknowledged 

publicly to a much lesser extent but still provides the purpose for a 

substantial amount of Readin g test administrations . This usually involves 

tests which exist for another purpose being used by Reading practitioners 

for the purpose of sensitizing themselves to certain aspects of the 

Reading process . Such test administrations us ually form part of 

training courses. 
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4.43 The Value of the RMI as a Diagnostic Tool 

Of the three common purposes of measurement in Reading 

the constructors of the RMI seem to have been primarily oriented toward 

the latter two . No direct attention is paid to the matching of 

pupils and instructional materials but considerable attention is given 

to both Teacher education and to the drawing up of individual 

profiles showing relative strengths and weaknesses. 

In the field of Teacher education th~ main purpose of the test is to 

draw the attention of Reading practitioners to the nature of the cueing 

systems utilized in the Reading process and the way in which they interact 

to produce meaning. There is no doubt that widespread use of the RMI 

in Teacher Training and inservice education courses has resulted in 

significant progress being made toward fulfilling this aim, but it is 

difficult to measure results in this area objectively. 

The other major purpose of the RMI is to enab le the construction 

of individual skill profiles. These profiles are designed to show how 

efficiently the subject has utilised the respective cueing systems with 

an aim of assisting the Reading practitioner in planning "language 

experiences through which the student can expand his Reading effectiveness':' 

(RMI Man ual p15) However the statistical procedures used in measuring a 

Readers effectiveness are relatively primitive. Not only are no norms 

provided to compare an individual's score with, but the nature of the 

distribution of the scores and the variables the test attempts to 

measure have yet to be adequately researched. The test constructors 

assume that a 100% score on each cueing system is the optimum and that 

when all the cueing systems are utilised at the 100% level miscues 

won't occur. Any score of less than 100% is regarded as imperfect and 

capable of improvement. Sucha view rests on the assumption that all three 

cuein g systems have eaual rather than sequential, preferential roles. 

The results of this study would suggest that there are such sequential 

priorities in the usage of these cueing systems. A low score in Semantic 

Acceptability at Independent Level, for instance, may be an 

indication not of a need for more training in using the Semantic cueing 

system but rather an indication of how well the subject is using the 

Syntactic and Grapho-Phonic cueing systems ! The RMI would appear, 

then, to fall seriously short of its aim in this area. 



Despite this, the fact that a measuringdevice is not adequately 

fulfilling some of the purposes of its constructors, does not mean that 

the test is of no value to Reading practitioners . The RMI has many 

aspects which couldbe utilised profitably by Reading practitioners 

and a more detailed review of these various as pect s , rather than of the 

test en toto , would appear to be profitable. 

4.44 Strengths and Weaknesses of Specific Aspects of the RMI 

4 . 441 Introduction 

Aspects of the RMI will be considered in three 

sections . These are : (1) the administrative procedures associated 

with the test ; ( 2 ) categories used in the analysis of miscues and 

(3 ) procedures used in the treatment of data and scoring . 

4 . 442 Administration Procedures 

4 . 3421 Tape-Recoding Subjects Reading 

This is a practice which is reccomended 

by the RMI developers and which has really only become widespread 
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since the introduction of the RMI . Using this method scoring is carried 

out later rather than during the subjects Reading. At the junior 

level of the school , the pupils slower rate of Reading , the l arge role 

Oral Reading plays in their normal instructional programe and their 

familiarity with having their Oral Reading tested either to gauge 

suitability for promotion amongst the little books or developing for 

profiles of skill development , makes on - the-spot processing at least 

possible . However at the age level of the subjects used in this study 

the greater speed at which the subject reads and his relative unfamiliarity 

with the Oral Reading testing situation make such on - the - spot processing 

both contaminatory and physically very difficult for the tester . The 

practice of recordin g and later processing suggested by the RMI 

constructors is therefore to be highly commended especially for this 

and older age groups . 



4 . 443 The Cate£orisation of Oral Reading Errors 

4 .4431 Categories Utilised in the RMI 

(1) Dialect and (2) Intonation 

Reasons for not considering these 

categories appropriate were given in Chapter Two. The Dialect category 

does not seem relevant in the New Zealand situation and Intonation does 

not seem to have any value as a separate category because Responses which 

would be classified as being in this category are also classified in more 

appropriate categories 
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(3) Graphic Similarity and (4) Sound Similarity 

In most cases scores in these two 

categories are very highly correlated. Whilst it is true that scoring 

these variables separately will separate Readers who give precedence to 

the auditory perceptual mode rather than the visual mode , such cases are 

relatively rare . None , in fact, were found in this study. Attempts to 

measure such modal preferences, would not therefore appear to have a 

legitimate role in initial testing of a subject'sOral Reading . Where 

such modal preferences are suspected the use of tests specifically 

designed for this purpose would appear to be more appropriate . There 

does not, then, seem to be any good reason for using two separate 

categories in this area and the calculation of a single Grapho-phonic score 

wonld appear to be more efficient. 

(5) Grammatical Function 

The duplication with other categories 

mentioned in Chapter Two makes use of this category as a separate entity 

of minimal value. 

(6) Correction 

The results of this study have shown 

scores on this measure to be of considerable value in establishing Reader's 

Independent and Frustration levels. 

(7) Grammatical Acceptability and 

(8) Semantic Acceptability 

These measures provide valuable evidence 

as to the subject's ability to utilise the Syntactic and Semantic cueing 

system respectively. 

(9) Meaning Change 

This is a valuable aid in assessing the 

level of meaning the subject is extracting in his Reading and consequently 

his correct Independent and Frustration Levels. 



(10) Grammatical Relationships and 

(11) Comprehension 

As observed in Chapter Two, scores 

on these measures appear to aim at measuring the same variables as do 
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Syntactic and Semantic Acceptability categories . The purpose of the statistica: 

analysis the results of which are summarized in Chapter 3, section 6, 

was to see if these scores contribute anything additional to the 

Syntactic and Semantic Acceptability scores and therefore justify their 

separate existence. The results obtained s uggest that they do not. 

Firstly, scores on all four measures showed significant decreases at 

Frustration level. Secondly correlation scores for Syntactic 

Acceptability and Semantic Acceptability scores between the two levels 

were very similar to the correlation scores for Grammatical Re lationships 

and Comprehension scores between the two levels. Thirdly , both 

Grammatical Relationships and Comprehension scores were significantly 

lower than the Syntactic Acceptability and Semantic Acceptability scores 

at both levels, but the same relative trends amon gs t the scores of 

subgroups were present . Lastly there were significant Correlation scores 

between Grammatical Relationships and Syntactic Acceptability scores at 

both Independent (.45) and Frustration levels (.44), and between 

Comprehension and Semantic Acceptability scores ( . 53 and . 26). The 

lower correlation between Comprehension and Semantic Acceptability 

scores at Frustration Level may be a re flection of the relatively low 

scores obtained on both measures. In any case, testing at this level 

has little value for the Reading practitioner so this lower score would 

not appear to be important. It would appear, then, that the 

Grammatical Relationships and Comprehension scores do not add sufficient 

additional information to the Syntactic and Semantic Acceptability scores 

to justify their independent existence. 

(12) Retelling 

Requiring the subject to Retell what 

re has Read is a sound practice for the testing of Comprehension . While 

the varying degrees of Teacher intervention necessary to elicit appropriate 

Response makes standardized scoring inappropriate, Retelling scores have 

considerable value as an additional, if subjective, aid to the tester 

in evaluating the level of meaning the subject is obtaining from the 

text. 



4.4432 Categories not Included in the RMI 

1. Error Types 

The results of this investigation 

show that the Insertions score can provide a useful guide to the 

Independent Reading level of the subject. This category should be 
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included in any analysis of Oral Reading Errors . Uncorrected Omissions 

would seem to have a similar role but as they are also scored in 

Self-Correction rates their inclusion would not appear to be appropriate. 

2. Punctuation 
Errors in utilizing Punctuation cues 

accounted for a large percentage of the miscues observed in all Readers 

at Frustration Level, Although such miscues are classified when using 

the RMI (using Intonation and Meaning Change Cat egories) their treatment as 

a separate category would appear to be justified . It can be predicted 

that scores on this variable will re f lect Independent and Frustration 

levels in a similar way to Self-Correction scores , but such an 

hypothesis would need further investigation . 

4.444 Treatment of Data and Scoring in Categorizing Miscues 

In all ORE measures arbitrary decisions have 

to be made in the assigning of specific scores to specific measures. 

Some of the decisions made by the RMI constructors may need a little 

amending. Firstly, despite Goodman ' s general orientation toward uni ts 

of language larger than words , undue emphasis seems to be given to single 

words as the unit to be scored. Another di fficulty arises in the scoring 

of ' the Graphic and Phonic Similarity categorie s . The RMI criteria 

ass ume that each segment of the word has an equal role in decoding. If 

the printed word is ' brown ' for example then the miscues 'brush' and 

'clown' would be given the same Graphic and Ph onic Similarity scores. 

Most research findings would suggest that it is the initial segment 

of the word that is the mos t wide ly used cue in the process of decoding 

and that this represents the most e ffi cient way of preceding. The 

treatment of missed lines also appears inappropriate. When using RMI 

scoring procedures this is treated an an error which is scored for its 

Syntactic and Semantic Acceptability . When no loss of meaning is 

involved this type of error would appear to have little significance . Most 

commonly, however, it does result in meaning loss and is uncorrected. 
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Such amiscue's main value is in showing that the subject is Reading at 

an inappropriate level and further treatment of it seems unnecessary. 

A number of problems also arise in the calculation of percentage 

scores for various categories. Firstly one error on a vital word 

(e . g . ' mumps ' in passage I , 8 in the Appendix) can lead to a serious loss 

of meaning right throughout the passage . Secondly a repeated error 

(e.g. ' a' for 'the') can seriously affect percentage scores on a particular 

measure especially if a relatively small number of errors is involved . 

Thirdly, teacher intervention by providing words during the Reading of the 

passage seriously confuses any meas ure of how much meaning the Reader 

can attain from the passage independently . 

As stated earlier many of these problems are not specific to the RMI . 

However , to the extent to which they disrupt e fficient measurement, 

efforts must be made to overcome them. 

4 . 445 Conclusion 

Although the RMI has a valuable role in orienting 

Reading practitioners toward the nature of the Reading Process its 

use as a measuring tool, en toto, would not appear to be appropriate 

ro the other main needs of Reading testers and/or teachers . However , 

some of the practices and categories of the RMI have a vital role to 

play in the Reading assessor's measuring vocabulary. 

4 . 45 Reccomended Procedures in ORE Testing 

4.451 The Purposes for which ORE Tests May Be Used 

The two main purposes for which Reading 

practitioners use measuring tools are the matching of s~udents with 

appropriate instructional material and the identifying of the strengths 

and weaknesses in skill development of individual Readers. ORE analysis 

can be used for both these purposes. For the age group with which this 

study was concerned , testing to match subject with material seems to be 

relatively negle cted . In contrast with the constant checking that 
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characterizes Infant Instructional Reading programmes in New Zealand 

schools this task at middle school level is often left to the PAT 

Comprehension test scores which, as demonstrated in this study ( see 

Chapter 2) are simply not accurate enough to be used in isolation . It 

must also be borne in mind that the difficulty level of the instructional 

material which is appropriate for an individual varies with the nature 

of the Reading task . For example, the difficulty level of materia l the 

Reader will be able to efficiently interact with in an Instructional 

program based on individual, independent Reading (e . g . Holdaway's Core 

Library) is lower than the difficulty level he can e fficient ly handle 

in the teacher-centred small group instructional programme which is 

customarily associated with basal instructional programs . There would , 

tnen , appear to be a large potential role for ORE analysis in meeting 

these needs. The other main purpose of evaluation in Reading , that of 

assessing individual Reader's relative strengths and weaknesses, can 

also be carried out by using ORE analysis. In this case measures of 

subjects relative strength in using the three cueing systems can be 

caluclated . 

Whether a Reading practitioner is using ORE analysis for either 

or both of these purposes it is reccomended that more flexible use be 

made of the categories available for classifying miscues. Some of these -categories are appropriate only to the purpose of matching Reader and 

material , others to measuring subject I s strength in cue system 

utilization and others are relevant to both purposes . There is no 

point in classifying miscues according to categories which are not 

relevant to the purposes of the tester . 

4 . 452 Selecting the Difficulty Level of Passages to be 

Used in Testing 

The results obtained in this study suggest that 

it is more appropriate to test subjects on the most difficult material they 

can read Independently than on material which is at their Frustration 

Level . At Frustration· Level the Reade r is no longer actively engaged 

in the active search for meaning which is Reading and scores obtained at 

this level are likely to be misleading. The optimal Independent Level 

of a subject is one of the main pieces of information which will emerge 
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from the test results, but a previous decision has to be made as to 

the difficulty level at which to begin testing. PAT Comprehension 

Level scores may be used to indicate the most appropriate initial 

difficulty level but as the period of year in which the needs for Reading 

testing are greatest is at the beginning , when such scores are not 

available , internal school records of the difficulty level of the subject ' s 

last Instructional Reading material may be the most appropriate guide as 

to what level at which to begin . Wherever the tester obtains such 

indications from , he will probably save himself considerable time and 

effort , in practice , if he begins his testing at a level at least one 

year below the one indicated ! Where the subject starts , however , is not 

particularly important as long as the tester sensitively reacts to the 

subject ' s Reading behaviour and changes the difficulty level of the 

material until the correct level is found . 

4 . 453 Categories and Scoring Procedures for the Analysis of 

Oral Reading F,rrors in 8-10-year-olds. 

4 . 4531 Introduction 

There are a number of categories which may 

be used in the analysis of Oral Reading Errors . Which particular 

categories are appropriate in any specific instance depends upon the 

purposes of the tester in carrying out the analysis . 

4.4532 Categories and Scoring Procedures Which May Be 

Used for Matching Subjects and Instructional 

Material . 

The categories of Retelling , Self- Corrections , 

Insertions , Punctuation , and Meaning Change are appropriate for this 

purpose . High scores on Retelling , Self-Corrections and Insertions 

and a low meaning change (uncorrected) score all indicate that the 

subject is Reading material which is at his Independent Level . It is 

also probable that a low score on Punctuation errors provides a simil ar 

indication . All these categories can be scored relatively easi l y while 

the subject is Reading and it is reccomended that this practice be followed . 

This is an area in which the subjective impressions of the tester are 
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sufficient for most purposes but it is reccomended that the score obtained 

on the Xeaning Change (uncorrected) category should be converted to a 

percentage of the total nurr~ er of words in the passage to provide a single 

score indicative of the level of meaning the Reader is obtaining . 

The tester may also decide that he does not need to calculate scores 

upon all these measures . For ins tance the meaning change (uncorrected) 

category alone will often provide sufficient evidence for the tester ' s 

purposes . When scoring on the measures selected has been completed , 

a decision can be made as to the appropriateness of material of that 

difficulty level for the subject . 

4.4533 Categories and Scoring Procedures Which May 

Be Used to Draw up Profiles of Re lative 

subject strength in Utilising the Cueing Systems . 

Once the highest level of di fficulty at 

which a subject can read Independently has been established it is 

reccomendedthat a more formal approach to the testing be adopted and 

that Tape Recording of the Oral Reading be introduced. It is 

recommended that three categories be used in the analysis of the miscues 

gathered; Grapho-Phonic Acceptability, Syntactic Acceptability and 

Semantic Acceptability . In scoring each miscue the procedures and 

Y, P , N values outlined in Chapter Two should be used but score 

modifications are necessary. In scoring the Grapho-phonic Acceptability 

of a miscue it would seem to be appropriate to include words within the 

immediate surroundings of the stimulus word . If, for instance, the word 

' dog ' is misread as ' beside' and the word ' between ' is immediately 

above the word 'dog ' the miscue should be scored 'p' on the Grapho- Phonic 

Acceptability measure. Such a miscue would, of course , score Non 

Syntactic and Semantic Acceptability . Reversals such as ' was ' instead 

of ' saw ' should also be granted a ' p' score on the Grapho-Phonic 

Acceptability measure. Miscues which would normally be scored as 

'p' on the Grapho-Phonic Acceptability measure when using RMI procedures, 

but whose common element with the stimulus word is at the beginning 

of the word, should be assigned a new status of p+ . To calculate 

Acceptability scores each miscue which has been analyzed for this 

prupose should be given a score of 100(Y) , 75(p+) , SO(p) or O(N) . 

The total of the Acceptability scores so obtained should be calculated 



and divided by the total number of miscues analyzed and multiplied by 100 

to provide an Acceptability percentage score . For such scores to be of 

optima l value, however , it will be necessary to compile national norms 

with which individual scores can be compared . 

It is re ccomended that when a subject fails to correctl y decode 

a word which has a key role in tha passage , or where the Reader insists 

on t he Tes ter telling him a word that he cannot decode , testing on that 

portion of text be abandoned and that the subject be retested on 

another section of equivalent difficulty level . 

4.4534 Summary 

From the t otal list of categories available 

for analyzing Oral Reading Errors sets of categories can be selected 

for different purposes . For the purpose of finding a Reader's 

I ndependent Level a relatively inf ormal method utilising the Insertion, 

Punctuation , Se l f - Correction, Retelling and Loss of Meaning (un corrected) 

scores is reccomended. For the purpose of measuring a subject's 

ability to utili ze the cueing systems available to him, a more formal 

method of calculating Grapho-Phon ic, Syntactic and Semantic 

Acceptability scores is r eccomended. This is based on the equivalent 

RMI categories but contains some changes in scoring procedure. 

4.5 Conclusions and Suggestions for Further Research 

Miscue patterns at I ndependent and Frustration levels were 

found to be significantly different . This difference must be borne in 

mind when interpreting the large amount of miscue research which has 

accumulated. Miscue patterns obtained at Frustration Level are not 
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a reflection of the subjects 'normal' Reading behaviour so it would appear 

that Researchers need to discontinue the practice of gathering miscue 

data on passages which the subject finds unduly difficult . 

High ability Readers differ from low ability Readers both in the 

extent to which they utilise the three cueing systems and in the relative 

priority they grant to each of the cueing systems. High ability readers 

make more use of Grapho-phonic and Syntactic cueing systems and less use 

of the Semantic cueing system , at both levels, then do low ability 



Readers . At Independent Level the high ability Reader makes most use of 

the Syntactic cueing system but at frustration Level the Grapho-Phonic 

cueing system marginally replaces the Syntactic cueing system as the 

one upon which he places mos t relianie . For low ability Readers this 

increased dependence on the Grapho-Phonic cueing system at Frustration 

Level is not evident. Relationships amongst cueing system utilization 

scores at the two levels suggest that high abili ty Readers use the 

three cueing systems in an integrated , pre feren tial manner whereas low 

ability Readers utilise the cueing systems in an unstructured almost 
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random, manner . High ability Readers were also found to score significantly 

higher on measures of socio-economic status. Girls appear to use the 

Semantic cueing system more than do boys and developmental trends over 

the age groups used in this study illustrate the Readers developing ability 

to utilise the cueing systems in an integrated manner . Subjects of low 

Read·ing ability who had scored highly on the PAT Listening Comprehension 

Test utilised all three cueing sys tems less e ffi ciently than did the 

other low ability Readers . These findings stress the key role 

syntactical 'sense' has in Reading and illustrate the necessity for any 

instructional Reading program to include training in using the pupils 

sense of language in addition to training in Grapho-Phonic decoding 

skills. 

Incidence of Error Types were also found to be significantly 

different at the two levels . Substitutions constitute a significantly 

greater, and Insertions a significantly smaller, proportion of Errors 

at Frustration level than they do at Independent Level. Self-Correction 

rates were found to be related solely to the difficulty level of the 

material a subject was required to Read rather than reflections of 

greater or lesser quantities of a trainable skill. 

The Reading Miscue Inventory has considerable value in teacher 

education but its valu~ en toto, f or the Reading teacher and 

2i:i.gnostician is limited in its published form. The analysis of Oral 

Reading errors has, however , a vital role to play in assessment 

of pupils Reading and a procedure for analysing Oral Reading errors 

utili zing some aspects of the RMI has been outlined. 



The field of Oral Reading Error Analysis is pregnant with need 

for further research. Firstly, much of the present miscue research 

has to be critically re-examined in view of the differences found 

between miscue patterns at Independent and Frustration levels. This 

particularly applies to comparative studies where care has not been 

taken to ensure that miscues were gathered at the same relative 

difficulty level for all subjects . Secondly , research needs to be 

carried out to assess the nature of the distribution of scores on meas ­

ures of cueing system utili zation . From such investigation it may 

be possible to construct norms with which the scores of any particular 

individual may be compared . Thirdly the low cueing system utilization 

scores of the low ability group who had scored hi ghly on the PAT 

Listening Comprehension test give an indication of areas in which 

profitable research into the instructional needs of this group may be 

carried out. Fourthly , almos t all the miscue research, including this 

study, have treated all miscues as being of equal status . Treating 

miscues which result in meaning change and those that do not result 

in meaning change as separate classes may reveal further valuable 

information about miscue patterns . Finally this study used a 

relatively small sample and the subjects which made up the sample were 

not randomly selected. This study needs to be replicated with a 

larger and more representative selection of subjects. 
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I Mcllroy Graded Passages 

1. Reading Age : 6-6½ 

TEACHER! This story tells h ow Tom's dog found something and 
took it to school, to give to the children. 

Then Flip s a w something . 

He saw something on the wa lk. 

He saw a red mitten. 

Flip ran down the wa lk. 

He ran for the mitten . 

Then on he ran to school. 

Flip r an fast. 

Tom saw Flip at school. 

He saw the red mitten. 

He ran to get the mitten. 

"Flip! Flip!" said Tom. 

"You have my red mitten . 

You are a good dog. 

Thank you, FlipJ Thank youl" 

"Bow-wow" said Flip . 

"Bow-w0.w, bow-wow!" 

The children saw Flip, 

"Come in, Flip" said the children 

" My dog c annot come in here," 

said Tom. 

"Go home, Flip! Go home!" 

But Flip did not go. 

He did not want to go home. 

Then Mrs Hill saw Flip. 

"Come in, Flip," said Mrs Hill . 

"The children like you. 

I like you too. 

You are a g ood dog, Flip." 

(134 words) 
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2 . Reading Age : 6-6½ 

TEACHER: Jack teaches his dog a trick and his small sister 
loses something. 

TIP FLAYS BALL 

J a ck said 1 " Here Tip. 

Come and play ball. 

You get the ball. 

Put the ball in the box. 

Show me you c an do it." 

Jack said "Good dog, Tip! 

You did it." 

"Penny, come here. 

Come and see what Tip can do. 

She is a good dog. 11 

"Look, Penny. 

One of your mittens is gone . 

What did you do with it?" 

WHERE IS THE MITTEN? 

"Did you see a mitten?" asked Penny. 

"One of mine is g one". 

"No, Penny," said J anet 

"Go and see Mother~ 

She may have your riitten~" 

"Look, Mot1:i~r. 

One of my mi ttens is gone 

Do you hav e it?" asked Penny 

Mother said, "No Penny. 

I do not have it 

You will have to look for it." 

pages 30-33 

(118 words) 

Jack and Janet (4th Edition ~ ­
published by Houghton Mifflin, u.s.t 
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3. Reading Age : 6½-7 

TEACHER: The children look a t some books at school which the 
teacher has put on a table for them to look at. 

NEW BOOKS 

Miss White said , "Boys and girls! 

I have put new books out here . 

Come and look at them. 

They are for you to read at home. 

Come and find a book you like." 

All the boys and girls we nt to look 

at the new books. 

Soon Pete saw a book he wanted 

to take home with him. 

He said, "Miss White I like this yellow book. 

Look at all the funny hats in h ere. 

The book shows how to make them. 

I want to find out how to do that~ 

Tom had a book about a train. 

"This locks like a gocd book" he said. 

"I guess I will take it home." 

Dick s a id, , "This book is about dogs. 

I like to read about dogs 

So I will take this blue book." 
(132 words) 

page s 15-17 
More Fun with our Friends 
published by Scott Foresman & Co. 



4. Reading Age : 6½-7 

TEACHER: Two broth0rs are going to camp out one night. 

THE TENT 

Johnny and Billy put up the tent. 

"I think th ese b l ankets will make 

good beds," said Johnny. 

"I think so, too," sa id Billy. 

"It will not be as hot here as it is 

in the house, " said Johnny. 

"I could n ot sleep one te eny wink 

in that hot house . Could you Billy?" 

" No",said Billy . 

"Put this blanket a round you a nd 

sleep on that blanket." 

"It is dark here," s a id Johnny. 

" We s h ould ha ve a light 

in t his d a rk tent," s a id Billy . 

"We will soon be sleeping," 
I 

s a id Johnny, " Then we won't have 

to have a light , will we, Bil ly? " 

"No, we won: t, 11 said Billy. 

"Now we should go to sleep. 11 

"Billy," s a id Johnny. 

"Wha t? 11 s a id Billy. 

" When are we going to e a t ? " 

asked Johnny. 

"We are not going to eat now, 11 

said Billy. 

(136 words) 

page s 12-14 
Up and Away (4 Edition) 

145 

published by Houghton Mifflin , U.S.A , 
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5. Reading Age : 7-7½ 

TEACHER: This story i s about a Ch inese boy whose hair needs cutting 

LEE WING GETS HIS HAIR CUT 

" Please ge t in t his c hair, Lee, 11 

s a id Mrs Wing. 

a haircut ." 

"I want to giv e you 

Lee got into the chair, but he wa s 

not happy. 

right away . 

He wanted to get down 

Just then Tim Wing ran into the yard. 

His dog, Red, c ame running aft e r him . 

Tim saw Lee in the cha ir and s a id, 

"I see you are going to get a haircut ." 

Lee said, "No, no~ I want downl" 

Tim said, "Don't get down, Lee. 

You will look fine with o. new haircut ." 

But Lee did not want a haircut . 

"No, nol" he said. "I want down!" 

Mrs Wing said, "You have to get 

a haircut, dear. After that you 

may play with Red and Tim." 

(125 words) 

pages 12-14 
Friends Old and New 
published by Scott Foresman & Co. 



14 ~ 

6. Reading Age : 7-7½ 

TEACHER : This is n story about a boy who says things 
tha t are not true" 

THE STORY THAT WAS TOO BIG 

Tommy Ball likod to tell big stories . 

Many of his stories were about things 

he had seen when he was a ll a lone . 

He just made them up. 

Sometimes Tommy made his s tory 

so big tha t no one could believe it . 

His mother could not believe ito 

That wa s very bad~ She s a id s o. 

Tommy ' s daddy l aughed about the stories. 

He said , "Some da y Tommy will find out 

it is better not to make a story too big" . 

One day Tom!!ly o1nd his Uncle J ack were 

out walking. They were talking o.bout dogi.. 

"I wish dogs could t alk , " said Uncle Jack. 

"I saw one tha t could talk',' said Tommy . 

"It could talk an'd laugh. 

talking and l aughine; ." 

I heard it 

Tommy was telli.ng another big story. 

Uncle J ack never believed 

Tommy ' s stories but he never said so. 

( 143 words) 

pages 24- 25 
Come Alon5 (Revised Edition) 
published by F.oughton Mifflin Co ., U. S 
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7, Reading Age : 7½-8 

TEACHER: This story is abo u t a fa~il y ge tting ready 
for visitors,, 

Jill. 

NO NOISE . PLEASE ! ___ ...........,___ __ _ 
"How pretty everything looks;" cried 

"Who is coming to dinner?" 

"Your Aunt J ane and your Uncle Bob," 

answered Jill's mother. 

"I'm glad they are coming," said Jill. 

"May I help you get dinner ready?" 

"I won't need any help in the kitchen 

for a while," s a id Mrs Street, "But I 

do need some things from the store. I 

wrote them down for you, Jill". 

Mrs. Street got s0me money from the 

kitchen and gave it to Jill. Then she said, 

"I've been very busy a ll d a y, so I'm a 

little tired~ I th~.r.:t I 1 ~•-l rest while you 

are gone. I wa nt to get some rest before 

your brothers get home ~ They will be 

coming from school befci:-a ::..ong, t::-o. 0 

Mrs Street ,,ent into her bedroom. 

(131 words) 

p a ges 19-20 
More Friends Old and New 
pubiished by Scott Foresman & Co. 



8. Reading Age 7½-8 
TEACEER : I-. little g~.1·1 v~ :ie .S ;10Uie in the afternoon 

and she is not wc:..l , 

HOME V, IT - THE MlTI•IFS 

Betty Long l iked to go to school. 

Whatever she learned she l earned well. 

Almost every day she would bring home 

something to show he~ twin brothers . 

They were only four years old. 

One day Betty came home from school 

with a big .surprise~ She had t he mUI!!ps . 

"Well!" said Mr Long when he saw Betty. 

"I know you like to learn everything, 

but why did you learn the mumps? 

I didn't learn the mumps at school". 

"I didn't learn the mumps ," said Betty. 

"I caught them f:· ::. '11 A0.111 '' 0• 

"Caught them! 11 said Mr Long s miling. 

"If I were going to catch something , 

1 1 d try to catch something I wanted." 

The twins , bob and Bill laughed . 

They thought the rn11m~s :, c:-,c~-::ed funny . 

"Are mumps hard to catch?" Bob asked . 

"Just wait ; " cr~ed Bett:,. 

twin mumps and ycu 1 11 ::t'.)t laugh." 

"You'll have 

(143 words) 

pages 23--24 
On We Go (4th Edition) 
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published by Houghton Mifflin , U.S.A. 



8-8½ 9 • Reading Age 

TEACHER: A father and h :i.s .::;o n travel to watch two 
t eams play a ~a tch o 
Mr Van Vlj_et c 

The father's name is 

"Move back~ please! Move to the b a ck of 

the busl" c alled the bus driver loudly. 

The peopl(: mo '.red as much as t hey could. 

Hans and his f athe r found a place to stand 

where Hans could hold e n to the back of a 

seat. Then Mr Van Vliet saw tha t his son 

was c a rrying a paper bagc " What's in that 

bag, Hans?" asked Mr Van Vliet. 

"Just something I wanted to take to the 

baseball game ," Hans answered. 

The bus stoppe d at the next corner to let 

some people off o At the corner after that, it 

stopped to let peop]e on. It stopped at corner 

after corner and moved a cross town so slowly 

that Hans wanted t0 get out and walk. 

11We 1 11 never get to the ball game in this 

stop-and-go way," said Hans to his father. 

~r wa s hoping to get t the baseball ga~e 

early. I wanted to see Jo e Hun ter and the 

other Lake City Lions warm up. But we 1 11 

be lucky if we get to the ball pa rk in time 

to see the start of t he game." 

Mr Van Vl:ict sa::!...ci ; " Take it easy , Hans. 

The game sta rt ~ at two o'clock, and it isn't 

one o'clock yet 7
11 

Before longi the people on the bus began 

pushing towa:-d t he doors. 

Mr Van Vliet said, "Grab hold of me Son. 

The next stop is the b a ll park. This 

whole crowc. mus-!, be go:i..ng to the game." 
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;.> .24 
Roads to Follow 
published by Scott Foresman & Co. 



10 . Reading Age 

TEACHER : 

8-8½ 

A man who works at nirht and goes to bed 
early in t he mor n ing notices his neighbours 
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are not about and wonders if anything is wrong. 

Mr Jeff e r s on wa s just r eady to ge t to bed 

when he r emembere d he had not seen or 

heard the Parker f a~ilyo He began to worry . 

Something mus t be the ma tter. It was 

already after the time Mr Parke r left each 

day in his trolley c a r. 

He looke d out the window. He lis tened. 

He didn't see or hear any of the Parkers . 

"Something- is the mat t er," said Mr 

Jefferson. He hurried out of his house and 

over to the Parker house . 

door bell and listened. 

He pushed the 

Sally Parker came to the door. 

"Hello", said Vtr Jeff erson. "I didn't see 

or hear anybody . I came ove r to see if 

anyt h ing is the ma tter" . 

"How do," s aid Mr s Parker, who had 

followed Sally to t he door. 11 I know why 

you thought something was wron g . We 

are not often as qu iet as we are today ." 

(144 words) 

pages 20-21 
Looking Ahead (3rd Edition) 
published by Hought on Mifflin, U.S.A. 



U. Readin g Age : 8½-9 

TEACHER : T:iis story is obout a Chinese master whose valuable ring was 
stolen by o ne of his s e rvants. The mas ter m~kes a plan to 
discove r who took it. 

THE STUPID THIEF 

Tha t night h e h 2d a s e rvant bring to him 

a large numbe r of chopsticks, all e xactly 

the same length. 7r en from under his coat 

he drew out one that was an inch longer 

than the rest and put it with them. 

He l e t the servant wa tch while h e tie d 

the chopsticks into a bundle. Then he 

wrapped a cloth around the bundl e so that 

only one end of the sticks could be seen. He 

knew that the servant would immediately 

tell the other servants what he had seen. 

The next morning h e sent for all his 

servants, but before they arrived he took 

the long chopstick out o f the bundle. 

When the servants came in, the master 

had them stand in a h ~lf-circle in front of 

him. Then he took up t he bundle of sticks 

and told the servants th~ t each of them was 

to come up and d~c.w out a stick. 

(153 words) 

page 48 of ~climbing Higher' 
(3rd edition) published by 
Houghton Mifflin, U.S.A. 
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12. Reading Age 8½-9 

TEACHEP.: A D~nish gir l named Kirsten goes to the United States to live. 
At h e r school they are go in'} to have a gala day. Kirsten 
and anothe r gir l arc put in charge of a sta ll and they have 
to decide what their stall will be. 

THE SCHOOL Si\LE 

But at the end of the week the girls had 

no plan . "It's h a rde r t han I thought," Amy 

said to Kirste n as they walked home from 

school. ''The difficulty is that every time 

we get an i dea , we find out another group 

had the ide a first." 

"There is still time for you to join some 

other group," Kirsten said. 

Amy shook her head . "You and I will 

manage to think of some thing . We'll just 

have to put on our thinkin<J c aps." 

Kirste n frowned. "You have such strange 

words. Thinking cap - what is that?" 

Amy laughed. "Oh Kirsten, how hard a 

new language must b e ! A thinking cap isn't 

a r eal cap. 

extra hard." 

It means we 'll have to think 

When the g irls r eached the corne r where 

they usually parted, Kirsten said shyly, 

"My mother sai~ I should ask you to come 

home with me for nilk and cookies. But if 

it is not convenient, we will understand." 

"Of course, it's corivenient !" Amy said 

happily. "I'd love t o . 

must come t o my house." 

And tomorrow you 

(177 words) 

p .23 of 'More Roads to Follow' 
published by Scott,Foresman & Co. 
U.S.A. 
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13. Reading Age 9-10 

Tfil.1CH E:q : T:1e f i n.i d ?T")c.::..· ·.:r:- <ent is goinq t o s e ll an o ld fire engine. 
But firs t toey t ake it t o the town fair to give childre n 
rides on it. 

EDDIE AND THE FIRE ENGINE 

"O.K!" he said . "Le t he r go!" 

The fireman st~~t~d the engine , 

and they we r e of f. 

"What are you so in1 to do 

with this fire engine?" Eddie 

shouted, loud enougt to b e heard 

above the no i se of the be ll and the 

yelling boys a nd girls . 

"Going to sell it to a second­

hand car dealer," the fir eman 

shouted back. 

"Say! I wish my father was a 

secondhand ca!" dc 2. l s r, 11 ~aid 

Eddie. "That woul d b e 'J.,.:cat: 

I'd like to have this fir e engine." 

The fireman drove the fire 

engine all a round th e ne i ghbor­

hood, up one street and down an-

other. The boys ar.d ']irl1: loved 

ride b e for e . ~Jdie kspt thinking 

how much he would li'.~e co o·,:n 

the old fir e eng;_ n0. . If only he had 

the money t o buy it right away '. 

Probably s omebody would grab it 

as soon as the d ~aler put it up for 

sale, and he would neve r have a 

chance at it. 

But evidently no one else prized 

the old fir e er.:_:ii ,1e as highly a s 

Eddie did, for i t stc.~: e n a used-

car lot for a w~ole year and no 

one made an offe r t 0 buy it. 
(193 words) 

p.84 of ' High Roads ' (3rd edition) 
published bv Houahtnn Mi f'fl in n c: 71 
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14. Readin g Age : 9-10 

TEACHER: In a Japanese village scnool a quie t boy from the mountains 
whose name is Chi.bi come s 2very day to school. He sits alone 
in class and does not s eem to learn anything. 

CHIBI MAKES FRIENDS WITH HIS TEACHER 

Even when it rained 

or stonned, he still came 

trudging along, wrapped 

in a raincoat made from 

dried zebra grass. And so, 

day by day, five years went 

by, and we were in the sixth 

grade , the last class in school. 

Our new teacher was Mr.Isobe. He was a 

friendly man with a kind smile . Mr .Isobe often 

took his class to the hilltop behind the school. He 

was pleased to l earn that Chibi knew all the 

places where the wild ~rapes and wild potatoes 

grew. He was a~azed to find how much Chibi 

knew about all the flowers in our class garden. 

He liked Chibi's black-and-white drawings and 

tacked them up on the wall to :Ue admired. !-!e 

liked Chibis's handwriting, which no one but 

Chibi could read, and he tacked that up on the 

wall. And he often spent time talking with Chibi 

when no one was around. 

But when Chibi appeared on the stRge at the 

talent show of that year, no one could believe his 

eyes . "Who is that?" 

up there?" 

"What can that stupid do 

(183 words) 

p.31 of 'Ventures' published 
by Scott Forewman & Co. U.S.A. 
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II Hol daways Internal Reading Inventory 

A Reading Age 5- 6 
A Ride in the Car 

, "Come on Sally. ''I'll take my bat and ball," said Bill. 

Come on Bill. "Grandpa likes to play ball with me." 

Get in the car," said Father. He ran to get his things. 

· "We will go to see Grandma." "Grandma and Dolly and I 

. "Is Mother going too?" asked Sally. can have a tea party," said Sally. 

"No," said Father. "Come on you two. Come on!" cal 

"Mother will stay at home." Father. 

"My dolly can come," said Sally. 

She went to get her doll. 

8 Reading Age : 6- ( 

A Birthday Surprise 

One day a little boy said to his father, 
"Soon my birthday will come. 

Will you give me a big present?" 
"Yes," said his father. 

"Do you want something fast 

or something slow?" 

"I want something fast," said the boy. 
"A car is fast. 
A boat is fast. 

But what is slow?" 

At last the birthday came. 

"Here," said the father. 
"Happy Birthday! 

Here is your surprise present." 
"A puppy," the boy laughed. 

"He is fast when he is running 
and he is slow when he is sleep 

Thank you for a good surprise." 



C Reading Age : 7-8 

- Fun with Paper Bags 

· Making a mask can be fun. Do it this What kind of mask will you make? Good 

Way. Get a large paper bag and hold it in ones. are Indians, animals, flowers, and 

front of your face. Mark the pfaces for your clowns. For Indians you will need feathers. 

eyes, nose, and mouth. Lay the bag on a 

table, and cut holes the right shape. When 

it is finished the mask will fit right over 

your head. 

For animals you will need fur or hair. 

Wool makes fine hair and whiskers. For 

flowers and clowns you will need bright 

colours. Use crayons or paint. A better way 

may be to paste on coloured paper or cl0th. 

f-' 
(J1 
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il Reading Age 8-9 

Money and Machines 

Coins have been used as money for 

thousands of years but a new way of using 

coins is becoming popular today. Many 

things can be bought simply by 

dropping a coin into a slot in a machine. 

We often pay for parking our cars or for 

using a public telephone in this way. 

Machines which work when money is fed 

into them are called vending machines. 

There are vending machines which play 

music, take photos, wash clothes, or even 

shine shoes. 

Vending machines do the job of a 

shopkeeper. Many things can be bought 

from machines when shops are closed. The 

time may come when machines take the 

place of many shops. 

Vending machines could not be used 

if coins were not perfectly made. Each 

coin must be exactly the right size to pass 

through the slot. Some machines even 

weigh each coin to make sure that the 

right price has been paid. It is not easy to 

cheat a vending machine. 

~ 

<..n 
a, 



E Reading Age 9-10 

A Jumbo Slide 

Sliding to safety is one of the latest 

ideas for getting people off an aeroplane 
rapidly. Accidents to aircraft are more 
likely to happen on. the ground, especially 
during take-off and landing, than in the 
air. It is not easy to provide for the safety 
of all passengers on the giant jumbo jets 
of today. The Boeing 747 holds up to five 
hundred people and towers above the 

tarmac like a mobile hotel. The passenger 
deck is higher than a two-storey building. A 

passenger who leaped from the plane while 
it was stationary on the ground would 
very . likely be killed. 

How could so many passengers get out 
quickly in case qf emergency? A folded 
slide, up to 38 feet long, is carried near 
each plane door. When needed, it will 
automatically flip out of the plane and 
inflate. It takes just ninety seconds for a 
plane-load of people to start to slide to 
safety. 

What fun · it would be to practise for an 
emergency in this plane. 

...... 
(.Jl 
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F Reading Age 10-11 

Experiment in Living 

On the first day of September two men 
went down into a cave in France. They 
finally came out five months later. They had 
volunteered to live in the cave as part of 

an experiment. Scientists wanted to see how 
men would behave without clocks, calendars 
or the sun to tell them what time or what 
day it was. 

Plastic tents were put 100 feet apart in 
the cave. Each man had lights, hundreds of 
books, furniture and food - but no clocks 
or calendars. They each read about five 
hundred books. 

How did the men react? Very soon they 
lost track of time. They began living on a 
forty-eight hour schedule. They stayed 
awake for thirty six hours an9 slept for 
twelve. When they came out of the cave at 
the end of January, they thought it was 
November. 

"The certainty that the· experiment will 
be useful to man helped me to go through 
with it,." said one of the. volunteers. 
lnformatiQri about men·~ · natural habits 
may help scientists P.repare astronauts for . ,,. , . .. ~ 

space travel. · 

f-" 
0) 
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Reading Age 11:....12 
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Bent Sunlight 

We see rainbows in many places: in the 
sky after showers, in a droplet of water 
bathed in sunshine, or in the angle at 
the edge of a mirror. In each case rays 
of sunlight have been refracted , or bent, 
as they passed through a transparent 
object . When the objects have a polished 

surface, refraction causes the colourless rays 

of sunlight -to be broken up into seven 

visible colours - red, orange, yellow, green, 
blue, indigo, and violet. A rainbow is 
formed in the sky when tiny droplets of 
rain bend the sunshine as it passes through 
them. 

The brightness of our sky during 

dayl ight is also caused by refraction . 
Particles of air in the atmosphere bend 

sunlight in every possible direction . We 

are surrounded by daylight coming from 
all angles, whether or not we are in direct 

sunshine. This is why it is quite light well 

before sunrise and well after sunset. If 

sunlight were not refracted by our 
atmosphere, the sky would be deep black 
and star-filled even during the day 

as it is from any point in space. 

H Reading Age 12-13" 

Underwater Habitat 

"It was a nice place to visit, but I wouldn't 
want to live there," reported John Van Derwalker, 
one of four marine scientists who "splashed-up" 
after a record-breaking sixty days o/ living 
under the sea. 

Of the four men taking part in Project 
Tektite I, two were oceanographers, one was a 
geologist, the other a fishery biologist. Their 
habitat, which was based about forty seven feet 
underwater off St. John, Virgin Islands, was made 
up of two vertical cylinders, each eighteen feet 
tall and twelve and a half feet in diameter. 

As the scientists ventured outside of their 
habitat each day to map the ocean floor and 
study marine life, they were objects of study to 
Project Tektite sponsors: the U.S. Navy, the 
National Aeronautics and Space Administration 
(NASA) , and the General Electric Company. 

NASA was especially interested in learning 
what physical and mental problems might crop 
up while scientists work in isolated conditions. 
The men could not easily r-eturn to the surface. 
Underwater they breathed pressurized nitrogen 
and oxygen to counter-balance sea pressure on 
the bottom. They had to spend 20 hours in a 
special decompression chamber to help them ri1 
their systems of the nitrogen before they could­
re-enter sea-level atmosphere. 



I Readin,_~ : 13-14 

At the end of World War 11 in 1945, the 
nations of Europe - both victors and vanquished 
- found themselves near economic collapse. To 
rescue these nations and revive their economies, 
the United States devised its first large-scale 
foreign aid plan, called the Marshall Plan. By 
establishing this programme, the U~. not only 
hoped to rebuild these war-torn nations but also 
to stem the spread of communism in Western 
Europe. 

The war had left in its wake a heavy toll of 
destruction. After the last bomb had fallen and 
the final bullet had been fired, many nations lay 
in ruins. These conditions of unprecedented 
destruction threatened the political stability of 
many nations, and America feared th?t 
trad itional forms of democracy may give 
way to communism. This fear was 
heightened by the emergence of Russia as a 
world power second only to the United 
States, and as the dominating 
influence in restructuring the patterns of 
government in Eastern European nations. 

With U.S. aid supporting the tremendous energy 
and determination of the people, the factories 
and the farms of Western Europe began 
producing again. By 1951, industrial 
production was forty per cent higher 
than before the war. 

The newly reconstructed nations were soon 
operating as strong parliamentary 
democracies, resistant to communist influences, 
and a powerful counter-balance to the 
Russian satellite countries of Eastern 
Europe. The Marshsll Plan proved an . 
extraordinary success in this post-war 
European context. 

The fact that it placed more emphasis on 
economic; recovery than on military aid 
may account in some measure for this 
phenomenal success , especially when 
compared' with foreign aid programmes 
applied later in other parts of the world. 
However; the long history of vigorous 
civilization and representational government 
among the people of Europe was undoubtedly 
the most important contributing factor in 
the success of the Marshall Plan. 

l-'-
0) 
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III Passages from 11 Economics 11 by P.A. Samuelson 

A 

Beginners u s ed to want a short definition of economics; and in response 

to this demand, there was no shortage of supply . Here are a few such 

definitions : 

1 . Economics is the study of those activities which , with or 

without money , involve exchange transactions among people . 

2 . Economics is the study of how men choose to use scarce or 

limited productive resources (land , labor , capital goods such as 

machinery , and technical knowledge) to produce various commodities 

(such as wheat , beef , and overcoats ; concerts , roads , bombers , and 

yachts ) and to distribute them to various members of society f or their 

consumption . 

3 . Economics is the study of men in their ordinary business of 

life , earning and enjoyi ng a living . 

4 . Economics is the study of how mankind goes about the business 

of organizing its c onsumption and production activities . 

5 . Economics is the study of wealth . 

The list is a good one. Yet a scholar can extend it many times 

over . It is always hard to compress into a few lines an e xact 

description of a subject , one that will differentiate i t s boundari e s 

from those of other disciplines and convey to the beginner all the 

things it is . Economics certainly does involve all the elements 

stressed in these various definitions - and all those implied in the 

larger lis t that could be compiled . 
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B 

By a positive fiscal policy, we mean the process of shaping public 

taxation and public expenditure in order (1) to help dampen down the 

swings of the business cycle and (2) to contribute toward the 

maintenance of a growing , high-employment economy free from excessive 

inflation or deflation. 

The war years have shown fiscal policy to be a powerful weapon. 

Indeed, some would argue that is is like the nuclear bomb , too 

powerful a weapon to let men and governments play with; that it 

would be better if fiscal policy were never used. However , it is 

absolutely certain that, just as no nation will sit idly by and let 

smallpox decimate the population, so too, in every country, fisca l 

policy is brought into play whenever depressions gain headway. 

There is no choice, then, but to attempt to lead fiscal policy 

along economically, whether it realizes it or not. The real issue is 

whether this shall be a constructive one or an unconscious, bumbling one. 

16L 
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