READING MISCULZ INVENTORY AND ITS MOSSIZBLE USES WITH HEBREW

INSTRUCIICH AS A FORZIGN LANGUAGE FCR READERS IN A

HEBREW DAY SCiiOOL

The Reading Miscue Inventory (M) is a means to evaluate
an individual's weaknesses and strenpgths in the reading process.

From the fdeading Mi

-

t

cue Inventory, a teacher is able to develop
stratesy lessons to help the student improve in areas that

s/he is weak., It is supgpgested that the Reading Miscue Inven-
tory would be useful within Jewish day schools Jor ilcbrew reada-
ing instruction of English speaking students., 1t is further
sugeested thar rhe Reading Miscue Inveutory would provide cdu-
cators with informaticn nb;uL students learning to read Jdebrew
and Inglish. Takinp into account the backpround of the stu-
dents, the interrelationship of Hebrew and Enplish and the
students' interaction with Hebrew as an oral and written lan-
puage, cducators will be able to improve their reading instruc-

tion.
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CHAPTER 1

INTDODUCTION

General ‘lackroround Inforration

Jewish cducation in the Uniteod States bepan with the
earlinsc settlers--the Spanish and the Portupuesce, and first
consisted only of tutorial teaching. Slowly schoouls were cstab-
lished. In the figst nalf of the nineteenth century, there wvere
day schools and Sunday schools, with most training based around
é Bar-Mitzvah education. In the 1880's, with a larpe number
of Jews immigrating to the United Sta2tes who wanted to maintain
their culture, liebrew schools and secular schoeols were cstab-
lished. world War 11, large nuinbers of immiprants, and the
establishment of Israel all had a positive influence cn Jeowish
educaticn in the United States. B8y February, 1974, eiphty-two
thousand children were enrollzd in Jewish day schools. In 1974,
there were two-hundred and forty-two elementarv schools and one-
hundred and forty high schobls. (Hodes)

Today, the number of children enrolled in Jewish day
schools is =n the rise due to a combination of factors. For
most of these children within day school settings, Hebrew is
4 second language or rather a foreign languape for they will
speak, read, write and hear llebrew conly during schocl hours
and specific synapgogue activities. This paper will deal wich
these children who on coming to ilebrew day sclhwols are ennfrontod

L

with half of their day, for the most parr, being conductad



2
in Hebrew. Spccifically, this payser will delve into one part
of learning a foreipgn language: children's acquisition of the
ability tu rcad ilebrew, Within this broad catesory, ovne syvstem
of 2nalyrinn children's reading will be explained with its
possible uses in iebrew, specifically with children learning,

Hebraw as a2 toreipgn language within the Hebrew day school.

(5 b

Learning to read a foreipn languape is different than
learning to read in a native language, yet, one is not in the
situation of learning to read all over apain. How an individual
gains meaning from print in his/her native languapge is simi-
lar to the stratepies s/he uses in reading a second or foreipgn
languape. Catherine Buck writes, "There is considerable evidence
to demonstate that people learn to read only once, whidtever the
language of that first literacy may be." (p. 91) One must also
cansider that every language does have its specific reading stra-
tegies, but the basic process cof paining meaninp from the graphic
stimuli is the same in all languarpes.

Noam Chomsky divides lanpguage into two catepories: (1)
the physical aspect, which is derived from the surface struc-
ture and which includes sound waves and written marks, and (2)
meaning, which is the deep structure and is the information
gained from the surface structure. The link between the sur-
face and the deep structure of language is syntax. The key,
as stated by Noam Chomsky is, "Internalized lexicon and the
graphic symbols, not grapheume-phoneme corrcspondences,” (rRolers,

p. 13)
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Wee will start with the premise that reading is not a de-
coding process, but is is rather only "incidenfally visual",
and a corpletz "language process involving an interaction be-
tween lan.nuase and thought.™ (Dubois, p. 4) The process docs
not involve automatic decoding but is continually testing hy-
pothescs, Reading caa be seen as a process of sawmpling, pre-
dicting, testing, conlirming and revising, using the least
amount of information pessible. Usinp one view of reading,
developed by Kenneth S. Goodman, this paper will supgpest that
much can be gained by looking at children's strategies in the
reading process. The four strategies are (1) the samplinz of
graphic, syntactic and semantic cues, (2) the predicting of
structure and meaning based on the saapling cues, (3) testing
the prediction, and (4) confirming and correcting, if necessary,
the prediction. Kenneth Goodman further divides these four
basic strategies to enable the teacher to focus on the reader's
system of gaining meaning from the text. The nine strategies
are: (1) scanning each line from right to left and moving down
the page, (2) fixing and focusing on a line of print, (3) select-
ing the key cues that will be most productive in the informa-
tion processing, (4) predicting on the basis of grammar and
developing a sense of meaning, (5) forming by selection and
prediction of perceptual images, (6) scarching in one's memory
for phonological, syntactic and semantic related cues, (7) ten-
tative choosing or guessing on the minimal cues, (8) testing
tentative semantic, syntactic and prapho-phoneme cues, and (9)

regressing to correct errors as recopgnized. (K. Goodman, 1970a)
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Ihe major objecrive in reading is comprehension. llodes
states, "Lanpuarse is what rcading is all about. Reading is
the recoptive process and its poal i3 comprehension.” (p. 47)
In the words of RKeaneth Goodian, "All else is eithzr a skill
to be used in achicving compreliension, a subcaterory of compre-
hension or a use to be made of comprchension.”" (1970a, p. 28)
To achieve comprehiensicn, the reader uses fhr(m cue systoms--
prapho-phonic, syntactic and semandic information. Grapho-
phonic is information gained from the pgraphic and phonolo.ical
system of oral languape, as well as the interrelationship he-
tween these systems. Syntactic i's the infornation gained from
the grammatical structure which a reader has when s/he is famil-
iar with the languape. Semantic is the information gained throurh
experiential and conceptual background te gain meaning frem
the context. It has been sugpested that the importance of
graphic cues may be reduced when using all three systems. If
the reader does not have the necessary knowledpe for reading
a specific piece of work, s/he will not be able to prasp the
meaning.

The recader is translating print through his/her own ex-
periences and copgnitive understanding. Therefore, the reading
process is viewed @as a psycholinguistic process, a view reflect-
ing the interrelationsihip of language and thoupht. Allouche
writes, "The psycholinguisctic view emphasizes the reader's
languape knowledge and worldly experience more than precision
in identifyinp written symbols.” (p. 3) Reading is viewed by

the psycholinguist as written language which cowmunicates neaninp
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to the reader. The psyeholinguistie theory of reading further
includes the [ollowing three major points: (1) the printed page
as only a zmall part of the infornation that a reader needs
to read, () coumprehension as precedins identification of in-
dividual words, and (3) reading as not decodinp spoken lanpuage
but ratiier testing hypotheses. In K. Goodman's words, "The
reader actlively participates in the reconstruction of meaning."
(1973a, p. 22) The reader brings to this process, his/her
linpguistic, experiential, and conceprual development. The
students' reading skills can be improved throupgh his/her "Con-
trol over languapge structure, broadened cxperiences and increased
conceptual development.” (K. Goodman, 1967, p. 130)

The question to be addresscd is how does a child reading
his/her native language, resemble or differ from a child learn-
ing to read a second or foreipn languape? Do the same features
of the reading process and cue systems apply to llebrew as to
other languages? Granted all readers use the four strategies
of the reading process, yet there are added variables when a '
child is reading a languape based on another culture. Catherine
Buck writes,

The reader's conceptual development, as well as his

personal preferences witiin the culture plays an im-

portant role in this model of reading, preatly in-

fluencinp his [her] ability to sample, predict, and

test. (p. 91)

Therefore, an English speaking child learning to read lebrew
will be using the same cues but perhaps will have different

weaknesses because of the distinctivess in backpround and cul-

ture of the reader and the author. VIterhaps, too, recading llebrew
PS, ' i re
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as a foreign language will be different than reading other for-
eipn lanpguages. This paper hopes to shed lipht on these ques-
tions ard to pive the teacher of ilebrew a Letter understanding
of what is happoning to the child reading a toreipgn lanpudase--
the identiecal elements, the differentes,and the native lanpuare

intericrences in the process.

Opzraticns:d Dafinitions

Dominant langua;ct mother tongue or native tonpgue of the lan-
puage uscr; the first language acquired by an individuoeal

Second languapge: lanpuare acquired at the same time as one's
mother tongue or at a later period in the culture of that
sccond languagne irilcu

Foreipn lanpuage: languapge learned in an unnatural enviren-
ment in which there is no reinforcement {rom the cultural
mileu

Bilingual: abiliEy to speak and understand two languapcs

Linguistic perfurmance: whal one does with the lanpuage

Linguistic compestence: a speaker®s underlving prasp of lan-

"

guaege rules which enable him/her to senerate scntonces

(&)

that s/n7? has never heard bzfore
Literate:s ability to read and write the languape in question

b ] + - = + - T
Psycholinguistics: description of languzne based on psycho-

N
i
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Syntax: seot of rules that deteriine the relationship between
sound and print

Miscue: observed raosponsce daring oral realinp that does not
correspend with the oxpected response

Observed response: dctual response of the reader as s/he orally
proecrsses material which either matches or does not mateh
expected responses

gxpected response: anticipated production of items as they
exactly appear in print

Retelling task: unaided retelling and answering open ended

questions concerning the story

Purpose

The purpose of this research is to delve into one approach
to analyzinp the reading of students and to apply the exten-
sive research done in the field of reading miscue analysis to
native Enplish speakers learning Hebrew as a foreipn languape
within a relipgious day school settinpg. There are a varietv of
techniques, some better than others, to help children increase
their reading ability both in a native languape and in a for-
eign language. Miscue analysis is the technique used for this
study becausc its purpose is to help teachers improve their
ability to observe a child's interaction--strengths and weak-
nesses--with the printed lanpuapge while keepinp in mind the
child's cultural and experiential backpround. The final out-
come could be improved teachinp strategies of llebrew reading
instruction.

This paper will also analyze the differences in English
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and Hedrew with the poal in mind of being copnizant of Ennlisn
language interference when a child is reading iebrew. For ex-
ample, 4an obvious difference is directionality of the two luan-
guares--the left to right English span and llebrew's ripght to
left span. ©Do problems arise in the oral readinp of the child
as a result of coafusion of the scanning direction?

The major jroal is to help the reader gain meaninpg [rom the
text, using all the cues available to him/her with the lecast
amount of effort. The major goal in most cases of teaching
reading is meaning and comprehension. This, though, is not
the case in many llcbrew alternoon schools vhere reading llebrew
is actually mcrely prdductng sounds based on praphic cues.
Thercfore, analyzing the possibilities of miscue analvysis can

only be done in a day school settinp wirere the conding geal of

the Hebrew lanpuage reading propram is comprchension. Romirow-
sky states, "Our major poal in the teaching of llebrew in our
schaols in this country is reading."” (p. 5) If this is the
case, a preater emphasis must be placed on the children's ac-
quisition of reading skills that will enable them to attain

a meaninpg base for llebrew reading.

The major question that is being asked is how does a
child's miscues affect his/her readinpg ability and how can the
Hebrew tecacher build a program fer the child using the Reading
Miscue Inventory. By analyzing the child's miscues the teacher
will have insiphts into the general oral reading process, the
child's reading stratesies while processing the written material,

and how the reader handles unfamiliar textual material.
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The goal of this paper is sccn as the first step in the
process of describing possible oral reading miscues of Enpglish
speasing children reading ilebreow, to determine the relation-
ship of thess2 wiscues to reading comprehension, and to identify
reading miscucs that reflect English languape interference.
It is hoped cihat the values of the Reading Miscue Inventory
in @nalvzing children's reading in Enplish and as used in other
languape studies will be seen as an assct to Hebrew day schools

for use as a diapgnostic and prescriptive instrument.



CHAPTER 11
ALVIE., U THe LITERATURE

In studying children reading a foreign lansuape, it is
possible Lo take what we know of native lanpuags learninn and
apply this knowledpe 1o foreipn lansuape learning realizing
that speciflic differences emerge in "languajpe competence, nemo-
ry span and native lanpuape influence." (Yorio, p. 107) Saran
Lopez showed,

These f[actors mav affect the reader's abilicy to

sample, predict and confirm his [ber] hypotheses in

reading, but do not necessarily cause him [her] to
abandon such strategies. (p. 736)

Forecirzn dand Seccond Lancuare Instruction

The same reading strategies used by a native reader may
cause difficulties for a non-native re¢ader. For example, the
reader may have trouble knowing what to sample from the print.
S/he may not be able to predict the structure and/or meaning
of the new lanpguape. Testing, in the sense of knowing what
makes sense or sounis like the lanpuape being read, may cause
added difficulties. Confirming the correctness of the language
may be a problem because the reader makes wronpg confirmations
or is unable to make confirmarions as the lanpuape is still
too new. Finally, the reader may not know s/he made a miscue
or how to correct this miscue.

A major problem [or second language readers is conurol

over the prammar system., Therefore, most educators agrec thart

10
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the first step tou reading a foreign lanpuape is familiarity
with the oral level--listening and speakinp--of the languape.
The reader must have the syntactic and the semantic elemeits
on the nral level in order to pain the abilitv to comprehend
written languape rather than to merely call out letters, sounds,
and words.

Catlierine Suck sugprests that learning to read for the
foreipn language learner is more than new sounds, new graphic
shapes and their relationship. Rather, reading and accompanying
problems are alsc the result of what the individual is bring-
ing to the foreipn lanpuage process, unfamiliarity and inter-
ferences of the individual's native lanpuapge with the foreipgn
lanpuane and the reader's interaction with the psycholinziistic
process.

The problems in learning to read a second lanpuape or a
foreign lanpuape are numerous. Languapes have varied systems
of writing. For example, Chinese has an ideopgraphic writing
system and must be read from top to bottom; Hebrew has a system
in which vowels are normally no% reprecsented and is read from
right to left; and Lnglish includes vowels and consonants, and
is read from left to right.

The writing system can be divided into three divisions--
the reader's dinput , the author's input and the recadinpg process
itself. The reader's input includes his/her control of the syn-
tax and the vocabulary. Also involved are the reader's per-
sonal experiences within his/her own culture as well as the

student's conceptual ability. If for example the reader is
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unfamiliar with the graphophonic cues of a language, there can
be confusion as in the case of an Lknglish speaker learning
ilebrew when s/iie is not [amiliar wita the lctters and the direc-
tionalicy. Ther=2 also my be difficulties with the syntactic
cues such as word order and inflections. Interpreting tie
semantic cucs causcs another provlem. It is possible that a
recader mayv understand all of the lexical items but may not be
able to put all of the components torcther. For example, the
reader may find that certain words have various meanings de-
pendent on its place in the sentence and its context. The same
word or phrase may have contrasting connotations when translated
into another lanpguapge, as well; for example, the humor being,
different from language to language. Another possibility is
that the recader may be able to make sense of the literal mcan-
ing of a passage but not understand the author's point of view.

Kenneth Goodman states, "The essential characreristics of
the reading process are universal." (1970b, p. 100) Therefore,
when analyzing foreign language readers, the samec psycholin-
guistic theories can be used. The foreign languapge reader
samples the graphic, syntactic, and semantic aspects but does
not always know where the greatest amount of information is
to be found. Native lanpuage readers use cues interdependently
and may use the syntactic and semantic cues so extensively that
fhe graphic cues are used only minimally.

Frank Smith in a 1971 study (Allouche, p. 15) shows that
a slow or cautious reader, either readinpg his/her native lan-

guapge or a foreipn lanpguape, who exclusively pays attention
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to the pgrashic information may lose information and show a loss
of comprehension because of an inability to integrate the wmate-
rial act a fast enouch spead so that it is not lost from slhiort
ternm menety, Since it takes a fourtch of a second to process
information into sensory sterage, short term memory can hold
only four or {ive separate items. Therefore. large units of
informntion, rather than letters, must be processed so that the
semantic and syntactic information is not lost to the reader.
Prediction is an imporrtant aspect of this "chunking" process.

A (luent recader pays minimal attention to the graphics of print
beccause of physical limitatiens.

A rcader predicts, but may not be able to puess the struc-
ture or the meaning, or may resort Lo nis/her own native lan-
guapge. The reader therefere needs [amiliarity with the pram-
matical patterns so s/he can indeed predict what may appear on
the printed papge.

Students who are asked too early in their learning

of English will be unable to predict ar all, or will

wrongly predict due to native lansuage interference,

or will learn to chant orally words they get no sense

from. (K. Goodman, 1973L, p. 93)

Readers also test what they read, but foreipgn languapge readers
may not recoguize whether their reading sounds like the language
being read or the written code makes sense. To confirm what

is being read, the reader must focus on comprehending the writ-
ten words. Unless a reader is strengthened in his/her compre-
hension ability, s/he may incorrectly confirm out of unfamiliari-
ty and/or as a result of native lanpguape interference. The

new reader of a foreipn lanpuape may incorrectly work out a
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problen with the text or not know how to go about correcting
this problem.

lhe importaénce of the cemantic process of recading was
shown in a study b» nolers in 1965 when bilinpual subjeecrs wvere
asked to read passapes in French and English. At the conclusicn
of the readins, the readers were able to tell what they had
read bul not whether tnplish or vrench was used to tell a spe-
ciflic fact. Thercfore, the conclusion was made that reading

is more of a semantic than a graphic process.

ilebrew Lanpuare RBeadineg

Listening and reading, and their interreclationship is re-
cognized by most educators. Eliezer Chrmonn states in rela-
tionship to llebrew reading for English speakers, "Readinp is
a frustrating excrcise unless considerable oral abilicty has
been previously acquired.” (p. 37) Leah Romirowsky agreces with
the majoricy of educators that a substantial oral Hebrew base
must come before reading or children will be "deciphering”
rather than reading. Before a beginning student reads a story,
s/he must have related associations and/or personal experi-
ences to relate to this print. he vocabulary must first be
known in an oral context.

According to Rosen and Nudelman, children nced to under-
stand and specak liebrew before attempting to read Hebrew. They
thereby propose the aural-oral approach. They believe that
one year of intensive oral instruction is a prerecquisite to

reading. (Mann, p. 17) They further define the need for a



listening vocabulary to be between 600-1000 words and a siphi
and meaning vocabulary to be at a minimum of 75-100 words in
order for the childron to be roady to read. espi te defindi
a minimum sipght word vocibulary, Rosen ard Nudeluan l[eel cha
children are beinj; overly trainced in phonies and sipht recopil -
tion. They shculd ruacher be rriained in using contoxtual clues,
dictionary skills, and the structural analysis of words.

A few studies have been done in connection with eorchasariaphy
and the line of direction. The significant curs for Helbrew are
on the bottom of a 1line of print while for inpliuli they Zre on

nglish readers therefore usuilly percojve (jo2-

brew supra-linear vowels btefore sublinecar vowels. labhroew readeoers
are also risght primeacy while Lnrlish readers are lefy uripacy,
Thereiore, specific miscues by Enplish spoeakers of ebrew tezts

ALt s wEmnes Sems af e + anprd = o e T
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and reading ability are supported by previous studies that he
conducted in Enplish and Finnish, These studies show that the
correlations dre mcrderate and that ocher wvariables must be
accounted “or in diflferent recadine abilities, Venezsky also
concludes in his iichrow study that Israeli children concen-
trated more on the context and word shape when readinp unvo-
calized lizbrew texts in contrast to vocaliécd texts.,

Amir-Coffin in a 1975 study writes that since llebrevw is a
consonatal alphabet, the context in addition to centrol of the
vocabulary and grammatical knowledpe becomes of primary in-
portance. She also found that college students studying ilebrew
could pain full use of the context by scanning the material.
This became an aid to the larper structure and vo comprehen-
sion. Coffin and Schramin in a 1971 study conclude that a
variety of exercises in grammar are nccessary for the develop-
ment of reading cues.

Catherine Buck emphasizes that the teacher has the respon-
sibility to be cognizant of the students' cultural backgrounds
when reaching a foreign language. Teachers must always be aware
that reading includes the graphiec, syntactic and semantic abili-
ties, and oi.e cannot assumc that a problem is due to only one
of these systems. Catherine Bﬁck writes positively of students’
problems learning to read a foreipgn lanpuage. She states, "A
students's reading difficulties are evidence that he [she] is
an effective user of another languape.” (p. 96) While beinp
sensitive to a child's knowledpe of a native writing, grammar,
and semantic system, a4 teacher must also be aware of differences

in the new lanpuape beinpg learaced.,



S55 5558 REBERERRERERS

=
Y &5 -toceis o o a
o et T i o e Syt o
- - iad a2 o= e - 3 - =5 - - . - . - n -
ipncroince in =iopt " ferszandian C the redder &
nis r vge o roadins sTratecies. T8 Reddi { stue Inven-
- - - - - - - k| - - * - w 1 .
TG is A Jiarnasiip and evaliarive o0l whiid 1 o
Teac -« noresos~niiEn i student's miscivos,
i =i e = : T3 = - -~
Deviaziecss 1 11od miscues 1o
e ~ - - - - - Y . v
b= - - - - - L S S Y " - . =RL .
- e E . v . - 1 -
are cued © aa3ve 0f the meadve
3 2 a3 T BP aneey
in bis er | writ Y maregial.
e 8 '\
e
(Y. Goodnan 5

Miscue analysis compares expected oral responses Lo obsevved
responses. Usinz miscuce analvsis, the teacher is able to ob-
serve the interactive process of the roader with the writton
languare.

The RM1 helps the teacher in examining why a roader makoes
certain miscues, and how and what strategices to provide in

order to increase the student's proficiency with the written

code. The teacher gains specific information from the student's

reading profile to provide a personalized rcading program.
The RMI is based on the assumption that the reading propjram's
goal is to encble students to understand what they read, on-
Jjoy reading, and to want to read independently,

Miscue analysis enables the teacher to qualitattvely
analyze and to assess the reader's use of the cuing systems.
The number of miscues that a reader makes is unimportant, but
rather the essence of miscue analysis is haw the reader uses

the graphie, syntactic and semantic cues, and how s/he self -
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corrects. wWhether reading correctly or makinsg miscues, readers
use the same processes and cues.

Added to the reader's linguistic background, miscue cnalv-
sis takes account of the student's conceptual level and pre-
vious cxperiences. The three cuing systems should always be
at work, but the goal is to have a skillful reader whe is able
to reduce the visual information vet still pain meaning from
the text. All readers, cven proficient readers, make mis-
cues when reading orally. As a reader pains confidence, s/he
will guess more, make stronger predictions, and be able to
process more contextual clues.

The four basic assumptions of the RMI are: 1) all readers
bring an oral languapge system to the recading process, 2) all
readers bring a sum total of past experiences to the reading
process, 3) the written material represents the author's past
experiences and language patterné. and 4) reading is the ac-
tive language process involving the constant interaction be-
tween reader and text. (Y. Goodman and Burke, 1972, p. 10)
Miscue analysis is based on a psycholinguistic view of rcading
which sees lanpuage as an active process.

Miscue analysis was used as a research tool in the early
1960's. Studies have analyzed miscues in relation to style,
difficulty of print, age, proficiency and ethnic background
of the reader. Case studies and longitudinal research have
been conducted. Studies using the Goodman Taxonomy of Read-
ing Miscues in Enplish have also included analysis of the fol-

lowing relationships: the number of miscues Lo comprchension
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and to rceall, miscues in the beginning and the conclusion of
a story, prior conceptual knowledpe of oral miscues to silent
reading, purposeful r1cading to tlie quality of miscues, and low
proficiercy to high proficiency readers processing languape.

A nunber of studics have compared children with different dia-
lects readinns standard English and non-standard tnglish cexts.
Rescarchers have also cbserved children who are perceptullly

handicapped.

Miscue Analvsis lisins Secnond and Forei:~n Lanpuarcc Readers

The Reading Miscue Inventory (RMI) is flexible enouph to
work with non-nacive English speakers and lanpuapes other than
English. The number of studies in other languages is increas-
ing and comparisons are being done. There is ample proof that
first-languape readers reading a second language begin to puess
more, make stronger predictions, and pain more contextual clues
as they gain confidence: Romatowski also reconfirmed a conclusion
reached with Enzlish speakers reading' their native languape: the
number of miscues produced by bilingual children has no direct
relationship to comprechension. Rather, cues to the children's
comprehension ability could be observed by examining the quality
of the miscues and their retelling.

As mentioned previously, all readers produce miscues
based upon the same criteria. Sccond-language and foreipn-
languapge readers, will produce additional miscues because of
the differences in what the reader brings to the process, be-
cause of his/her unfamiliaricy with the cues or interferences

with the native language, and finally because the interaction
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of thesé psycholinguistic processes is what reading is all
about.

Most of the research dealing with second language leé:nors
and foreign language learners was based on methodolopgical and
linguistic concerns racher than the process as a whole. There
has been very little rescarch in this area on a theoretical
or applied level. The studies that have been done using the
psyciiolinguistic phenouncenon as a base seem to support native
language research.

A number of studies conclude that native language reading
instruction should come prior to second lanpuape instruction.
Phyllis Hodes, though, states, "Sipnificant conclusions cannot
be reached from these observations. Morcover, they may balance
out with time."” (p. 52) More research nccds to be done in
this area.

There are numerous studies in miscue analysis in the area
of bilinpgual and foreign language reading. A number of the
relevant studies will be mentioned. Edward Allen in a 1976
study researched French as a foreién language using third year
high school students. Ile concludes that foreign language read-
ing using the miszue inventory confirms that the same reading
strategies are at work as ini first ‘languapge reading. Allen
makes the_following implications for instruction. The poal
in reading instruction is meaning.. Therefore, students should
be asked to predict and anticipate what will follow and to find
contextual clues for unknown words. Students should be pro-

vided with predictable, semantic patterns. Finally, asking
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students to read crally what they have ot prepared is counter-
productive because they will pay attention to the sound/sym-
bol relaticn«ship rather than to the mzeaning. Biemiller in a
1970 study usinnm beginning Joreign language readers also found
similar phases in reading development. These students used
context and more zraphie informatieon than skilled readers.

Catherine Luck sturdied non-nacive speakers of English
leaning te read Erniglish as a sccond languags. She found that
the acquisition of this new language involved more than ncew
graphic shapes and/or directionality. Again, she found the
reader's input, the author's input and the reading process to
be involved with language control. Cultural expecctations were
found to affect foreipn lanpguase reading amndd the miscues pro-
duced. She concludes that sampling, predicting, testing, con-
firming and correcting are all differcent when a reader is un-
familiar with the language and the culture.

Diane Dubois conducted a two-ycar longitudinal study of
Navajo second language learners reading English. She used
miscue analysis and personaithtervlewsin conducting her re-
search. The differences in the cultural aspects are of extreme
importance in this study for the students had not chosen to
assimilate but were rather forced to study in boarding schools.
The children produced second languape-involved miscues throuph-
out the study. When the stories being read related to the
children's background, they produced more second lanpuape-
involved miscues. Diane Dubois suggests that the greater num-

ber of second language influenced miscues in the culturally
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relevant material may be due to feeling freer with the lanpuage
when reading material that is meaningful to their lives, She
supggests that more research is needed in this area. Dubois
found that tre children understood culturally relevant stories
better than basal readers as evidenced by miscues per hundred
words, by mean comprehension scores, and by retelling rates.
She concludes that the children must know that reading needs
to make scnse and this must be the goal of the program. She
writes,

If the only concept that Navajo children have re-

garding the readinz process is that the purpose of

reading is to produce acceptable Znplish words, then

this researcher believes that the acquisition of

English literacy has no value to these people.

(p. 262)

Goodnman and Goodman studiced four second-languape groups
learning to read english. All the proups were within the United
States and each used English differcently within their culture.
The groups included Texas-Spanish, Arabie, Navajo, and Hawaiian-
Samoan. All the children Iéarnpd some control of English:and
some ability to read. Between the different cultural groups,
there were sharp distinctions in the way the children read a
second language. Within all of the cultural groups, there was
evidence in the students®' reading of first language and tran-
sitional forms of Enpglish. The researchers state, "As with
our dialect groups we must say that the single process by which
meaning is constructed comes through clearly in these second
language readers." (p. 6-2) Individual variations reflected

the children's linguistic and cultural backzround, but these

differences are “constrained by the realities of the process,
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the psycholinguistic strategies and cue systems of reading.”
(Gool=an and Coodman, p. 6-2)

All of the second and foreipgn lanpnape studies, despite
their confirmations ol native lanpuapge, miscue analysis rewearch,

show evidence of the need for further investipation to under-

stand Jor2ign languapse and seccond lanpguape reading development.

Miscue Jinalysis in Yiddioh and ilebrew

The research in miscue analysis in Yiddish and llebrew is
very limited, and therefore the two lanpuages are being pre-
sented in the same section. Phyllis Hodes did a study of
Yiddish-English bilinpual children in 1976. The children in-
volved in the study came from Hassidic backprounds. Hodes
found a questioning influence of one languare on the other
language. She ifound that the children's oral readin,; did not
always pgive a true picture of how much children understood.
She concluded that there was a relactionship between the type
of miscue and comprchension but that the quantity of miscues
was not related to the amount of Fnglish instruction or to the
comprehension scores. These results are in agreement with
previous native and second lanpuapze studies.

Since Yiddish has a higher sound to symbol relationship
than English, ilodes found that Yiddish miscues were closer to
the expected response. These results, though, show that the
overuse of graphophonic strategies was not productive in terms
of comprehension. She writes, "They felt no great need for
their oral reading to scund like natural lansuare.” (p. 213)

Hassidie trainins ofchildren gives a low priority to readinr
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for meaning.

The study also showed, "No significant influence on read-
ing efficiency because of an alphabetic or dircctional switch.™
(llodes, p. 207) Once a child bepan reading, there was not a
directional problem in either Znglish or Yiddish. This is in
aprecaent with Kenaeth Goecdman's research in which he states,

Whether the 2raphic sequence is frem lefr to right,

right To left, or top to bottom would be of little

conseguence to the basic reailing process...lcaders

can tclerate a great deal of irrejpularity, ambisuity

and variabilicty in orthorraphy without the rcading

process sufferinz. (1970b, p. 103) ‘

The absence of vowels in Yiddish had no significant carry-over
to English reading. Kenneth GCoodman writes concerning univer-
sals of the recading process: “Readers learn to rely more
heavily on consonénts...they usc vowel letters only when other
informaticn is inadeguate." (1970b, p. 109)

Most of the research in reading with languasges of dif-
ferent alphabets have tended to deal with graphic symbols
rather than processes leading to comprehension and higher cog-
nitive processes which are being researched in native lanpuaje
reading. Edith Allouche researched miscue analysis in rela-
tion to the oral reading of vocalized and unvolcalized llebrew
texts to compare full_and reduced graphic systems. She examined
the graphic role in facilitating comprehension. Her compara-
tive research was based on the reality that most of Hebrew
adult reading, with the exception of the classical texts, is
written without vowels.

For her study, she used sccond and fourth year students

attending afternoon ilebrew school. Her hvpothesis was that
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by reducing the praphic display, the vocalization, students
would have to rely more on syntactic and semantic cues. The
culture a1d the students' lack of interaction with Hebrew out-
side of this supplementary, eipht-hour per week school are of
primary consideration in such a study.

Edith Allouche found that the children's ability to cor-
rect miscuies was influenced by their foreiﬁn lanpuage vocabu-
lary and their confidence in learning Hebrew. She sugpests that
the children's comprehension and grammatical strength were
facilitated by vowels as a result of the children's attempts
to correct themselves. She deduces that the ability to correct
miscues leads to more effective reading stratepies. Surpris-
ingly, the second yecar students paid more attention to mean-
ing, and gave more real word substitutlons, semantic accepta-
bility, and "no meaning" changes than the fourth ycar students.
Allouche believes this phenomenon is due to a greater empha-
sis on fourth year students to produce clear, fluent reading
in preparation for their Bar or Bat Mitzvah. Goodman and Burke
refer to readers that read purely by praphonic cues as "word-
bound” readers and clarify that this is especially common when
reading in two languapes. (1972, p. 11)

The study concludes that feducing the graphic display does
not cause students to be more efficient in the use of the other
cuing systems. Children reading vocalized texts did produce
differences in the arcas of correction, grammatical strength
and comprehension. Wwhen reading unvocalized texts, children

produced a greater number of miscues per one hundred words and
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a preater sgraphophonic similarity. The study results, though,
do not imply that the vocalized texts enable the students to

be more effective readers but rather that the students are
simply producing less miscues per hundred words. :

The limitactions in this research are numerous. The after-

noon ilcbrew school only meeis eight hours per week, and of this
time only sixry-five percent is spent on llebrew instruction. |
further, the sanple size is small and the text material was

not chosen randomly, and thercfore, may not be applicable to

other written material. Finally, the novelty of reading un-
vocalized ilebrew for the first time is limiting becausc the

students did not have a chance to develop new stratcepies of

reading the unvocalized material before the evaluation.



CHAPTER III
DIAGNOSTIC INSTRUMENT

The Readiny Hiscué Inventory (RMI) is an aid in helping
the teacher examine why a reader produces specific miscues.
It is an individualized examination of a child's oral reading
miscues, focusinpg attention on the quality of a child's miscues
rather than on the quantity of miscues that a child produces.
Since the aim of the reading process is meaning, all of a
reader's miscues are seen in the light of whether his/her mis-
cues incterfere or do not interfere with comprehension of the
material. For example, a child who reads *ala for Sas is pro-
ducing a qualitatively different miscue than a child who reads
tjaf for Aweb .

The RMI is appropriate for readers of all ages and can
be used for specific children within a class or the entire
group. The RMI takes approximately thirty minutes to adminis-
ter and one hour to prepare the recader profile, with less time
necessary as the teacher becomes more familiar with the tech-
nique. The teacher.‘therefore. must determine its best usage,
considering his/her time in relation to all of the children.
An alternative method of administering the RMI is to train an
aide, a para-professional or a parent to give the RMI. The
teacher can then interprete the recader profile and develop
stratepgy lessons.

The selection that the child recads is usually from fifteen

27
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to twenty minutes in length and should be a complete story.
Fifteen minutes may be too long for a beginning recader of a
foreign lanzuare; cen minutes may be a sufficient length. The
reading material must be a story or article that the student
has not previously scen. The material should -have a theme and
a plor and should be of interest to the reader. The reading
material chosen must be difficult enough tt:;at the student pro-
duces at least twenity-five miscues but not so difficult that
the reading is frustrating. The teacher should have a scries
of stories available so that s/he may give a reader another
selection, either of more or less difficulty, if the reading
is roo chal}enghu;ortum sufficiencly difficult for the student.

During the session, the child reads from the text while
. Lthe teacher reads from a “"worksheet copy® in which the pase
number and the line number are indicated on the worksheet.

For example, 0313 refers to the third pape, thirteenth line.
The original format of the text is used for the worksheet.

The last line of a page in the text is scparated from the next
page on the worksheet by a horizontal line. There should be
enough space between the lines to write in all miscues. The
worksheet becomes the record of the child's miscues.

The student is told exacclf wvhat to expect before the
session is to begin. The child is to read the entire story
aloud. If a student has trouble with any words, s/he should
do the best s/he can in figuring it out. If the student is
unable to read a word, s/he may skip over the word and con-

tinue.
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During the entire session a tape recorder is used so that
after the session the teacher can refer back to the tape if
s/he was unable to catch all of the miscues. The tape recording
is an invaluavle tool to relisten to any or parts of the rhild's
reading and retelling.

When a studernt hascombleted the reading, s/he is asked to
retell the story in nis/her own words. The student should be
informed of the retelling before s/he“begins reading. The
teacher may ask who, what, when, and why questions to bring

out as much information from the student as possible. Again,

no clues or hints should be given. The wording of the questions
should be asked so that no clues are suggested but rather the
students' words should be used. The purposc of the retelling

is to pain insipght into

The reader's ability to interrclate, interprete, and draw

conclusions {rom the content. Sometimes, too, the retell-

ing score rcveals aspects of the silent readinp pro-

cess that were not clearly evident in the oral reading.

(Y. Goodman and Burke, 1972, p. 23)

An outline of the material must be prepared by the teach-
er in advance. The reading materiél can be divided into two
types--story material and instructional material. (See Appen-
dix III) Each have a slightly different format. The story
material includes character analysis, events, plot, and theme,
whereas the informational material is divided into specifics,
generalizacions and major concepts. A child can receive a
maximum score of one hundred points which should be divided

equally within the categories, i.e. specifics, generalizations

and major concepts. The-teacher's outline should be used: as
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a checklist while the child is retelling the story in his/her
own words. (3ce Appendix IV) The teacher should not inter-
rupt the retelling; questions should bte asked after the child
has given his/her version of the material. The gquestions,
based on the tcacher's outline, should be aimed at gathering
information that the child has not already expressed or infor-
mation that needs further explanation. The questions should
be general in content, should nor pive specific information
that has not already been expressed by the reader, and should
retain any mispronunciations and altered names that the reader
uses. Juesiigons prepared ahead of time are also helpful, but
again, should nnly be used if needed for clarification or in-
formation gathering. The teacher must be ncutral in kis/her
respons«. The te&chcr should not acknowledge the correctness
or incorrectness of a child's statement, but rather should

consistently show intercst in what the child has to say.



CHAPTER IV
ANALYSIS OF Tilg REAJING MISCUE INVENTORY

In analvzina the ﬁeading Miscue Inventory (RMI), the
teacher is orpanizing the student's miscues--involveient with
the semantic, prammar 2nd prapihic/sound symbols dividad into
twenty-eight distinet variables. The first twenty-five to-
fifty miscues produced by the student are numbered on the
worksheeb and analyzed. The number of the miscue and the cor-
responding text item or clause are recorded on a special code
sheet. ECach miscue is analyzed by nine different questions.
The nine questions involve: 1) dialect, 2) intonation, 3) graph-
ic similarity, 4) sound similarity, 3) grammatical funcrion,
6) correction, 7) prammatical acceptability, 3) semantic accepta-
ability, and 9) meaning change. Each word is broken down in-
to three parts--beginning, middle and end. If two of the three
parts of the miscue are similar, there is a high degree of
similaricy--Y for yes; if one of the three parts of the miscue
is similar, there is some degree of similarity--P for partial;
and if none of the parts are similar, there is no depree of
similarity--N for no. The appropriate box is checked--Y, P or
N on the worksheet. There are two additional columns which
whien computed give a comprehension relationship and a grammar-
“eaning relationship. (See Appendix V) The coding sheet is
¢omputed into percentages and placed on a bar graph to give

A ni & .
Plctoral representation of the students' reading strengths.
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and weaknesses. (Sez Appendix VI) YWhen used repgularly, the
reading profile clecarly shows a student's propress.

The reading profile pattern becomes the basis [or plan-
ning a reading program for an individual studenc. Srratesy
lessons are developed with the major goal being that a student
must mike sense of his/her reading.

The rcading strategy lessons are diziécd into three main
scctions which together represent the reading processes These
stratepies are predicting, confirming, and comprehending, and
are used by all students with different amounts of success bzsed
on their maturity. Predicting refers to the reader's selec-
tion of material from the three languape svstems and his/her
predictions or guesscs from the material that s/ic selects.
Confirming is the reader's decision to accept or net accepl
his/her predictions as correct. The reader is essentially
asking him/herself if what s/he is reading is languape and if
ié makes sense. wWhen the reader regresses over a word, purase
or sentence that s/he has read, s/he is correcting him/herself
which is a crucial part in learning to read and in gaining
meaning from the print. A study done by Marie Clay (1966) of
one hundred urban New Zealand children during their first year
of school showed the lmportancé of regression in beginning
readers. Observing these children, it is written,

She felt children needed to make errors and correct

them. She hypothesized that in the process of cor-

recting their own errors, children seemed gradually

to become aware of what they were doing and to be

able to verbalize it. (Weintraub, p. 67)

If a child is unable to confirm his/her hypothesis, the reader
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must learn to rethink the problem, find additional cues with-
in the context, continue reading to find further clues, .or
stop reading because the material does not offer sufficiunt
clues. The third scractepy, conprehending, is used by the
reader to develop and intepgrate the meaning of the written
lanpuare.

The strategy lessons developed by the teacher are built
on the reader's strengths that s/he takes to the print=d paze--
his/her ability to predict, confirm, and comprehend oral,
written and pictorial language cues. The teacher muét provitle
the reacer with a variety of written, contextual situations
in order for the student to make full use of 211 possible cues.
The reader is also piven specific stratepy lessons mo focus
on weaker arcis in which the reader needs to improve his/her
ability to predict, confirm or comprchend the written pace.
These weaknesses may be the result of environment, culture,
and/or lancuage.

Children learning a foreign language will have specific
difficulties, and the teacher must compensate for these lacks.
Students must be provided with ample opportunities for expo-
sure to ﬁany di{ferent situations and cultural ideas before
they are expected to read the printed page. As soon as possi-
ble, the reader must have opportunities to read independently
and silently. "“"Reading is a private, individual and indepen-
dent process, not a team 'sport'. Only two pcople, the reader
and the author, can participate..." (Y. Goodman, Burke and

Sherman, 1974, p. 22) Students who are given a great many
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opportunities to read, will be most likely to read well. All

children need a variety and repeated verbal experiences to re-
copinize new vocabulary and concepts as they are approached in
‘ their reading. 1In the case of foreign languape readers, their

need for vocabulary and concept development as well as verbal

experiences will be greater than students reading their native

language.




CHAPTIER V

RECOMMENDATIONS TO HEBREW TEAGIIERS

TEACIUING NATIVE EXGLIS!H SPEAKERS

When a native English speaker confronts Hebrow, s/he will

be ceafronted with a diflerent culture and history which will
have an effect on the individual's relationship te the new
languapge. The children in llebrew day schools cdme from varied
backprounds, yet the majority are third or fourth generation

in the United States. For the most part, the children's llebrew
background consists of hearing prayers in Hebrew at the syna-
gopuc and at home, and perhaps knowing a few llebrew songs.

Many children will come to school without even this limited
background.

In the United States, children are confronted with a mono-
lingual culture. This may Bc changing in certain areas, for
example, with the large influx of pcople from Mexico into
California. For the most part, children are from a culture
where English is not only sufficient but superior for all of
their comrunication needs. Children in the United States
simply do not need another language. Within lebrew day schools,
there are childrcn from Iran, Israel, the Soviet Union, South
American countries, and Morocco, but these bilingual children
are the minority. The backdrop for teaching liecbrew in the

average llebrew day school is a total surrounding cnvironment |
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of English.

The Hebrew tcacher must bes aware of major differences in
the languages tlhiat may cause the child problens. If the ilebrew-
languaye teacner is cognizant of possible conflicts in the two
lanpuages, s/he will better understand the problems and be able
to provide prior work in that area--whether relatinp to pho-
nolo;y, syntax, or comprehension.

Comprchension and understandin: of the two cultures should
not be a problem. Teachers do need, thouzh, to be aware of
both cultures in order to give students an understanding aad
awareness of the culture before they approach the written

material.,

Recommendacions

Following is a short list of possible confusions that a
beginning English speaking child of licbrew may face. The
teacher must not only be cognizant of these possible problems,
but also must be prepared to integrate them into daily instruc-
tion, with special emphasis when teaching children to read.

1. Most obviously is the right to left propgression of

Hebrew in contrast to the left to right propression of

- “Englishand the necessity for the eye to also go up and
' down in Hebrew: for example, rEs‘;'L
2. Added to the thirty-one symbols in Hebrew, there are

sixteen vocalization marks--seven long, five short,

and four half-vowels. In modern llebrew, there are

certain vowels in some cases that have the same sound.
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Two consonants can also have vowel sounds--"1" and
"e" as in "wele" and M P
CuL of twenty-two consonants in ilebrew, five have a
di [ferent final form--?.n.?.‘ and ?.
Many consonants have a similar shape--Mand 3 , Jand
A, %3:. T, T and1, Nand Y, vand @,aandp3and A .
There is no capitalization in ncb}cw to give the child
clucs as to when one sentence besins or that a word
is a proper noun.
A number of llebrew consonants have the same sound--

and da,l and G ,hand 0 and’e, while other Hebrew con-
sonants are phonemically different depending on where
they are place in a word-- Qand ], darnd D, and @ and
®. TFinally € and'® are phonemically different depend-
ing upon the placement of the dot.
Certain Hebrew sounds are either not used in English
or found in different places:
"9"--French or German uwvullar trill, or Russian or

Spanish fron trill,
“f“--as in "let, dental versus round sound like po-
tato, and

"?"."D"."h"--as in Bach.
As in English, accents can change the meaning of a
word. For example, igl: (quietly) and E){} (deaf),
a5 (beer) and 5@ (capital), and J:I:fi: (1iras) and
-;t.lvg (they shoot).

Hebrew orthopraphy allows for two written forms:
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a. "HM»h ANd " using vowels as in " f'la;;“ or "I"&?". and
B IS &t - using the letters "*" and "I" as in
"ila'p" or "Wlcw”. ior a non-native specaker,
words without vowels may cause problems as in
AN An 2" (he wrote), "‘lJ'h:)" (handwriting)
and ”a{r-g" (réporter).

11. In llebrew, unlike English, there are pender diffcren-
ces in nouns and pronouns (such as "this"--.3, _;.!cs.
aflc and 1S1¢ ), plural and singular, and gender apree-
ment in relation to nouns, verbs and adjcctives.

12. The article ",»" has alternative pronunciations depend-
ing on the letter, and scometimes the combination of
letter and vowel, following "aA".

13. Verbal forms are far morc complex than in English.
Every verb has a root and in modern .iecbrew there are
seven conjupration pattems--t\j'. ?!?J . ‘:'59. g!g‘.
?—P??,S'l_;g!l andqg.g?.p. There are t';):lr tenses in
Hebrew--perfect, imperfect, active participle and im-
perative--and repgular and irregular verbs.

14. Sentences in the present tense with a noun or an ad-
jective used as a predicate do not take a "to be"
verb as in Lnglish. For example, AP ML is in
‘English “sSarah is a clerk," or "e3n aan” is trans-
lated “The house is new."

15. The particle "ak" is used in a sentence involving “"the"”
or "this" but not "a." For example: "6 laly lela”

(lle reads a book.), Yasa ale |c:lp lela (lle reads the
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book.) and .asH on alc I:.:IP Ila (ile reads this book).

16. wWord order is different in iiebrew. For example, the
noun precedes the adjective as in " ?he.nua“ (a bip
house) .

17. There are five forms of the demonstrative pronoun

which can be used as the subject of a sentence or as
part of a phrase. For example-- Aelea ales ., 900 23
. ln?lu..; Is « preglen ISl . Plega PAYAS
18. Since prepositions in Hebrew do nor always corres-
.pond to the same Enplish preposition and, therefore,
are not translatable, prepositions must be taught
with thé verb in context of the sentence structure.
19. Negation can be divided into three cactcgories:
a. "l§" negares verbs, nouns, and adjcctives,
b. "Sle negates commands and instructions, and
c. "ple" nepates a ‘_}l_["" sentence in biblical llebrew
as in " pI%e ulk o l'lc" and is found in “"existen-
tial statements "in modern Hebrew as in * Yeo *§ "lc".
20. Numbers are divided into ordinal and cardinal, and
are further distinguished by masculine and feminine.
21. Letters in Hebrew can stand for numbers, as in
Cata |G meaning the fourteenth of Shevat.
22. Possessives can be attached to the noun as in "*390 =
'f\. wesH" meaning “my book."
23. Similarly, the preposition "g!." does not have to be
used in the Abwo Form when there is a possessive
relation as "ola- ata= *3la Se aan® meaning “my par-

ents' lhouse.”
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24, There are many llebrew expressions that do not have
an English alternative; for example “'thﬁj'(I‘have
lefe), * ')A pslcSh&“ (it is pleasing to ny eves),
or "ale awd |a?" (low old are you?).

25. Quanifiers can precced or come after the noun as in
“ pear o0 and v prgnle peyle”, or " PNS0 ANS" and
“MC)1Qs apdaL” '

26. The syntax of construct phrases differ from descrip-
tive phrases; for example " M hen YL (an apple
cake) and "an*G aely" (a tasty cake.)

This list is not meant to be exhaustive but merely a

short introduction to differences in Hebrew and English phonolo-
gy and syntax,and a major concern for llebrew teachers teaching

English speakers.




CHAPTER VI

CONCLUSTON

Usefulness and _Limitations

The Reading Miscue Inventory's (RMI) major value is as a
tool in producing a clear profile of a student's strenpths and
weaknesses which are developed into a propgram to cnable the
student to become a more efficient reader. The instructional
program is based on linpuistically and psychologically sound
terms.

The RMI is the basis for planning specific activities
and stratepies useful in the classroom. “"ideading stratepies
are the natural ways by which readers process information when
dealing with written language." (Vatson, p. 103) The stratepy
lessons are an organization within the reading process which
requires the students to use specific stratepgies that become
a part of their long term memory. - "Reading stratery lessons
are planned reading situations in which the availability and
use of selected reading stratepies are high-lighted." (Y. Good-
man and Burke, 1972, p. 97) These strategies revolve around
strengthening a student's ability to predict, confirm, correct
and intepgrate the meaning of the text.

Stratepgy lessons can be dovclbpcd on all levels for pro-
ficient and less proficient readers. These strateéics can be
created for any language and for children reading their native

language, a second languapge or a foreign lanpuape. Specific

41
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stratepgies are useful for proups and other stratepgies must be
developed for the individual needs of the student. The dif-
ference between reading; stratepgics and reading skills is de-
fined by Y. Goodman and Burke:

Readine instruction which makes use of the interre-

lated la:.:uaze systems can be used to focus on reacd-

ing stratepies. Such instruction can be opposed to

that which mekes reading skills ics focus. (1972,

p. 95) ¥
Therelfore, a specific strategy is consciously placed within a
natural reading system in which all three lanpguage systems
and available cues are kept constant. For example, if a child
was having trouble with funection words, the cloze procerdure
would be used to encourage the child to make meaninzful puesses
for the provided blanks. If a child was overusing phonics and
not paying attention to meaning, the child could be asked to
retell stories or read to younger children. If a student was
having problems with habitual associations such as u;g and 1!§'.
Pt and p¢ . or P¥ and P¥, these words would be placed in con-
text of strong semantic and syntactic cues within a story.
The teacher must be the modcrator for too much emphasis on
correcting miscues leads to exact reading--word by word. The
result is that students see reading as an exact process rather
than as a means to gain the author's meaning.

Indirectly, the miscue inventory also provides informa-
tion about the written material. The educator or researcher
is able to evaluate the selection of materials. For example,

the story can be evaluated on what the author assumes the

reader knows as far as conceptual development and concept-
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carryin;;, vocabulary. Perhaps relevant non-reading expericences
such as class discussions and drama using the concept-carrying
vocabulary needs to be provided. what does the written mate-
rial add tc thie reader's knowledese? Are a few conceprs devel -
oped in a variety of ways more useful than many concepts super-
ficizlly developed? 1In analvzing the material, the educator
shiould scek to minimize the difficulty of dialect differcnces.
By supplerenting, the reading with other written informaticn or
oral prescentations of the material, dialect or vocabulary dif-
ficulties can be lessened. For example, students reading Bialik
may have trouble rcading the Hebrew unless they are familiar
with Ashkenzi tlebrew.

The preatest problem with the RMI is that it only ana-
lyzes the oral rcading of students. Other probless relate to
the time needed to administer the RMI and to evaluate a stu-
dent. A teacher can handle this type of propram only if s/he
is able to work in an individualized, peer-teacher, or center
type of classroom. The alternative is an aide or reading
specialist who is able to administer the RMI.

Additional limitations of the RMI conducted in Hebrew are
not based on intrinsic problems but rather on the limited re-
scarch in this area. Children's reading of Hebrew has been
analyzed to a certain extent but not in comparison to their
English readinpg. A limited number of students have been ana-
lyzed who have read insufficient materials. |

Another problem revolves around the retelling and the

questions asked to the children at the end of their reading.
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Edith Allouche conducted this part of her study in English.
Paul holer would support this technique for he writes, "Al-
thoush students' comprehiension was not affected whether the
text was unilinguval, alernating or mixed, their ability to read,
to summarize and to talk freely was." (p. 376) He concludes,
"Encoding and decoding of lhnguau s arc not symmetrical opera-
tions.” (p. 376) The researcher would thereby be adding varia-
bles to his/her otudy and the ceducator would be adding other
components by expecting children to retell the written material
in the second or foreipn language. At the very least, this
is something for cducators to be aware of when conducting an

RMI in a foreign language.

General Implications and Uses of the Readinn Miscue Inventory

in llebrew Day School Instruction

The goal of Hebrew reading instruction is to enable stu-
dents to develop the three reading processes--graphic, svntac-
tic and semantic--necessary to become efficient readers. As
educators, we must afford students. the most natural and logi-
cal manner for grasping this foreipgn languape. The necessity
for learning Hebrew is not the question. Hebrew day schools
are already an option to give Jewish youth a more consistent,
practical and in-depth feeling of their recligion, culture,
history, traditions and language. Since Hebrew reading instruc-
tion is an established part of this process, teachers must not
only know the most logical and efficient means of teaching
Hebrew, the devclopmental level of his/her students, the cul-

tural contasts of English with Hebrew, and a variety of means
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to give students the necessary background and skills, but they
must also know where each student stands in developing the
reading processes towards tecoming an efficient reader. From
this knowledze, a teacher must develop & program of stratesics
specially desipgned for each student or possibly for a proup
of students.

The aim of the Reading Miscue Inventory (2MI) is to pive
teachers a categorizing system to pinpoint the stratesies a
specific child is using and not using. After analyzing the
child's strengths and weaknesses, a propram or stratepy les-
sons can be developed. The goal of the RMI and of miscue re-
search is to help students use their reading strategies mosc
efficiently and to become skilled readers.

The RMI was originally developed for children learning
to read Enpglish. Since that time, the RMI has been used in
many other languapes with native readers, second lanpguage
readers, and foreipn language readers.

The RMI is not presently bciqg used in Hebrew instruction
in the United States. Miscue analysis would not be useful in
the supplementary ebrew school where comprehension is not the
aim. In contrast to afternoon Hebrew schools, one of the stated
goals of liebrew recading instruction in day schools is compre-
hension. Ilebrew day schools use a variety of means to help
students become proficient readers but the majority of these
programs and techniques do not have a psycholinpuistic base.
As stated by Goodman and Goodman, “"Motivation for literacy

must be based on persconal and social lanpuape functions.
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Literacy needs to be an extension of language developinpg func-

tions." (1973, p. 8-9) This is a necessity when planning a
program fecr studencs.

Much can be learned from the universals in the reading
process, whether native lanpguare, second lanpuage or foreisn
languaze instruccion. A preat deal is known specifically in
the arca of foreipn lansuaze instruction. For example, it is
believed by most educators that it is easier to learn to read
a second language when an individual is literate in his/her
native language. Little, though, has been done tb delve into
éﬁe area of Hebrew reading instruction. How miscues affect
Hebrew comprehenéion and interferences as a result of natiﬁe-
English proficienecy are arcas that must be explored.

Educators will become more aware of the implications of
Hebrew lanpuage instruction through proven research and practi-
cal means to make Hebrew reading experiences valid in the class-
room. We know for example that Hebrew, like Yiddish, has a
higher sound to symbol relationship than English, and yet the
mere pronunciation of sounds and words says nothing of the
child's understanding of the material.

The following recommendations for llebrew foreign lanpuage
instruction are a priority for a comprehension, goal-based pro-
gram. The quest for gaining meaning from the text shquld be
seen as a psycholinpguistic reading process. A student must
first have oral strength in his/her own native language.
Second, the student must have comprchension of Hebrew print.

Hebrew texts should be predictable syntactically and semantically,
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The reading material should relate to students' life experiences,
and stuwdents should be highly mo:i?atcd to read the material.
There should be a decrcased emphasis on agriaphophonic corres-
pondence and an increased emphasis on comprehension. Qatber
than beinj encourapcd to be exact readers, students should be
urged to puess and take chances. "Good" miscues should not
be corre:stad{hut this rtakes practice and understonding of mis-
cue analysis). Educators must have a complete understanding
of the grammar of llebrew in comparison with Enpglish to krow
how the student is processing languapge and why the interferences
occur. Miscues should not be viewed exclusively frem a quanti-
tative aspect, but rather the qualitarive aspects of the mis-
cues should be of prime importance. PRetelling ond question-
ing techniques can hielp a teacher pain a better understanding
of miscues. Finally, educators have to undersiand the cultural
influences of the United States, Judaism in the United States,
English, and other cultural influences on the grasping of liebrew.

These recommendations are fine, but added to this know-
ledge and understanding, educators must have the practical
ability to complete a total Hebrew educational program. The
background, the process, and the means to developing a program
are within the structure of the miscue inventory. The rest
is up to the teacher.

There is a definite need for future research in the arca
of llebrew as a native language, second language, and a foreign
lanpuage in terms of miscue analysis. These studies need to

be done in terms of sinpular miscue inventory sessions as well
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as longitudinel studies. It is necessary to observe children
learning a written languape with right to left scanning-direc:
tion while their dominant language has a lefr to right scaming
gdirection. There is a need to de<cribe oral reading miscucs
of students reading a variety of llebrew materials and rhe re-
lationship of these miscues to reading comprehension. A study
needs to be done comparing children rcading reaningful versus
non-readaningful ilebrew material. Students who have been in
Israel and/or heard llebrew frequently should be compared to
those children unfamiliar with llebrew. Research nceds to be
conducted which would analyze English languape interferenco.
Finally, a variety of stratepy lessons that reflect students’
Hebrew reading habits need to be desipgned for use in the llebrew
day school.

A preat deal of the information presented in this paper
is not new, and many educators have been using research and
practical guidelines to teach fereign languape, specifically
llebrew reading. Unfortunately, though, many !lebrew educaters
have made learning to read llebrew a difficult chore. It is
the responsibility of lebrew educators to understand the nature
of the reading process and the problems involved in forcipn
language reading so that they are tlexible and resourceful in
achieving their goal. It is our goal to help students acquire
the reading stracepgies necessary to make !lebrew an informative,

challenging, and enjoyable experience.
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0501 ™"All night I can think about
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0503 She w::f;cecl \along

wish
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Jeanine's Retelling Score for That's Just Fine

Character analysis:

Recall \0 }b’ Development ’18’5-
§ 1little old womau old and poor
5~ wants to become a queen wears shawl
and a fine lady bennet
long skirt
ﬁ’-’a kind! nice)
accepcing

positive character
v i in forest
2, walking in forest

Theme :: Tells of an old woman with a positive attitude who
makes the best of every situation even when she is

dissapointed. .. 0 4R ke WOmdn bELOMES r
”o when wntents ofF pt Uhanges

Plotr (@) An old woman_f£i ot--the contents of which
\ changes as she takes it hom=.
The story deals with her feelings as she watches the
the contents of the pot change.

20 \0

Events«s An old lady finds a black pot while walking thron
:3 the voons . one thinks to herseli that she will use
t for flowers. (She sauws she will ke i+ home)
Shesits down 4o cend beauwn F woas htevy,
OO0KS 1nto not and the copty poc 8l
? She thinks to herseli that she will use th2 gold to
iive like a queen, bwa house, and not WOrK.

As she walks, she looks into the pot and now finds

it filled with silver. She says to herself that

it's o.k. and she will use the silverto be a fine

lady, and buy fine things to wear and not work so '

hard. .
. 7, s aase oSN TR

: 14
After a short time, she finds the pot filled with

| iron. 5She says to herself that now no one will steal
from her and she can get a little money from the
iron to buy shoes.

After walking awhile, she finds only a stone in the
pot.
(She $ous when she s oud of)

As she arrives to her hnt,  a cow jumps out of the
41 pot and the the pot disuapvears. The cow also disao-
p=ars.

She says to herself that it's fine and she was lucky
to have seen a fairy cow and she will never forget
the experience.
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