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ABSTRACT

The purpose of this study was 8o examine the ability of grade

ten studén£s~go interpret literary metaphor, including both the under-
_ . . — o
8 n emonstrated and the difficultiea encountered.

Twenty students from two high schools of the Edmonton Camholic o
School Board were involved. These were divided on the basis of a
reading comprehension test into two groups of high and average compre-
henders with ten students per group. Studénts were interviewed
individually by the researcher.

Two tasks were used. Fifst. students were asked to read and
discuss ten metaphors contained if. short paragraphs as selected by
Smith for his doctggal study in 1973. Secondly, students were asked
to read Emily Dickinson's poem, "I like to see it lap the miles"
which contains a sustained metéphor. Students were given as much
time as they wished to study the poem and were then asked several
questions about 1it. .

Fach interview was tape-recorded and transcribed. Responses
were categorized according to a system derived "a posteriori"” from
the data. A descriptive analysis waé made through an examination of
the responses, a notation of frequency of category usage, a comparison
of the results of the individual metaphor task with the resﬁl;s found
by Smith (1973) and a‘comparison of the responses to the two tasks.

It was und that all students approached metaphor as something

quite different literal ianguage and were usually able to dis-

The degree of insight into the me

|

* iv

tinguish between the literal and'ﬁtguratkye terms of the metaphor.
% phor varied greatly according to
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-
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the ability of the student and to a lesser extent according to the

complexity of the metaphor. All students were sometimes able to state

~
: '

the more obvious interpretations of the metaphor, but some could not

do so consistently. Insightful and sophisticated interpretations
, [ 4

were.less common. Poor comprehension leading to an incorrect
Ay

. 1nterpretat16='of both literal and ‘figurative text was the major
di}ficulty engountered. Both the best ipd the poorest responses were
given for the paem, sugpes;ing that it, mowe than individual metaphors,
was able to reveal students' strengths and weaknesses. Complete
context appeared to'be o; vital importance. Sentence or paragraph
context appeared 1nsufficien2; since anyv psrt or all ot the

preceeding text of the work could influence interpretation of the

metaphor.
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CHAPTER 1

OVERV I EW e

(me thing that literature would be greatlv the better for

Would be a more restricted employment by authors of simile
and metaphor,

Authors of all races, be they Greeks, Romans, Teutons or Celts,

Can't seem just to say that anything is the thing 1t {s but
have to go out of their way to say that {t is like something
clse. M

That's the kind of thing that's being done all the time by
poets, from Homer to Tennyson:

They're alwavs comparing ladies to lilies and veal to venison,

And they always say things like that the snow is a white blanket
after a winter storm.

Oh 1t 18, 18 {t, all right then, you sleep under a six-inch
blanket of snow and 1'11 sleep under a half-inch ‘.anket of
unpoetical blanket material and we'll see which one keeps warm,

And after that maybe you'll begin td comprehend dimly

What I mean by too much metaphor and simile.

Ogden Nash, "Very Like a Whale,"
in I Wouldn't Have Missed It
(Boston: Little, Brown, 1975),
45-46,

Although authors have apparently long recognized the value of
metaphor and have used it extensivelv in their writing, scholars have
had considerablv more difficultv in analysing metaphor and in assessing
{ts value in the thinking and communication processes. Literarv critics
and philosophers beginning with Aristotle have discussed the subject
from various points of view with varying degrees of insight. As a
result, there is available at present a useful, although incomplete,
body of theory about metaphor. Some aspects of the theorv can be
helpful to educators who are concerned more specifically with how
children and youth understand metaphor and how that understanding can

v



be improved. tducators, however, have bren late in giving attentlon
to the needs and abilities of ntudents to comprehend metaphor. The
empirical studies dealing with children's comprehension ot metaphor

are limited in number, and those dealiny with the comprehension of
high school students are verv rare. Hence, this study has attempted
to take one more step in exploring the area of high school students’

-

understanding of metaphor. -
PURPOSEH «F THE STUDY

The purpose of the study was to investigate the abilltv of
grade ten students to comprehend literarv metaphar, particularly by
observing the degree of insight shown by the students and the nature
of the difficulties they encountered. In order to do this, intérpre-

<«
tations of two kinds of metaphor were sought from two groups ot
students. High and average comprehenders were asked to read and

interpret individual metaphors contained in literarv excerpts and a

sustained metaphor contained in a complete poem.
BACKGROUND

Because s8¢0 much thinking, speaking and writing are done meta-
phoricallv, metaphor i{s an area which seems important to pursue. The
evidence is that sciehtitic hypotheses are frequentlv formed through
metaphoric thought. As scientists consider a problem in light of
knowledge already gained, the metaphors provided bv familiar concepts
may result in further insight into the nature of the problem. Metaphor

is also a highly useful and commonly empluved method of communication.



Since metaphor involves analogous thinking, a Speaker or writer uses
metaphors from the familiar world of the listeners‘or readers to enable
1‘2; to grasp new and unfamiliar concepts. With metaphor having this
kind of significance in thought and communication, {t ig important
that educators attend to the understanding their Students have and do
everything possible to increase students' understanding.

For this study, the topic outlined in the previous paragraph
was narrowed to a consideration of literary metaphor. The theoretical
framework for viewing metaphor is presented in Chapter II, with the
emphasis on the interaction which occurs between the iiteral and
figurative terms in the metaphor. It is reparded as inadequate to
consider only the Separate meanings of the two terms; rather the
juxtaposition of the terms in the metaphoric presentation slightly

~
alters the meaning of both. Thisg interq;{i;z. and the ability of
metaphor to use the reader’'s existing knowledge to provide new insights,
are regarded as the real strengths of metaphor. A well-written meta-
xphor causes in the reader a sense of cognitive surprise combined with
.pleasure, a reaction somethiny like, "I hadn't thought of that, but
yes, 1t seems right." 1t is apparent then that to interpret metaphor
the reader must be able both to draw on existing knowledge of e
world and to make the required cognitive and linguistic juxtapositions.
These two factors can pPresent problems for children whose background
experience is, of necessity, limited and whose cognitive development
may be inadequate for abstract complexities.,

This study is limited to .n examination of the under-

standing of literary me taphor shown bv prade ten stodents.,  For



literate teen-agers complete separation of‘oral and written language
may not be possible and minimal attention is.given to oral metaphor,
but the focus is on its use in literature. By the teen-age vears,

students have achieved or are approaching the cognitive competencies

~ .
of adults, but their experience of the wor

is more limited than that
of adults. Hence it is interesting to def¢rmine what insights such
students have, especially in view of r studies which examined the
understanding of vounger childre iewed in the second

section of Chapter II. /

,
Grade ten students a}e mature. eno thev can reasonably
be asked to interpret all levels of metaphors, including those of con-
siderable complexity. Also high quality literature was deliberately
presented, so that students would not be constrained by poor material
with little content, but would be challenged to make the most profound
interpretations of which they were capable. The context of a metaphor
also influences the reader's view of it. Therefore, although all
metaphors were presented in context, some contexts were literarvy

o
excerpts and two were complete poems of differing lengths, so that
at least some of the effects of context could be assessed. In
addition, students were required to construct their own statements of
interpretation without being able to select from prepared answers.
Previous studies had shown the limitations of a multiple choice task
in which the student is both provided with interpretations which
might not othersze have come to mind and also is limited to those few

ideas when others of greater breadth mav have occurred but cannot then

be expressed within the format. Also in the normal reading process,

LN



readers are required to interpret the text for themselves; multiple
choice selections are not provided at the end of paragraphs or
chaptérs. Free interpretation is thus a much more realistic kind of
reading task, while at the same time interpretation of literature is
for high school students a normal school task to which students are
accustomed.

Students with high and average compfehension skills were chosen
with the expectation that their reading ability would thus be good
enough that reading problems would not interfere with interpretations
of metaphor, as might have occurred with poor readers. But it seemed
reasonable that ability to comprehend metaphor would be one of the
factors which influence the student’'s total reading comprehension,
and the selection of the two groups allowed for that comparison.

Thus, given the importance of metaphor in communication and
the limited knowledge of how it is comprehended, especially at the
high school level, further research in this area appeared verv much in

order and the present study was undertaken.
DEFINITION OF TERMS

In this study the following terms are used as defined.

Metaphor: "A figure of speech in which a word denoting one object or
idea is used to add meaning to another object or idea through the
Similaritiqf between the two, as in 'Man is a wolf.' According to
Black (1962), metaphor is the result of selecting appropriate
associated commonplaces from a network of commonplaces attached to
one subject (the subsidiary subject) and applying them to another

subject (the main subject)" (Smith, 1973, p. 4).
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Tenor: "The literal part of a metaphor to which *he figurative part
of a metaphor attaches meaning'" (Smith, 1973,.p. 4). 1In the
metaphor "Her eyes were candles,' "eyes' is the tenor. The tenor

may also be termed the "main subject” of the metaphor.

Vehicle: "The figurative part of a metaphor from which certain
associated commonplaces are selected and attached to the main
subject” (Smith, 1973, p. 4). In "Her eyes were candles,"
“candles" is the vehicle. The vehicle may also be termed the

'subsidiary subject” of the metaphor.

" Associated commonplaces: Those characteristics which are shared by

the tenor and vehicle and which interact between them to creage

the metaphor. In "Her eyes were candles,'" "glowed" is an

associated commonplace.

Sustained metaphor: A metaphor which emplovs more than one set of

associated commonplaces. It is extendezfgsyond the immediate
context in which it is first presented dnd mavy be continued through

an entire poem or prose passage.

High comprehenders: Students who on the Sequential Tests of Educational

Progress, Form 3B, Reading Section, ranked in the highest quartile.

Average Comprehenders: The ten students whose scores on the Sequential

Tests of Educational Progress, Form 3B, Reading Section, were

closest to the 50th percentile.



RESEARCHN QUESTIONS e

I}
' There were several questions of interest.in this study.
1. What qasic understandings of metaphor do grade ten
students appear to have?
2. Whatdifficulties do grade ten students encounter in
interpreting literary metaphor? )
-3. What are the differences between good and average readers
in their abilitv to ingerpref metaphor?

.

4. How successful are students in going beyond the valid,
/
but obvious, interpretations of the metaphor and providing insights
into the more subtle connotations?

5. How well can students interpret a sustained metaphor as

contained in a short, but complete, poem?
PLAN OF THE STUDY

Ten high afld ten average comprehenders, an equal number of boys
and girls, were selected from two high schools administered by the
Edmonton Separate School Board, Edmonton, Alberta. The data were
collected in the latter part of April, 1978.

Students were asked to read and interpret the ten metaphors
used by Smith in his doctoral study (1973). Thev were also asked to
read and answer questions on the sustained metaphor found in Emily
Dickinson's poem, "I like to see it lap the miles.” Each student was
interviewed individually, and an attempt was made to ensure that each
stﬁdent had sufficient quiet time in which to think so that the

responses given represented the student's best thinking. All interviews



were tape-~recorded and later transcribed.

Since it was the intent of the study to 160k for patterns
emerging from the data showing the nature of the interpretations and
the difficulties, the categorization system was determined "a

posteriori."
LIMITATIONS

The following limitations must be taken into account.

1. No atgempt wﬁs'made to determine the type or amount
of instruction students may have received in interpreting metaphor,
but within the specifications for the two groups, there was a random
selection of students from two schools, to ensure a variefy of
instructional backgrounds.

2. The data gathered were dependent on students' abilities
to ve;balize their understanding. It is reasonable to think that some
students were more articulate than others.

3. The small sample size has limited the generalizations
which could be made.

4. The presence of a tape-recorder may have affected

students' responses.
SIGNIFICANCE

Although literary critics ha" long been interested in metaphor
and have written about its role in literature, its nature and function
are still not well understood. A limited amount of research has been

done on how elementary school children understand metaphor and on how
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metaphoric comprehension relates to cognttive development. Very
minimal amounts of research have been reported on the ability of high
school students to comprehend metaphor, especially written metaphor.
Also it is not definitely known whether the ability to comprehend and
interpret métaphor continues to increase after students have reached
the formal oferations stage of cognitive development. Yet students
‘

in elementary and high school are expected to comprehend metaphors
of varying degrees of complexity, while their teachers remain uncertain
of what they do understand and how teaching can best assist them.

Thus, more precise knowledge about the competency of grade ten
students to comprehend metaphor will have implications for teaching.

Additional knowledge about the insights of which students are capable,

as well as the kinds of difficulty they encounter, is highly relevant

information for teachers. ‘



: CHAPTER I1
REVIEW OF RELATED LITERATURE

The literaturg dealing with metaphor and its {nterpretation
shows widely differing views of what metaphor is and how it is best
defined or described. Definitions range from the all-inclusive concaegt
that all language is metaphor to the narrow view that metaphor is a
comparison of two dissimilar objects or ideas. Considerable discussion
also occurs on such issues as whether metaphor can be translated
successfully into literal language, whether simile is or is not a
form of metaphor, whether metaphor is an embellishment to language or
a fundamental aspect of it, whether comprehensidn or production of
metaphor is easier, and whether metaphor is more precise or more
vague than literal language. A separate question, and one that is
less fully discussed in the literature, is how children in various
stages of cognitive development comprehend metaphor.

This study limits {itself to concern with the comprehension
of literary metaphor. Thus little direct attention is given to such
aspects of metaphor as the important role it plavs in providing

L} .
scientific insights, or to its common usage in oral language, or to
"metaphoric preduction. All of these are recognized as interesting
and valid areas of metaphor, but are discussed here only as they
relate to, or overlap with, literarv metaphor.

This chapter considers firstly then the theoretical framework

within which metaphor may be analysed, and secondly the empirical

10



studies which have been done on children's understanding of metaphor,
attending particularly to the relationship ot metaphoric comprehension

to cognitive development.

'HE THEORETICAL FRAMEWORK

v

Various terms have been used to designate the parts of the
metaphor. Richards' (1929) terms of "tenor" and "vehicle' will be
used here, with "tenor"” indicating the literal term which is the
topic under consideration, and '"vehicle'" indicating the figurative
term used. Black (1962) views these two parts of the metaphor as
each having a network of meanings. When a writer juxtaposes the
ttt, the reader must draw the appropriate aspects from each network
in order to see the similarity in dissimilars and thus comprehend
the metaphor. These appropriare shared characteristics Black terms
"associated commonplaces.” Upon them the metaphor depends for its
success, and thev must be drawn from the reader’'s knowledge of tenor
and vehicle. Thus metaphor requires that writer and reader share
cultdyral views. Metaphors, as Black points out, can be translated
from one languagewgo another since thev depend on semantics, not
syntax, but they are culture-specitic. If a reader encounters the

sentence, "™an is a wolf,”" writer and reader must share views of
vulpine nature or else the reader will assume a verv different meaning
from that intended by the writer. These notions about wolves need not
be true, but they must be shared.

Asch (1955) assembled a list of adjectives which in English

have a literal meaning in the physical world and a figurative medaning



when applied to people: for example, straight, crooked, hot, colid.

He then asked native speakers of several other languages of widely
differing origins and locatlons (Greek, Thai, Hausa, Chinese, Hebrew)
to give him Ehe meanings of the same words in their languase when
applied to the physical world and to people. He found that in most
cases there was also a metaphoric meaning for personal characteristics,
usually similar to the English usage. To the extent that these

similarities occur, the metaphor works across cultures. Otherwise

the translator must adapt the metaphor to suit the new culture.

Analysis of Metaphor

The view expressed by Shibles (1971) that language is svmbolic,
theretore all language is metaphoric, mav or mav not be correct, but
is too broad to be useful here. If all language is regarded as meta-
phoric, then another term is needed for that tvpe of language which
we now call metaphor. Therefore, a more iimitvd definition is used.

Black (1962) identifics three views of metaphor:  substitution,
comparison, and interaction. 0Oth writers use different terms but
frequently express designations similar to one of these three. Hence,
it seems Black's three rategorfes are a verv useful framework to keep
in mind as a way of imposing some organization on the subject.

The substitution view holds that a metaphor is merely a sub-
stitution of a figurative term for a pertectly adequate literal one.
The author uses a figurative term in place of the literal one intended;
the reader must then reverse the process and replace the literal term
in order to gain understanding. Thus, in this view a metaphor is a

mere decoration. [t acts to obscure, rather than illuminate, the



meaning. In Renaissance times metaphor was frequently revarded as
A "disreputable flction,” a "lterary embellishment to trap the
unwary' (Anderson, 1964).

Black suggests two reasons tor a substitution usave. Une
fs that the author or speaker cannot think of the most appropriate
literal term and so substitutes a figurative one. The metaphor is a
second best solution to the problem of a limited vocabulary. This
probably occurs most frequently in voung children who do not vet
know the term they need and hence substitute a word from experiences
thev have had. Some writers credit small children with the ability
to create ¢lever metaphors, but a more likely explanation appears to
be simplv that both their vocabularies aqd their experiences with
the world are of necessity limited and they are sub;tituting the
resources they have for knowledge not vet gained. Or thev mav be,
as Watts (1944) suggests, simply misapplying a literal term. The

second reason frequently given for a substitution usage is that it

is good literary stvle because it gives the reader a pleasant surprise.

8lack is scornful of this notion, saving that when scholars are in
doubt about a peculiaritv encountered in language, thev evade the
problem by claiming it gives the reader pledasure.

The second view of metaphor identitied bv Black is the
comparison view. This is widely held and is implicit in many defini-
tions of metaphor. And indeed it is doubt ful 'whether anv metaphor
ever works without a measure of comparison. When two dissimilars are
presented to the reader in such a wav that similarities are to be

identified, comparison is invited. The problem with this view is



not o much that {t {s in error, as that {t (s incomplete. Cood
metaphors fnvolve another element beyond comparisqn. Not all metaphors
can be comprehended through analogy: some are more complex.

Wheelwright (1962) used the term "epiphor" to denote the
extension of meaning through comparison. Although this is a
comparison definitifon, it is somewhat more inclusive than Black's,
since it adds the quality of extension of meaning, thus indjcating
that the tenor and the vehicle do affect each other by addiﬁg a new
dimension to oach‘other's meanings.

Black's third view involves interaction between the tenor
and the vehicle so that a slightlv new meaning results. The reader
makes a connection between the two and perceives both a little
ditferently. Interaction is "the whole eureka process which in
bringing together the hitherto unconnected gives a new insight which
belongs to neither” (Haynes, 1975, p. 273). Bruner (1964) explains
the cognitive process involved as _a_geatal presentation of two or
more things causing a sense of relation which the reader uses to
educe another thing. Even in a verv simple metaphor such as, "Tom
is a snake in the grass,” not only is Tom somewhat denigrated but the
snake Is slightly humanized. .The metaphor also helps the reader to
®organize a view of Tom. Those characteristics which are appropriately
shared by a person and a snake are highlighted, while others are
pushed into the background. Thus, Black indicates that the me taphor
acts as a ftilter.,

Wheelwright (1962) used the term "diaphor'" for "creation of

new meaning by juxtaposition and svnthesisg" (p. 72), a view that seems



similar to interacrion,although according to Wheelright's examples,
is Interpreted in more limited and strict terms.

This i{nteraction concept appears to have originated with
I. A. Richards who, although he difd not use the term, did make clear
that the vehicle is not an embellishment of the ten;r but that the
two together take on dev meaning and create new reality. Richards
mav be indebted to the Romantic poets, espz2clallv Coleridge, who
held that metaphor is integral to language ‘(Hawkes, 1971). They
broke firmly away from the Renaissance "embellishment' and "trap"
idea mentioned previously and regarded metaphor as intrinsic to
language and literature. .

Henle's (1965) breadth and depth metaphors appear to be very
similar®to substitution and interaction respective1§; Breadth meta-
phors occur when an object 1s named through use of a metaphor, such
as the "hood" of a car. These metap“grs rapidly lose their freshness
and quicklv become literal. Depth metaphors on the other hand are
more poetic and tend to be interactive. Henle notes that connotations
are a part of the interaction. For instance, if old age is juxtaposed
metaphorically with sunset, the metaphor "sunset of life" has
positive connotations while "old age of the day" seems negative.

If the metaphor is successful it will be unexpected and
therefore will cause a sense of cognitive surprise. However, it is
crucial that the reader feel, not the surprise resulting from confusion
or puzzlement, but the surprise of recognition that although the idea
is unfamiliar it is appropriate and 'right.” Wheelwright (1962) in

describing epiphor, expressed this condition effectivelv: "a tensive

)



vibrancy can be achieved only when an adroflt chotce of disnimilarn
is made, s0 that the compari{son comes as 1 shock which {8 vet & swhochk
of recognition(p. 74),

The result ot the tnteraction ot vehicle and tenor and the
surprige ot recopalfion should be (nsight into relationships ot which
the reader was previovusly unaware. Metaphors are usually packeh more
tightly and embedded more deeply 1u poetry-than prose. T. §. Ellot
(as quoted by Wheelwright, 1960) savs that a poet Vees relationships
and wholeness that others do not. This insight, provoked bv the poet,
is one contribution that poetry makes to enriching lite.

Aristotle at one point warned against excessive use of meta-
phor since it mgkes ordinary language poetic and in his view, less
clear, but he algo saw cducative value in metaphor: . . . strange
words simplv puzzle us: ordinarv words convev onlv what we know
alreadv; i1t is from metaphor that we can best get hold ot something
fresh'" (cited by Hawkes, 1972, p. 10). This statement tits well with
the interactive view.

Indeed one significant use of metaphor is that it makes the
unfamiliar more meaningtnl. .By Juxtapesing a tamiliar object,
experience or idea, an author may assist the reader in comprehending
a new abstract idea. Metaptu;'can be used to ""describe the otherwise
indescribable in terms of something familiar which it mav be taken
to resemble’ (Watts, 1944, p. 19n). Watts suggests that this is
particularly so for such ditfi-ult concepts as God, life or death.
Gambell (1976) makes the same laim and further suggests that there

is a largely unexplored, but intertwined relationship between logical
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thought and metaphorical thought. CGambell particularlvy recommends

the usefulness of metaphor to aid children struggling with abstra tions.

However, the age of the children and the difficultv of the metaphor
must be taken into account here, since a complex metaphor mav merelv
add to the confusion for voung children who are as vet unable to
interpret it. C. S. Lewis (5@ interpreted bv Emig, 1972) makes a
useful distinction between the master's metaphor used bv a teacher
to explain something, and the pupil's metaphor used bv a student who
. )
is trying to understand.” The major difference should be that the
teacher is already familiar with the topic so that the teacher's
thqking should extend well bevond the metaphor, whereas the student's
thinking will extend only to the power of the metaphor. Gambell (1976)
in his research used various stimuli to encourage children to use
figurative language and ‘ound, rot surprisinglv, that the more abstract
or unfamiliar the srimﬁlus, the more figures of speech the children
produced. It appears that in their strupgle to articulate something
unfamiliar they reached for known entities on which to build their
descriptions. 'Metaphors have always helped man pertform one of his
most difficult tasks: that ! making the abstract comprehensibhle in
terms of ordinary experience and of explaining the :Luminglw mysterious
in evervdav language” tATtick, cited by Smith, 19,3, DL %) . As Shibles
(1971) indicates, the stvle ot Writing, Of presentiag ideas, daliects
the ideas themselves.

Thus it can be seen that metaphor by fuxtaposing g less and

a more familiar concept creates a new insight and allows tor the

altering of, or the addition Lo, eXIsting  0pnltive Stri fures., [
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$hat s.nse Haynes (1975) is correct in writing that metaphor is a
model for the learning process. It imposes order, allows insights,
and modifies thought. The reader is encouraged, in Bruner's (1964)
memorable phrase, to gu "bevond the information given." Samples
(1978), after outlining three metaphoric modes which seem to be
similar to Black's three views, adds a fourth called the inventive
mode which occurs with a new level of awareness or knowing. This
is the creative leap which, according to Havnes, metaphor facilitates.
Both Samples (1975) and Bruner (1963) write of the role of the
intuitive, creative part of the mind as a balance to the logical,
rational part. The two work together and both are necessary for new
insights to be generated in scientific and humanistic tﬁought. The
creative tlash, in Bruner's terms, is metaphoric.

Perrine (1971) suggests a quite different wav of categorizing
metaphor. His svstem would seem to be particularlv useful for
students to keep in mind as thev are confronted with literary metaphor.

Four tforms of metaphor are outlined. An author mav: (1) name bhoth

the tenor and the vehicle—"All the world's a stage" (Shakespeare),
(29 name onlv the tenor—"The tawnv-hided desort crouches watching
her” (Francis Thompson), (3) name onlv the vehicle—"Night's candles
are burnt out” (Shakespeare), or (4) name neither the tenor nor the
vehicle—"1 like to see it lap the miles" (an Emilv Dickinson poem
which describes a train as though it were a horse, but does not name
either).  This structure assists in making readers aware of the kevy

words thev must supplv themselves trom the information wiven., Perrine

points out that the third and tourth tvpes are somewhat more problematic



than the first two. When only the vehicle is stated, readers some-
times mistake it for a literal term, so that in the third example
above it is possible to think that the candles. burned down without
comprehending the reference to stars. This is an instance, however,
in which context is very important since it makes the metaphoric
reference quite clear. The fourth type requires a rather careful
reading since readers must pick up the clues provided for two differ-

ent concepts.

Simile as a Form of Metaphor

In some writings on metaphor, a distinction is made betdeen
simile and metaphor, but more frequently simile is regarded as one
form of metaphor. That seems a valid view since both employ tenors,
vehicles and associated commonplaces, and both cause cognitive
surprise bv identifyving similarities between diverse items. A well-
written simile can be highly effective.

However, before similes are allowed to come under the
umbrella of metaphor, a few differences between the two forms need

TG .
to be identified. Similes are much ﬁb?h\realistic. Thev state that
one thing is like another, not that it is another, as metaphor does.
Thus, although the reader must be able to perceive a similarity,
considerably less interpretation is required to make sense out of the

tigure of speech. Lockhart (1972) examined the similes contained in

a number of books recommended for elementarv school children and found

that the great majority of the similes explicitlyv stated the associated

commonplaces. This is frequently not true of metaphors which require

the reader to determine the COTmOﬂplaCQS. Also many similes use only
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one associated commonplace, whereas metaphors tvpicallv suggest several.

Hawges (1972) makes the distinction that simile presents a
"fait accompli," whereas metaphor is more tentative. In Hawkes' terms,
the metaphor leads the reader forward toward the target. Similes,
with their use of "like" and "as," have a much more rigid structure
than metaphors which can and do take a wide varietv of forms. Metaphor
is the more economical and therefore requires the reader to do more
unpacking. or Eaz>inmothe?‘;erms, the amount of reader involvement

-
‘required is greater than that required for a simile.

However, similes can become more complex through such struc-
tures as the use of two vehicles for one subject. Lockhart's finding%
indicate that in good children's literature approximately one-quarter
of the similes have some type of complexitv. In both similes and
metaphors interest depends on the disparitv of the tenor and the
vehicle, but since metaphors do not have a prescribed structure as
similes do, thev further require that the writer organize them
syntactically so that thev cause in the reader a sense of both
recognition and surprise.

With these differences noted, simile will henceforth be
regarded in this review as a form'of metaphor with its own particular
effectiveness. Lockhart (1972) outlines five functions she found for
simile: "Proceeding from the most functionallv significant these
were: supgorts main topic, reinforces main theme, develops plot by
anticipating or connecting action, explains or discovers new thought,

and elaborates style' (p. 188). She notes that at least three-

quarters of the similes were used to communicate a significant idea.
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These functions apply equally aptly to other forms of metaphor and

indicate the vital role it plavs in written language.

Can Metaphors be Stated Literally?

In striving to understand what metaphor is and how it works,
one must face the question of whether metaphors can be stated
literally. It is quite apparent that if thev cannot be so translated,

they are an integral aspect of language, vital and essential, whereas

if they can be replaced by literal terms they may be mere embellish-
ment, quite unnecessary for coherent communication.

One view claims that "the passenger in the vehicle could, if
he chose, get out and walk' (Barfield, 1960, p.- 49). It is to be
hoped, however, that the holders of such a position could express
it adequately in other terms' This position was frequently held in
Middle Ages and Renaissance writing, but is less common in modern
times. Miller (1976), however, in challenging Ortonvy's position- that
metaphor is useful in education, accepts metaphor as a literarv
device and as an aid to memory since it is brief and can lessen the
details which must be stored, but he objects to the "extravagant
claims" that it assists in discovering ideas or expressing the
inexpressible. Miller claims, in fact, that in educational writing
metaphor is frequently used to further obscure whatever cannot be
dealt with literally. Ortony (1976) retorts thét if metaphor is uséd
to obfuscate that is a criticism of the writers and their communication
skills, not of metaphorlitself. Miller, in a rgther astonishing
statement, savs that educational writing does not need to be vivid.

That seems to be an indirect admission of the power of metaphor to



enliven text, but it 1is incomprehensible that anyone should bé content
to accept dullness in educational writing.

Amongst modern scholars who have seriously examined metaphor
there is general agreeﬁent that literal translations are not possible
(Richards, 1938; Black, 1962; Henle, 1965; Perrine, 1971; Grinder,
1973; Ortony, 1975). Richards holds that of the’various aspeéts of an
effective metaphor, such as sense, implications, emotions, speaker's
attitude, one of these may be adequately paraphrased, but the combina-
tion cannot be——and that sum total is what makes the metaphor.
Similarly, Perrine's view is that literal language cannot capture both
the idea and the emotion of the metaphor. Black'writes that substitu-
tion and comparison metaphors can be paraphrased with a loss of style
and charm, but no loss of cognitive content. Interaction metaphors,
however, inevitably suffer loss of content when stated literally.
Black considers that the translations will say too much or too little
and say it with the wrong emphasis. Henle adds that the function of
metaphor is to say what cannot be said literally.

Ortony's view is very close to Black's—that the metaphor
organizes the material and directs the readers to fill in those
details which it, in {ts compactness, has implied but not stated.
Ortony further, in stating that some metaphors cannot be rendered
literal, adds that metaphors are not used to convey one characteristic
only. For that, literal statements may be more effective. Ortony's

:
implication appears to be that the real use of metaphor is to convey
several associated commonplaces, chunks of the network of meanings

possessed by each term in the metaphor. As previously noted, Ortony
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thinks that metaphor is particularly useful in teaching and eddcational
writing since he regards it as an "e®sential ingredient of communica-
tion." Brooks (cited by Henle, 1965, p. 193) states the problem well:

Let the reader trv to formulate a proposition that will say what

the poem 'says.' As his proposition approaches adequacy, he

will find, not only that it has Increased greatly in length,

but that it has begun to fill itself up with reservations and

qualifications—and most significant of all—the formulator

will find that he has himself begun to fall back on metaphors

of his own in his attempt to indicate what the poem 'says.'

In sum his proposition, as it approaches adequacy, ceases to

be a proposition.

‘Grinder refers particularly to poetic language which is highly
compressed and says that it cannot be paraphrased without destroving
the original meaning. Because a great deal can be expressed very
briefly through metaphors, they tend to be used extensively in poetry
(Smith says that most poems are extended metaphors) and to be embedded
one within another, thus making the job of unpacking them much more
complex. To take two or three levels of embeddings and explain them
all literally makes the paraphrase very long and cumbersome and
inevitably misses the interactions of tenors and vehicles which give
metaphors their impact.

This is not to say, however, that no explanation of a particu-
lar metaphor should ever be attempted. Black speaks of the value of
elaborating and probing a metaphor to gain more insight. Certainly
teachers need to help their students comprehend figurative language
and this will involve questions and explanations about metaphors,
particularly those which are complex and difficult to understand. It

requires considerable skill for a teacher to help students gain

insight into a metaphor without treating it so heavy-handedly that it



loses for the students the very quicksilver quality which made it so
appealing in the first place. However, the explanatorv process of

necessity robs the metaphor of surprise.

Mixed Metaphors

When metaphors are embedded, thev become mixed—although much
simpler metaphors can also be mixed. In spite of the long-standing
dictum against mixed metaphors, the real question appears to be, not
whether there is a mix, but how appropriate the mixture is. As
Perrine (1971) points out, good poets regularly use mixed metaphors,
but they have the skill and literary style necessary to produce a
harmonious effect. Some metaphors, mixed or not, simplv do not work.
Attention needs to be shifted from the idea of mixed metaphors to a
consideration of the appropriateness of tenor and vehicle and to the
interaction possible. Ortony (1977) quotes from a political speech
made by Ronald Regan, "The ship of state is sailing the wrong wayv
down a one-way street" (pT-A)./ The result is amusing certainly, but
if the metaphor has an impact it is surely because of the incongruity
of the mental image created as the reader envisions a ship sailing
down a street. The writer's skill and the reader's judgment must
determine which metaphors are successful. Consider Browning's

.

The startled little waves that leap
In tiery ringlets from their sleep.

In spite of the mixing of fire and water, the metaphor is successful
first in personifying the waves and then within that image describing
their appearance as they catch the light.

The foregoing statement was made in visual terms, but Hawkes



(1972) very sensibly objects to calling tigurative languape "imagerv.”
He notes that while figurative language mav appeal to the eve, it is
essentially linguistic and goes tar bevond mere eve appeal. That is
a significant aspect, which should be obvious but seems trequently to

be overlooked in discussions of figurative languare.

Context

A metaphor cannot be divorced from its context. Black (1962)
uses the term "frame' to refer to the context in which the metaphor
is set. Just as a frame is an-essential part of a window, so the
context is of the metaphor. Which commonplaces are associated and

appropriate depends in part on the context. Indeed whether a phrase,

or even a whole sentence, is literal or metaphorical is determined by

the context. Ortony (1977) gives an example of a sentence such as,
"The troops marched on."” Taken by itself it is a simple literal
statement. Then he uses it as the concluding sentence in a paragraph

which describes an unrulyvy class busily damaging the room. Although
the teacher raised her voice and threatened punishment, "the troops
marched on." Here the context makes the statement metaphor and gives
it quite another meaning. Reinsch (1972) in reporting on his experi-
ment noted that he learned that metaphors are verv context dependent.
Much of the nature of the metaphor is determined by its context.
Hawkes (1972), writing from the viewpoint of literary criticism, makes
exactly the same observation, with the addition that too often the
linguistic approach does not include enough context. Smith (1977)

in his research with students in grades six and eight noted that those

who attended to context were much more successful in correctly

[
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interpreting the metaphors he presented. It Appedars that researchers
should be caretul to inelude sufticient context in any metaphoric task
thev present to subjects, and students mugt learn to ase contest

to improve their reading comprehension, especially when tigurative

language is involved.

Generality _and Precision in Meta 1phor

There are 4 varietv of additional viewpoints from which meta-
phor may be assessed. A feow of them are discussed brieflv since thev
appear to shed light on the nature and comprehension of metaphor.

I[n the twenticth century metaphors have become rather personal.
Thev are used bv an individual to convev personal perceptions, under-

’

standings and emotions. This is perhaps shown most clearly by
contrast with the Middle Ages when metaphors were used to relate
collective, rather than personal, expericence.  Since the metaphors
were relating community experience thev aimed to be publiclv acceptable
rather than personallv gccurate, "For a Christian socicetv, in the
Middle Ages, a fundamental Mmetaphor was that the world was a book
written by God. And like anv other book, it could and did "mean' more
than it apparentlv "said"' (Hawkes, 1972, P 17). Similar contrasts
could be drawn from other vrzls‘ but perhaps this one will suttice to
indicate how the world view of a societv makes an impact on the kinds
of truth its writers Attempt to convev.  Because our pPresent socicty
is more heterogeneous, even tractured, in its view of life, it is
difficult to think of a modern writer trving to create metaphors
which would sum up societv's view of such subjects as Cod or lite.

The metaphors then are much more 4 record of personal experience.



“"To tuture senerations, an age mav be known hy the metaphors it chose
to express its ideals" (Embler, 1966, p. vi).
-

How precisely a metaphor convevs its intended concept  is
another area of dis;lgrv&wnt. Richards (1938), i{n his well kunown
class assignments which asked his students to analyse poems, tound
that there was much disagreement over whether metaphor is vague and
imprecise or even more precise than well-chosen literal language.
Amongst writers on metaphor the same difference prevails. Smith
(1973) suggests that metaphors are more vague than literal statements
because so manv associations mav be called to mind that it is diftficult
to know exactly what is meant. Thus he suggests that children, in
particular, need assistance in learning how to select the appropriate
commonplaces that applv to both tenor and vehicle. Gambel l (1976)
on the other hand reasons that metaphors, being an integral part of
language, are necessarv for precision.  Hawkes (1972) argues that it
is ambiguity which makes metaphor possible, since words have more than
one meaning, and that this ambivuity iy desirable since it gives
Languawe o dvnamic qualitv, allowing it to be deepened and enri hed.

To this writer, it scems that these views, rather than being (ontra-
dictorv, are all (‘orrort: One reason why so many complications occur

when a literal translation is attempted is t7ar the terms involved

do have a network of associations, and therefore the metaphor cannot

be replaced by literal words. This implies a4 certain amount of
imprecision. On the other hand, interaction metaphors, by their very
interactions, create new ideas. The new concepts then are verv precise

since thev extend the reader's thinking, or as Richards and Hawkes



8
would have it, thev extend language and create new reality.  Some
metaphors use analogy and some do not, but metaphor, ke analogy,
has [imics beyond which similarities cannot be pushed without becoming
absurd. Aristotle (cited bv Richards, 1938) noted: "It is the mark ’

of an educated man to look in every sentence for the degree of

precision only which is suited to it" (p. 145).

Sustained Metaphor

Richards also noted that his students had problems with
extended or sustained metaphors with manv students uncertain whether
4 sustained metaphor was one or several. A sustained metaphor works
in exactlv the same fashion as a more limited metaphor except that )
the metaphoric jurtaposition is suggested not by one or two words
but bv a larger number of them thfoﬁghout'dll6hzer passage of writing,
such as a complete poem. A poet will frequently carrv one metaphor
throughout the poem and embed shorter ones within it. Thus the inter-
action between vehicle and tenor can be much more extensive with
sustained metaphor since there is Areater opportunity for its develop-
ment. Embler (1966) argues that all novels are extended metaphors
and uses Conrad's }{_eir.t_if._l)irj(_n_tls‘i a5 an example.  Without pursuing
this argument in detail, it mav be noted in passing that it is perhaps

Y

more appropriate to think of the majoritv of novels as svmbolic rather
than metaphoric since good novels in their mirroring ot life verwy
frequently present symbols of human life. While sustained metaphors
can and do occur in prose writing, thev are most common in poetry.
Thus a reader who is competent in reading and understanding poetry

must be able to interpret sustained metaphor.,



Metaphor and Language Theory

Another way of categorizing types of metaphor is bv tamiliarity

to the reader. Several writers have outlined the steps thev consider
that the reader yoes through. Reinsch (1972) uses Osborn's three
stages: (1) error, when the reader attempts to interpret literally,
(2) recoil, when rejection of the literal 1nt€réretation occurs, and
(3) resolution, when the reader ieins insight and is able to make
associations between tenor and vehicle. Hisamoto (1975) combines
Osborn's first two and adds another: (1) the metaphor is taken
literally and seems to be nonsense, (2) the metaphor is dynamic and
powerful, and (3) the metaphor is old and clichéd. Bedev (1970)
likewise has three stages but again adds one to the previous list:
(1) new and interesting metaphor, (2) clichéd, and (3) absorbed.

He objects to the term ''dead,’” but uses "absorbed” for the same
category. Certainly it is true that many of the most effective meta-
phors are so appropriate that thev are repeated endlessly and thus
lose their power to cause cognitive surprise. Some, such as "the

leg of the table" or '"the hands of the clock' become so thoroughly
absorbed as to be considered literal language. Bentlev's view is
that clichés and new metaphors are often found together in literature
and that clichés are useful in sparking the creation of new metaphors.
Ortonv (1977) suggests that it is verv useful to think of metanhor,
not as having discrete types, but as a continuum with novel metaphors
at one end and dead metaphors at the other.

Slang, frequentlv generated by teen-agers, is heavily meta-

phoric. Adults who quickly tire of the wav adolescents endlessly

e AL emtn
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reveat one expressfon, mav <soon he wo bored with the term that thev
tatl to recognize the vitality and aptness 1t originally had.  Slang
spreads rapidly partly because teen-agers seem to need to talk alike
in order 't prove that thev have in-group status, bhut also because
ot {ts expressiveness. For cxample, the 1960's term "square' as

used to designate a stodgy, conventional and dull sort of person
aptlv did so through the vehicle ot a geometric square which is
composed ot straight lines all ot the same length and verv precise
right angles, with no varfation or originality ot design permitted.
Thus if a person's thinking is strictly according to a prescribed and
predictable pattern, how appropriate it is to call {t "square.”

Discussion ot current adolescent slang is a verv etfective starting

point tor assisting high school students in understanding what metaphor

i6 and how basic and essential it is in language.

When a group of adults adopts a set of slang expressions, the
choice of metaphors used reveals a great deal about the attitude and
thinking of the group. The Watergate White House was amous, or more
correctly infamous, for the quality of languige used there, including
the abundance of slang. Nixon and his associates were endlessly
forming a "game plan,” gettirg the right people on the “team,” making

. - 4
sure evervone had the proper spirit of "team lovaltv," assessing
whe;her the plan would ”pﬁav in Peoria,' and in the last stages
fearing the finding of the "smoking wun."”

These metaphors drawn from sports, entertainment and the TV

image of the wild west, suggest that in the Nixon White House the

running of a huge and powerful government was thought of as a game ,

30



11

usually a Very rough game siych as football, and one in which anvthing
was permissible f the plavers could get dwav with it .gand apv

Strategv, no matter how violent, could be used. This cavalier attitude
which was more concerned with looking good in the historv books than
with meeting human need cap be seen simplv from the Mmetaphors chosen
and repeated. Perhaps ic jg appropriate to conclude that thisg
presidency terminated when it was "smoked OUt'e of Office.

Because slang expressiong are used so frequently, thev usually
either die qQuickly or become a4 respectable part of informal language.
Only occasionally wil] 4, pPhrase remain slang over a leng period of
time.  But when slang spreads rapidlv, it does so because of g
metaphoric vitality. (. k. Chesterton summed up the situation aptly
when, as s, of ten happens, .. used a metaptor to ralk about metaphor
and made a comment to the etfect that all slang g Metaphor but jrg
coinage is dehased by the frequency of g usage,

One unusuyal and, in thig writer's view inadequate wav of
b Al B

assessing metaphor_is as a deviation. 4, Tling to Shibleg f197.00
metaphor is 4 deviation trom: ustg ] dictiop, srammiar, ysgal context
of words, norma 1 behaviour, estab i shed Cateyvories, custom or culture,
and usuy] berception.  Some of these gppear to b mor® gccurate than

others. Certainly metaphors sare found g different context than
the same wordsg would be if ged Literallv.  ag Previonsly noted, that
1s what makes them metaphors. Mogt metaphors however | yge Verv o con-
ventional Brammar and cannot b,. sald v deviage ¥rammaticallyv. T},
Mmore serious problem her. is with the ¢, “deviation” ftself. ¢

seems to imply some Sort of abnormalire 'Toaberration.  Thie s quite
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unacceptable to anvone who holds the view, taken in this studv, that
mgtaphor is an integral, vital and necessary aspect of language.
Similarly, Verbrugge and McCarrell (1977) divide the research
on metaphor into two categories: associationism which speaks of a
network of associated meanings, and transformational linguistics
which regards metaphor as a deviant sentence form. The first concept
appears partially valid but very incomplete, the second is unuacceptable
in the same wav that Shibles' gnalvsis is. According to Verbrugge
and McCarrell the reader must intuit the literal meaning in order to
comprehend the metaphor. It seems that any reader who actuallyv did
this would certainly miss the subtleties and perhaps the whole
concept presented by the metaphor.

. Ortonv (1977) points out that most current language theories
and models, both transtormational and semantic, are not verv effective
in dgwi‘ing with metaphor.  The transtormational grammarians had great
difticulty in writing transformations that allowed metaphor as well-
tormed sentences, but excluded semantic nonsense as ill-formed.

The semantic theories tend to regard metaphor as a semantic anomaly

and again have difficaltv distinguishing between metaphor and semantic

unacceptabilitve  Some models simplv suggest rephrasing metaphors as

N
literal statements and then analvsing them. This is 4 quite unaccept-
able wav of dealing with metaphor.  Nor can it be argued, as some

theories do, that if a statement is not semantically anomalous it is
not metaphorical.  Ortonv sugpests that one test the adequacy of
a language theorv is to examine how it handles metaphor.  In his view

there is not now available a ""theoretical account ot the nature of



metaphor which can be fruitfully emploved in psvchological and educa-

tional research” (p. 44).

Thus it appears that much useful thought has been contributed

by philosophv and literary criticism regarding the nature of metaphor.

Nevertheless, it remains a language phenomenon which, although it has

long been a powerful tool in the hands of skilled writers, continues

to defyv a.complete analysis. Perhaps that is part of its fascination.

EMPIRICAL STUDIES OF METAPHORIC COMPREHENSION
IN CHILDREN

Early Studies in Metaphoric nggyehcnsion
[}

The more special problems have to do with Figureg of Speech—
about which current theorv is oddly out of date, and our
practice most decelving. Experiments with figures easily
awaken a raging curiosity which, if it is suitably fed and
not choked with formulas, can cut deep and spread wide.: Well
led, it should be able to fertilize almost any topic, redeeming
it from the status of desert to be crossed to that of region
to be cultivated. (Richards, 1938, p. 19)

Although Richards wrote this statement in 1938 it appears to
be quite applicable at the present time. The theory discussed in

the previous section has evolved in the meantime, but teachers are

still left struggling for effective wavs to teach fipurative language.

A very limited number of experiments have been done on how people,
especially children, comprehend metaphor. This section is concerned
with examining those findings in light of theory about cognitive
development.

Richards (1938) reported that vol!”e students when asked to
analvse poems had difficulty with metaphor. They frequently confused

the tenor and the vehicle of the metaphor. Sometimes thev focused

13
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only on the tenor or the vehicle to the exclusion of the other term,
and as previously noted, uncertainty occurred regarding sustained
metaphor.

Twenty vears later two different and significant studies were
done. Letton working with capable grade nine students had them
individually read a sonnet containing a sustained metaphor and then
discuss it with her. She first asked for the student's reactions to
the poem and then asked literal and interpretive questions. Her
study included all aspects of poetry, not only metaphor, and showed
that IQ was a very significant factor in determining level of compre-
hension. Some students appeared to interpret the metaphor'well. but
others had considerable difficultv with the poem because thev did not.

At the same time (1958) Hollingsed examined the figures of

speech used in grade four to six readers and found that there were many,

with approximately fiftv percent being metaphors. He therefore
examined students from these grades on their comprehension of metaphor.
Although he used multiple choice questions which both and limit
the student's response, his study made verv clear that the children

had considerable difficultyv comprehending r;e figures of speech. fwo

factors which appeared to be influencing comprehension were the age

of the student and the difficulty of the metaphor. As the grade level

increased, so did the number of correct answers. The percentage of
students checking the correct answer for metaphors varied from 0 to 98,
depending on the difficulty of a particular metaphor. That variation

seemed to indicate that children in these middle grades had some

understanding but were easilv baffled bv metaphor. Hollingsed's

34
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examination of the textbooks also showed that virtually no instruction
in metaphor was provided.

In 1961 Groesbeck did a teachapg studv with students in
grades three to Eive. She found that children tend to interpret print
literally, unless helped to do otherwise. The children apparently
benefitted somewhat from the ten lessons given in the study, but the
gains for the younger children were slight. The older students
profitted a little more. This led Groesbeck to conclude that the
axperience of the child was an important factor in comprehension and
that children should be instructed in interpreting the good quality
figures of speech found in their textbooks.

Horne (1966) also conducted a teaching study in which she used
highly rated literature to teach comprehension to grade six students
and at the same time encouraged the writing of figurative language.

On the post-test students wrote more and better figures of speech.

Burt (1972) studied the understanding of similes shown by
grade five students. She found positive correlation between under-
standing of similes and mental and reading abilities. Background
experiences, such as reading a newspaper, which would extend a
child's knowledge of the world were also found to correlate signifi-
cantly with understanding of similes. Burt also concluded that an
important aspect in comprehending figurative la:guage is dcpth of
vocabulary—that is, knowledge of the multiple meanings one word mav
have. Burt avoided the complete dependence on multiple choice tests

which had been a limitation of some previous studies, but used it

along with retrospective interpretation. Students' scores were
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somewhat higher when they merely had to check an answer provided than
when they had to supply their own.

Lockhart (1972) examined the similes found in books recommended
for elementary school children and found a numbeggof factors which
affect the demands made Bn the child reader. Over half the similes
occurred two or more per page and frequently in clusters. This was
particularly true at the beginning of boogs since similes were much
more frequent in the first fifth of the books examined. Uncommon
vochbulary tended to be used in similes. If the tenor was uncommon,
many clues to its meaning were provided by the context, but this was
not true of the thicle with which little or no help was given. As
previously indicated, in most cases the associated commonplace was
directly stated, thus easing the reader's task. Also in three-
quarters of the similes examined, the vehicles were the names of
concrete objects. For children still at the concrete operations
stage of cognitive development this would be helpful, while the
remaining one-quarter would present an introduction to more abstract
tasks. However, some of the books examined contained many more
abstract vehicles than others. If, as Lockhart also found, these
abstract terms tend to be outside children's experience, the compre-
hension task becomes very difficult. 1If all these factors are
combined, it can be seen that the cognitive demands placed upon the
child reader differ greatly with the wide variations and combinations
possible in numbers of similes, amount of clustering, degree of
complexity, difficulty of vocabulary, presence or absence of associated

commonplaces, and the concreteness or abstractions of the terms used.
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Cognitive Development as a Factor
in Metaphoric Comprehension

Smith (1973) applied Plagetian theory to Black's analysis of
metaphor and hypothesized that comprehension of complex metaphors
would not be complete until children had reached phé formal operations
stage.pf cognitive development. According to this theory, children in
the concrete operations stage should be able to comprehend simple
metaphors with obvious associations, or in Black's terms, substitution
and comparison metaphors, but not those involving interaction. Smith
then selected ten metaphors, which were from the works of highly
regarded authors and which were rated as grade five level of reading
difficulty. These, contained in the paragraphs in which they
occurred, were presented to students in grades six to eight who were
asked to discuss the meaning of the metaphors. This procedure had

2
the advantage of not confining the children to fixed multiple choice
responses. Also in his analysis of the responses Smith did not simply
score answers as right or wrong, but attended to the degree of under-
standing shown. Although he found very few totally erroneous responses,
he also found few complete analyse;. His data largely supported his
insightful theory that the complexity of metaphor which children can
comprehend is related to their stage of cognitive development.

Billow (1975) after testing boys ages five to thirteen on
their* ability to explain metaphor and proverbs also concluded that
this ability is closely related to maturing cognitive operations.
Since even the youngest boys were able to give some partially appropri-
ate responses, Billow reasoned that rudimentary forms of metaphoricél

comprehension exist much earlier than was previously supposed.

la e
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However, it should be noted that those responses were very marginal

indeed.

Gardner (1973) gave subjects ages three to nineteen pairs of
polar adjectives (warm-cold, loud-quiet) and asked the subjects to
apply them to other modalities. For example, he asked that the
adjectives be applied to two colours, so that it was a forced choice
situation. Although the scores improved with age even the pre-school
children did very well. However, it is important that this task is
non-linguistic and perhaps has more to do with the subjects' knowledge
of cultural attitudes and perceptions than with the metaphoric
ability which Gardner claimed for it. As Hawkes (1972) has observed,
metaphor is a linguistic process, and it is doubtful whether this
non-verbal task can be considered fully metaphoric. Thus it is
significant that Gardner did include a verbal dimension by asking
subjects to explain their choice and by asking questions which
encouraged metaphoric answers. The results are interesting:

Metaphoric behaviour is much less likely to emerge if vounger
subjects are required to produce a metaphor on their own,

select a metaphoric formulation in preference to a literal

one, give an appropriate reason for their choice, or make a
metaphoric match when presented with a larger group of materials.
(Gardner, 1973, p. 11)

Gardner also acknowledged that the reasoning behind the
choices may be as important as the correct match, since some quite
sophisticated reasonin; led to wrong choices and some correct choices
were explained with irrelevant reasoning. This raises another problem
with the study in that the '"correct answers'' were those determined

beforehand by conventional standards, yet the essence of good metaphor

is that it contains surprise and is, therefore, unconventional.



Gardner did admit that an acceptable metaphor will not necessarily
get high agreement {n advance. To insist on prior common agreement
would seem, however, to eliminate the chance of all interesting
metaphors and permit onlv rather c¢liched ones.

Gambell (1976), arfter presenting stimuli which encouraged
children to produce oral figurative language, agreed with Gardner
that children use metaphors, including genuine original figures, long
before they can explain them. A very useful insight for educators
is the observation that there "mav be a wide divergence between
spontaneous production of figures of speech, the comprehension of
metaphor, and the metalinguistic awareness that makes possible an
explication of the metaphor's rationale” (Winner, Rosentiel & Gardner,
1976).

Winner (1975) conducted a training studv with grade five
students and observed that although the children learned at different
rates, all of them in learning to produce metaphors went through the
same stages: (1) the untrained m;taphorical output, in which before

1
training metaphors were rare, (2) the embellishment of conventional
statements, (3) an inappropriate comparison stage in which any unusual
comparison would do, (4) the use of inappropriate links which occurred
when the child had two subjects in mind but could not link them,
(5) incomplete metaphors, and (6) metaphoric endings.

In a subsequent study (Winner et al., 1976) in which children
ages six to fourteen were given metaphorical sentences and asked to

explain them, tour levels of understanding were observed. At the

lowest level, voung children simply resorted to a magical or fairy

19
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tale explanation. When presented with the sentence, "After many vyears
of working at the jail, the prison guard had become a hard rock that
could not be moved," thev replied that the king had a magic rock and
had used it to turn the guard to stone. At the second level, called
metonvmic, children altered the meaning of the sentence to fit into
literal reality as they knew it. They applied the rock quality to the
prison walls rather than to the man. At the third or primitive-
metaphoric level, there was the beginning of understanding, but no
crossing from the phvsical to the psvchological world, so that there
were replies like, "The guard had hard, tough muscles." The fourth
level then was one of genuine metaphoric understanding. Winner

et al. also noted that children frequently shifted back and forth

from one level to an adjacent one, so that there appears to be a
transition period in which some interpretations are more appropriate
than others. The complexity of a particular metaphor is also a
significant factor as a child mav give a genuine metaphorical inter-
pretation of a simpler metaphor, but go back to the primitive-
metaphoric level with a more difficult metaphor. Older children
were also more likely than vounger ones to see a varietv of relation-
ships instead of only one.

This analysis is helpful, but one problem with it, as with a
number of Stgdies cited earlier, is that the categorv designated
"correct” needs to be further sub-divided. A response mayv be correct
at the most obvious level and yet miss many of the images, emotions,

comparisons, or implications of the metaphor. This is particularlv

the case if the interpretations of older students are studied. They



are unlikely to give replies in the magical categorv, but there may
be great variation in the qualitv of their valid replies and in the
depth of their insight. Goldman (1964) in an extensive studv done on
children’s relivious thinking tound that the replies children gave
were consistent with Piaget's stages of development, but noted further
there was a wide difterence in qualitv of thinking done bv children
who had just entered the formal operations stage and those who had
been in it for several vears and were accustomed to abstract thought.
Ability to think abstractlv appears to continue to increase after the
onset of formal operations, perhaps because of further cognitive
development, or additional experience with the world, or continued
practice in abstract thinking, or some combination ot all three.

Both Letton (1958) and Smith (1973) working with junior high school

students did include subdivisions of correctness.

Proverbs

Proverbs are one kind of metaphorical langu‘uge. Unlike other
metaphors, however, thev do make sense at a completelv literal level.
That is, "A rolling stone gathers no moss' is literally both sensible
and true, although so obvious that it would normallv not be stated.
But if the proverb is to be interpreted figurativelv, then, like
other metaphors, it requires the reader to have sufficient knowledge
of the culture from which the proverb comes to see a4 broader meaning,
The reader must also be able to generalize from the specific situation
to other wider circumstances. These two requirements, knowledge of
the culture and abilitv to peneralize, are necessary for anvthing more

than a literal interpretation.



Piaget (1926), working with nine- to eleven-vear-old children,
asked the children to match the proverbs with sentences containing the
same ideas stated literally and found that the children did not under-
stand the proverbs. Also thev were not aware that thev had failed to
understand, but were quite satisfied with their answers. Watts (1944)
conducted a multiple choice experiment and found that if the children
were uncertd9n thev chose the literal meanings. Orton (1966) also
found that when grade six children were asked to read and explain
proverbs, they tended to give literal interpretations, but their
responses were somewhat more abstract when thev were given multiple
choices and allowed to select an answer. Orton concluded that while
children of this grade level had considerable difficulfy in making
abstract interpretations, thev had enough understanding that they
would profit from instruction on how to read proverbs. Proverbs
appear to be more difficult for children than simple metaphors, since
a correct, if not profound, interpretation of the metaphors will
usually be given before that of proverbs. However, the children
themselves mav not be aware of this difference as thev mav give a
literal interpretation of a proverb and be content with it, whereas
this is not possible with other metaphors. Winner et al. (1976)
reported that even voung children were frequently aware that a
realistic literal interpretation was impossible and on hearing the
metaphor would make exclamations such as, "But that's impossible,”
and then conclude that the story was a fairy tale and resort to
magical interpretation, this being apparently the only reconciliation

they could make between the sentence taken literally and their knowledge
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of reality. Having sufficient knowledge of the world and having ti.
necessary generalizing ability to interpret proverbs figuratively
appear to occur with the advent of the formal operations stage of

cognitive development.

The Importance ot Knowledge of the World

In a further report (1977) Winner and Gardner also indicate
that a crucial factor in comprehending metaphor may be knowledge of
the world. This observation had previously been made by Burt (1972).
Since metaphor requires the reader to have available a network of
meanings and to be able to draw-associated commonplaces to link tenor
and vehicle, this knowledge must come from experience with the world.
Metaphors frequently call upon uncommon or unusual connotations of
the words involved; therefore, the reader who possesses considerable
depth of vocabularv and a broad experiental knowledge of the workd will
be likelv to be able to grasp the similarities implied and the inter-

action which subtly alters meaning. If the concepts used in the

metaphor are outside the reader's experience-—as they will probably
be when knowledge of the world is very limited—the reader faces a
hopeless task.

When children read metaphor then, two verv crucial factors
would seem to be the stage of their cognitive development and the
extent of their background knowledge. As long ago a» 1944 Watts
warned teachers against trying to teach figurative language before
children are mature enough.

However, in spite of these indications that children need a

certain degree of cognitive maturity in order to comprehend metaphor
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fully, it seems important that thev be exposed to metaphor in both
oral ind written language and be encouraged to attempt comprehension,
with the benefit ot whatcever assistance adults can give. Since meta-
phor is such a rich and fmportant aspect of language, [t would be very
unfortunate if children who can compfehend it even partiallv were to

be deprived of f{t.

Link of This Study to the literature

It is known that high school students encounter difticulties

in reading comprehension. Squire (1 ) had students read and dis-
cuss four short storiesiand conc lude
Adolescent readers clearly ne ance in learning to
interpret l{iterature. The fin dicate that misinterpre-
tations which arise during the process of reading affect the
reader's cumulative judgment of a story. Many readers overlook
obvious evideace in the narrative and must learn to consider the
possible implications of action and dialogue. Others are
guided by their emotions in responding and disregard evidence
which seems distasteful. (p. 54)

In summary this chapter has attempted to present a theoretical
framework for the interpretation of metaphor and a review of the
research which examines children's understanding of literarv metaphor
particularlv in light of their cognitive development.

But there appears to bc a paucitv of research on the metaphoric

[ ]
understanding of high school students. By the time thev reach high
school, almost all students will have reached the formal operations
stage of cognitive development, will have amassed considerable
experiental knowledge, and should have substantial reading skills.

How then do they comprehend literary metaphor? What metaphorical

insights are they capable of? Thus far, research has apparently very



few answers.

This studv follows directly on the work of Smith (1973) and
attempts to extend it into the high school. Smith selectedvten
literary metaphors from the work of highly regarded authors and asked
students in grades six and eight to give retrospective interpretations
of them. This studv used the same ten metaphors with students in
grade ten and employed the same method of asking students to freely
discuss and explain the metaphors. Thus it should be possible to
make some comparisons about the degree of understanding shown across
the three grade levels. Another dimension, not used by Smith, was
added to the study bv having students discuss with the resegrcher

short, but complete, poem containing a sustained metaphor. Many

use sustained metaphor and students in high school classes are ovxiecled

to read and comprehend them. Thus, the studv was intended to tar.
further step toward answering the questions asked in the previous

paragraph.



CHAPTER T11
THE EXPERIMENTAL. DESIGN

This chapter describes the student sample, the testing instru-
ment and its administration, the pilot study, and the treatment of

data.
THE STUDENT SAMPLE

The sample was comprised of twenty students from two high
schools in the Edmonton Separate School svstem. The students were
in grade ten and were native speakers of English. At this grade level,
metaphor mav have been taught directly, indirectly as encountered in
literature, or not at all, and mav have been taught in the present
school vear or in a previous one; therefore the sample was drawn from
two schools to ensure that students had a variety of instructional
backgrounds. In actual fact, the variety was much greater than two,
because in each school students were drawn from a range of classes
having different teachers.

Students were selected in order to form Ewo categories of high
and average comprehenders. High comprehenders were chosen with the
intention of selecting students who coﬁld give the best qualitv of
response of which grade ten students are capable. It is known that
there is a high positive correlation between mental ability and
reading ability; also the tasks involved required students to read

and then comment upon what was read. Thus, it seemed likely that the
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high comprehenders would give the most insightful responses. Average

comprehenders were then selected in order to have a comparison group.

I1f reading comprehension skill does make a difference in students’

ability to interpret metaphor, such a differenc
emerge between high and average comprehenders.
that average comprehenders would still read wel

responses would reflect their abilityv to interp

e should begin to
Also it seemed probable
1 enough that their

ret metaphor without

undue interference caused by reading difficulties, as would likely be

the case with poor comprehenders.
1n May of the previous school year (tha
completing grade nine) students had been given

of Educational Progress (STEP), Form 3B, and on

Reading Section of the test the schools had on

t is, when they were
the Seguential_ﬁests
the basis of the

file a percentile

comprehension ranking for each student. For the purpose of this

study, high comprehenders were taken to be those who scored above

the 75th percentile. Ten students, five from each school, were

selected from this group. The average comprehenders were the five

students in each school whose scores were closest to the 50th per-

centile. Fach group contained five bovs and five girls. (See Table 1

THE INSTRUMENT

o

&

Since it was the intention of this studv to examine grade

ten students' ability to read and interpret metaphor, it scemed

important to use metaphors of genuine literary merit, so that any

student who pz?ggssed thg ability to explore a metaphor in depth was

k}ven the oppo;sunity to do so. Also good quality literature, as

J

)
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Table 1

Comprehension Percentile Ranking for Each Subject

in the Study

Student Percentile Ranking
1 50'
2 45
3 50
4 o 45

Ly lgs
5 S8 e 35
6 ‘ 50
7 55
8 55
9 60
10 50
11 98
12 96
13 88
14 78
15 95
16 95
17 95
18 95
19 75
20 80
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opposed to mediocre, is more likely to challenge students to think as
deeply and interpret as fully as they can. Twd-separate tasks were

arranged.

Ten Metaphors

For the first task, the ten metaphors selected by Smith for
his doctoral study (1973) were used. <$Since Smith had worked with
students 1n“hrades six and eight, it appeared that by having grade
ten students interpret the same metaphors he had used, it would be
possible to compare the responses of the older students with th%f’/
younger, and to note any differences in quality of response or hepth

of insight. As noted in the previous chapter, there is reason to

think that the stage of cognitive development and the ?Lount of
experience with the world affect the ability to coﬁprfhe;; m;thghor;
therefore, some differences would be expected to app@h{. Use of tﬁe
same task would greatly facilitate the comparison. \

In addition, Smith's metaph®rs were from the writiags'gf
reputable authors and were all judged to have literary merit. Each
metaphor was quoted in a paragraph (or two) to give Studg6ts the
context which is required for a full understanding of a metaphor.
One context was a complete but very short poem (Sandburg's "Fog').

Also Smith had carefully chosen the metaphors to provide a
wide range in the degree of complexity. He rated the metaphors on
four scales: simple to complex, concrete to abstract, common to
unusual, and denotative to connotative. The more difficult end of

each scale is designated by the second term used. Following is a

summary of Smith's description of each dimeasion.
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The simple-complex dimension is based on Black's views of
interaction in metaphor with a complex metaphor 1nvoléing %nteraction.
Therefore, a simple metaphor is, in Black's terms, a "substitution"
or "comparison' metaphor and can most easily be translated into
literal language, while a complex metaphor cannot be stated literally
without some loss of cognitive content.

In the concrete-abstract dimension, concrete metaphors are
those which are directly associated with the physical world, while
abstract metaphors 1involve generalizations or conceptualizations.

In Plagetian terms then, to fully interpret abstract metaphors would
be very difficult or impossible for any child who had not yet reached
the formal operations stage of cognitive development.

The common-unusual dimension is based on the familiarity of
the juxtaposition presented in the metaphor. Common metaphors are
those which are fairly common in language and therefore are somewhat
familiar, while unusual metaphors surprise the reader and thus are
more likely to focus attention on themselves. This dimension "was
based on the views of philosophers (Richards, Black, Henle) and
psychologists (Berlyne, Bruner) who claimed fhat incongruity and
surprise are more effective in producing cognitive change than
familiarity" (Smith, pp. 53-54).

In the denotative~connotative dimension, a denotative me taphor
is one which relies on precise definition and is a short-cut to
definition or description. A connotative metaphor relies on associa-
tion of ideas, or subjective impressions and establishment of mood.

Smith based this scale on Luria's writings of nominative versus
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associative aspects of meaning.
Smith and ten colleagues rated each metaphor on each scale.
The judgments they made and percentages of agreement are shown in

Table 2.

The Poem

The second task, involving the use of a complete poem, was
an addition to Smith's study and was chosen for the reasons presented
below.

Although the ten metaphors were each presented in a complete
paragraph (or two) to give the student benefit of context, each meta-
phor was contained within a few words and was complete within one
sentence. By contrast, a sustained metaphqr is carried on throughout
an entire poem or prose passage and is evoked with a varietv of words
across sentences. Part of the intention of this study was to compare
students' ability to interpret relatively short metaphors contained
}n literary excerpts and one very short poem with their ability to
interpret sustained metaphor contained in a complete work of art.
Context appears to be crucial in the understanding of metaphor
(Hawkes, 1972; Ortony, 1977) and the use of a complete work had the

advantage of presenting both a sustained metaphor and the full context

available. Since this complete literary work needed to be short
9
enough to be read in a few minutes, a poem seemed the logical choice.

A more significant reason for choosing a poem, however, is the fact
that high school students are expected to be abhio ¢ read and compre-
hend poetryv and are regularly required to do o . " erefore, it seemed

useful to look at the degree of success they achicvve and the nature
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Table 2

Rating of the Ten Metaphors

Terms following each metaphor indicate the judgments made on each
dimension and numbers indicate the percentage of Inter-rater
agreement. All information is taken from Smith's studv (1973).

1. tongues of water 6. making ghosts with their breath
simple (100%) simple (70%)
concrete (90) concrete (70)
common (80) unusual (90)
denotative (7) denotative (80)

2. mare looked half wolf

~J

motor-car possessed all earth

and air
simple (90)
concrete (100) complex (100)
common (90) abstract (100)
denotative (70) unusual (90)
connotative (80)
3. fog comes on cat feet
8. doors of the Black Gate under
complex (70) its frowning arch
concrete-
abstract  (50-50)} complex (70)
unusual (60) concrete- 5
denotative (60) abstract (50-50)"°
" unusual (60)
4. eyes were candles connotative (100)
simple (60)) 9. stones bit them
concrete (70)
common (60) simple (90)
connotative (60) concrete (100)
unusual (80)
5. bandaged town denotative (100)
complex (80) 10. evening invade the avenue
concrete (60)
unusual (100) simple (RO
denotative (70) abstract (8())
! unusual (9
connotative (90))
1

Smith himself felt strongly that this metaphor was conrrggz‘and
unusual, but reported extensive disagreement among the rIt@rs.
Smith argued that this split occurred because in fact this metaphor
is both concrete and abstract.



of the difficulties they encnuntcrl

Emily Dickinson's poem, "1 like to see It lap the miles" was
chosen. (See Appendix A.) In this poem, a train is being described
metaphoricallv as though it were a horse and the metaphor is carried
throughout the poem, but no antecedent for "it" is directly stated.
The words "train" and "horse' do not occur in the poem. Thus the
poem can be comprehended only through recognition and interpretation
of the metaphor.

Four words used in the poem were thought likelv to be

unfamiliar to students and were footnoted and detined at the bottom

of the page.

THE INTERVIEW

Students were interviewed individuallv in a small separate
room in the guidance area of each school. The rooms were quiet and
disturbances were minimal.

All interviews were tape-recorded.

The interview began with the researcher introducing herself,
explaining that the purpose of the studv was to see how wrade ten
students interpret certain aspects of literature, and asking for the
student's cooperation. Some students needed to be reassured that the
interview was not a test. A brief conversation then tollowed, the
chief purpose of which was to help the student teel at case in the
situation and comfortable with the researcher. Since the tasks
following required real thinking, it seemed to be important that the

student be free to concentrate attention on the reading and
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interpretation and thus provide the best qualitv answer possible.
Usually the conversation centred on the student's interests and
activities, although sometimes other subjects arose also.

The ten passages containing the metaphors were typed on
4 x h tiling cards, in each case with the words of the metaphor
itself underlined. An extra card contained an example which was
discussed with the student as directions were given. The student
was asked to read a‘passage silently, think about it, and interpret
the underlined words as fully as possible. The cards were then
examined one at a time, and comments given.

During this process, the researcher did not comment except
to give reassurance occasionallv or to respond to a student's
question.  If the student appeared to be attending to the context
and ignoring the metaphor itself, an open-ended question was asked
to focus attention on the metaphor. For example, in the sixth
passage some students tended to talk about the welcome mats, the
porch, and the coldness suggested by jogging from foot to toot: so
the question might be asked "What is meant by 'making ghosts with
their breath'?" Although in this task the intention was to determine
the qualitv of interpretation students could give without the guidance
provided by questions and comments frem an instructor, it was also
important to ensure that students were giving the best responses of
which thev were capable. Thus an occasional question it needed was
deemed both appropriate and useful to the studv.

The second task was presented bv the researcher explaining

that this time instead of reading short quotations the student would



be asked to read an entire poem.  Students were instructed to read
silently and to take as much time as thev wanted to re-read, think
about the poem and studv it thev were also told that when they had
done sou, thev would be asked a few questions. A period of silence
then followed in which the researcher was caretul to be occupied in a
reading or writing activity, s0 that the students would not feel
pressured bv someone waiting for Mhem to 'inish.

When the student indicated readiness to procecd, the first
question directed attention to the word "it'" in the tirst line of the

y 1

poem and asked, "Wt do vou think 'it' is’ Since no antecedent for
7i¢" {s given in the poem and the word is part of the metaphor, this
question was very helpful in determining how the student had inter-
preted the metaphor and indeed the whole poem.  The student 's answer
to this question determined the format of the remainder of the
questions.  Three variations were possible depending on whether the
student had answered with the main subject and correct answer (train),
the subsidiarv subject or figurative term (horse), or some other
response.  (For a listing of the questions asked, see Appendix B.)
gometimes a student, in answering a later question, chanved the
response to the original question of what "it" is. Also sometimes a
student's answer seemed to be implying an understanding that was not
definitely stated. It was then necessarv for the researvher to be
alert and attempt to encourage further exploration of an idea without
guiding the student into it. Any comments about answers being right

or wrong were avoided. A frequent response to a student comment was

"Why do vou think so?". In this articular task, the researcher was
) ) P
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reallv part of the instrument and had to make Instantaneous judgements
about tollow-up questions. The attempt was always to use open-ended
questions and encourage the student to develop an idea another step
further if the student could do s0, but to avoid any leading or
directive questions.

Intervivws varied considerably in length as some students

\
Y

used more thinking time than others and length of responses differed
considerablv, but all interviews were completed within one c¢lass
period ot the school's schedule.

All interviewing was done by the researcher:
PILOT STUDY

A pllot studv was conducted prior to the main studv . deter-
mine that the data collection procedures were feasible, to allow for
preliminarv analvsis of data, and to permit anv alterations that
seemed desirable. .

Four students were used, two high amd two average comprehenders
with one bov and one girl in each categorv.

As a result of the pilot study twoe changes were made. It was
discovered that both tasks could easilv be completed in one interview,
instead of requiring two as had previously been thought .,

Also the original plan had been to use Ruth Crarv's poem

"Hands' as the complete work. This poem contained a sustained metaphor
used by Letton (1958) in her doctoral study with advancec¢ crade nine

students. However, the first day of the pilot study -showed that

students tended either to misinterpret the poem badly or to fail to
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respond, that the vocabulary caused a considerable problem for them,
and that it was difficult to ask questions which focused students"
attentihn and challenged their thinking without unduly guiding thez.
The students seemed to read the poem without becoming involved in it
and discussed it politely bﬁt with few signs of interest. Although
the poem has considerable literarv merit, conta{ﬁs vivid imagery,

and is capable of evoking thoughtful reflections about life, it
scemed an inappropriate choice for these students.

On the second day of the pilot study the Dickinson poem was
used with considerable alleviation of the difficulties mentioned
above. Students appeared interested in the poem. And since the
quality of responses to it varied considerably even with such a small
sample, it seemed that it would be useful in showing students’

response to sustained metaphor.
TREATMENT OF THE DATA

Complete transcripts of the interviews were made from the

4 o
tape recordings. i ’
«
R Each answer was divided into units on the basis of Squire's B
o s
method which termed each unit a response and defined it as "the ; .
smallest combination of words which conveved the sense of a single'm*
)
thought” (1964, p. 17). . &L .
For example, five responses are included in the tollowing .
excerpt. ''The author's describing when it's cold outside/ and sthege’s
N 04

snow on the ground./ The people that are breathing, their brej;hv\é

A
putting out steam,/ and he's sort of dramatizing the steam/ By“éil}ing

* . o™
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it dancing ghosts."/

Since the study focused on meaning, it scemed desirable to use
semantic units so that each idea presented hv the student could easily
be a separate unit and could be evaluated as such. By Squire's
definition the length of a unit varies considerably since one single
thought mav be expressed in a verv tew words or may on occasion
extend past the sentence boundary. This presents no difficultv.
Incomplete sentences are not 4 problem since they frequent lv express
a thought and are thus semantic units even though thev would not
qualify syntacticallv. IfAthuy do not express a thaught they are
simply included as part of the next response. Mazes .also are merely
Included as part ot the response. Focus is thus entirelv on the
meaging expressed bv the student.

Since the intention was to examine the data for qualitv of
response and since it was desirable to aveid igrring tRe data into a

¥
categorization svstem that was inappropriaté, the categories of
f&agsponses were determined "a posteriori'" and are discussed in the
following chapter.
When the data had been categorized and the categories tabulated,
bar graphs were constructed to facilitate comparison of responses from
student to student, between high and aver.age comprehenders and across

categories. The analvsis is des riptive in order to focus on the ideas

students expressed. This analvsis is presented in Chapter V.



CHAPTER IV
CATEGORIES OF RESPONSES

After the data had been divided into semantic units, termed
by Squire (1964) "responses,' categorization was begun. The categories
for the responsds were determined "a posteriori.” It was thouxht to
be important that the categories be determined upon examination of
the data, in order to avoid the distortion which could occur if the
responses were forced to fit into pre-determined categories. The
categorization used by Smith (1973) served initially as a guideline
and was useful in suggesting possibilities for categories, but was
soon found to be unsuitable "in toto' for these data. Of the categories
eventually derived, some are similar to Smith's, others differ. For
example, one type of response found in these data was that jin which
the student made a literary evaluation, a judgment about the writing
style of the author. This category appears to be absent from Smith's
v .
system, a difference that seems logical since the present study worked
with students who, compared to Smith's, had had at least two more
years of maturing and of reading and studying literature. Since
Smith's categories were also derived "a posteriori,” comparison can be
made to his findings, both on the basis of similarities and differences
noted. The organization of the categories here also ditfters from
Smith's.
tpis study was concerned with the literary interpretation

given by students and with the understanding shown. Therefore, there
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was no classification of oral language features such as mazes and
incomplete sentences. These were simplv included as part ofythe

semantic’ unit. It appeared, however, thkat while students frequently

used mazes in the process of articulating an idea, they much less

frequently made statements which were so incompl t the meaning

could not be determined.

The categories eventually derived are described below.

Group A responses were those which did not refer to the text
and added no information.

Al. Responses which indicated lack of understanding and
inability to make a beginning. "I don't understand," "I don't know
what tc say about it."

If the student said, "I don't know" and stopped, this
was classed as an Al response. However, some students were in the
habit of prefacing their remarks with "I don't know, but . . ."

If the student began that way, but did in fact immediately make an
interpretation, the response was categorized according to the
interpretation given.

A2. Repetition of‘the student's own statement. No new
material was added as the student merely repeated previously given
information.

Group B responses were those which used the text but did not
interpret.

Bl. Repetition of text. The student read a portion of the
text but made no attempt to discuss {it.

B2. Slight paraphrase of the text. The text was reworded
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slightly, but no real interpretation occurred, as for #etaphor 2,
"She looked half wolf is the way the horse looked when she turned

around." Or for metaphor 4, "Her brew was the 9352 as a white lilac."”

If difficulty arose in distinguishing a ®2 ‘response from

e
v

a Cl, the rater had to judge whether the response was mere rewording
of text or involved interpretation. Any response which seemed to go
beyond the text in any way was classed as Group C.

Group C responses were those which invilved interpretation
based on the context given in the passage.

Cl. Use of context to make a correct a;d logical interpreta-
tion, as for metaphor 4, "She's a very beautiful woman.'

C2. Use of context to make a partially valid response.
These responses were "logically possible” in Smith's phrase, in the
sense that they did not contradict anvthing explicitly stated in the
text, yet they seemed to be outside the author's intent ér focus, '
as for metaphor 10, "I can see the city."” A clue to the possible
presence of a city is given by the word "avenue," yet the passage
gives no indication of-the geographical features of the view, but
instead concentrates on the person herself %g she watches the
approaching dusk. Similarly, for metaphor 7, "It sounds like the
first car ever owned by anyon\eb in a smal]l town." & meaning is

“
logically possible since the car received considerable attention,
, A

but there is no mention of cars being new, and the magnificence Qf
the car provides ample reason for the interest it aroused.

C3. Misreading or misinterpretation of the context so that

the student's response contradicteq.something stated in the text, as



for metaphor 1, "A person is sitting by the water, dipping her hand
into it," or for metaphor 7, ''The drive; is flying and he's the only
one up in the air."

Group D responses were those which expl}citly drew on back-
ground knowledge. While it is recognized that reading is really not
possible without use of background knowledge, the term is used here
in a much narrower sense to designate only those responses whicr had
to come entirely from background knowledge since the student gave
information not referred to by the text, as for metaphor 6, '"Ghosts
float aruundcn There is nothing stated in the text about how ghosts
move.

D1. Correct interpretation from background knowledge, as

for metaphor 3, "You really don't notice when a cat leaves the room
or something because they walk so quietly.'" Or, "Cats' paws are
&added, so you don't hear them walk.'" The way cats walk is not des-
cribed in the passage, but it is background knowledge the reader must
have in order to comprehend the metaphor.

D2. Partially valid interpretation from background knowledge.
The reader used background knowledge to make an interpretation which
was logically possible in the sense that it did not contradict the
text, but which nevertheless appeared to miss the author's intent, as
for metaphor 10, "So many bad things happen in the evening."

D3. Interpretation from background knowledge which might be
valid by itself, but was incorrect in that it cpntradicted something

in the text, as for metaphor 4, the suggestion ipat the woman mav be

violent "because fire is so violent." Fifg can indeed be violent, but



it .hoﬁld lve noted that the error lay, nPt in the recollection itgelf,
but in its inappropriate application to this passage in which beauty
is emphasized, and the candles, far from being a violent fire, are used
to connotate such attributes as beauty, warmth and life.
Group E responses focused directly on the metaphors themselves.
El. A sophisticated interpretation of the metaphor. This
cat;gory was reserved for a rather insightful response which went
beyond the obvious, as for metaphor 10, "The darkness was taking over,
. .
or capturing, the light.' Here the student went well beyond the
obvious interpretation that it's getting dark, and attended to the
implications of the word "invade."
E2. A much more obvious interpretation of the metaphor than
an El response."fhis response showed that the student had correctly
comprehended the basic intent of the metaphor, but had not yet gone
on to the subtleties of it, as for metaphor 2, '"half wolf is showing
ferocity," or for metaphor 5, 'the bandaged town was snow-covered."
The distinction between an El and an E2 response was the
degree of insight shown. Thus, to speak of the bandaged town in
metaphor 5 as "snow-covered' was regarded as the obvious first step, .
but to go on to discuss it as 'protected or secure' was giving evidence
of attending to the interaction between the protectiveness of a
bandage and the sbelter afforded vegetation by a snow-covering.
E3. An incorrect interpretation of the metaphor, as.for
metaphor 9, "hard stones bit them means it's so cold that it feels

as if something's biting them," or for metaphor 7, "possessed all

earth and air shows that he's coming down on top of those people.”



E4. One type of error in interpreting the metaphor, that of
mistaking the vehicle for ithe tenor or vice versa. One student took

metaphor 3 to be a description of cats not wanting to stay around a

place Very-long.%iﬁﬂs assuming the figurative term ''cats' to be the tenor.

Tl

Another student took the fog to represent "life or death,” thus not only
demonstrating uncertainty ef meaning, but also taking the fog as the
vehicle.

E5. Another type of error, the identification of inappropriate
associated commonplaces. Sometimes the errors consisted of identifying
a characteristic which applied only to the tenor or the vehicle but
not to both, as when for metaphor 3 a stydent said, "It's like when a
cat's mad it arches its back and everything." In othef instances a
student identified a commonpl:ce which can be associated with both
tenor and vehicle but which is inappropriate for the particulag metaphor
and context, as when for metaphor 4 the princess was described as
"angry, so that you could see the fire in her eyes.'" This interpreta-
tion draws on a familiar description of an angry person as having eyes
flashing fire, but it is inappropriate in this context given the
con&otations of the candles, the beautv and the tranquility.

E6. The use of an driginal figure of speech to interpret the °
metaphor, as for metaphor 10, the darkness is "killing the daylight,"
or for metaphor 6, 'the steam is dancing back and forth."

]
E7. A mere restatement of the metaphor as a comparison, as

for metaphor 2, "It looked like she was part wolf instead of all horse."
Group F responses inéicate the student's willingness or

reluctance to make judgments and to alter them.
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Fl. Self-~correction. The student while continuing to re-read
and comment becomes aware of a previous error and corrects {it.

F2. Tentativeness. This category designatés a with-holding
of final judgment, a}z}*iingness to live with ambiguity for a time
while reading or thi;‘; g further about the subject. This quality
')’ay be an #mportant aspect of comprehension skill. Loban (1976)
in his longitudinal study of children's language reported that ''members
of the High group were superior in tentativeness or flexibility of
expression; they avoided the flat dogmatism of the Low group, the
stark ftatement without possibility of qualification or supposition”
(p. 71). One student, for example, showed awareness of having waited

to decide. When asked what '"it" is in "1 like to see it lap the

miles," the student replied, "I really couldn't tell until I got to

the end.'" More typically students expressed tentativeness with phrases
such as, "Well, it seems as if it could be . . . , but I think probaBly
it's "

F3. Sticking to error and changing easily to another error.
This category applied chiefly to the poem since its greater length and
longer discussion time gave opportunity to students to continue with
3
their first interpretation or change to a different one. This category
includes those responses in which the student persisted with an

erroneous response or switched to another error.

Group G responses indicated the students' awareness of the task
\

~

as one of literary igterpretation.
Gl. Literary evaluation. The s&udent made an vvaluation or

judgment about the literary technquZEQ the writing étyle of the author,
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as for metaphor 1, "This is personi’ation.” or tor metaphor 6, "He's
[the author] sort of dramatizing the steam by calling 1t dancing
ghosts . "

GZ. Citing text as evidence. The student, in giving an
interpretation, cited part of the text to support the interpretation.
This is a procedure that English teachers customarily require of
their students.

The difference betwagen a Bl and a (G2 response was the
context in which it occurred. A Bl response was the reading of part
of the passage with no comment, whereas a G2 response was preceded or
followed by an explanation.

Group H responses used affect, with the student discussing
the feelings or emotions involved.

Hl. Correct assessment of feelings as stated or implied in the
text. The student's reference to emotions appeared to come directly
from the text and was regarded as a correct interpretation, as for
metaphor 5, "The feeling of joy is put forth," and for metaphor 9,
"There's a foreboding feeling here, as if something's going to happen."

H2. A partially valid assessment of feelings as stated or
implied in the text. These interpretations were logically possible in
that nothing in the rext contradicted them, but they appeared to be
peripheral to the passage, as for metaphor 1, "The water wants vou,"
and for metaphor 4, "It gives you a very lazy feeling."

H3. An incorrect assessment of the feelings stated or implied
in the text. The student apparently missed or ignored part of the

text so that the interpretation contradicted it, as for metaphor 1,
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"The water needs something that can help it with fts life." r "It
sounds like the person's depressed."
H4. The recounting of personal feelings' or experience. This

involved a remembrance apparently triggered by sometting in the text,

but reported with the student's awareness that a ) was being

made to personal experience, as for metephor 1, his relates to when
[ went surfing a couple of times,'" or for netfiphor 6, "The huffing and
puffing sounds like phys. ed. class."

Group J responses involved moving beyond the text, making
statements which imagined or hypothesized additional) factors not
included in the texr. /

J1. Extrapolation. The student suggested a possibility which,
while not included in the text, was logically possible and had direct

relevance to the text, as for metaphor 4, "The princess was looking

forward to something that was going to happen."

’
J2. Confabulation. These responses completely lacked lovyalrty
to the print. The student added imaginarv material which presumably

was triggered bv a word or phrase in the text but was irrelevant and
highly inappropriate, as for metaphor 10, "Mavbe she doesn't like what
she's seeing out the window. Maybe kids are getting beat up on the
street. Maybe people are smashing in cags and just destroving everv-
thing. Sounds like a dirty place wherever she is, nothing clean.
Maybe she's living in a city where there's lots of pollution, and dllq
the bad things. She sounds kind of sad, like she'd like to help, buii

she knows there's nothing she can do."

It will be readily apparent that these categories are not
e
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mutuallv exclusive, nor are they meant to be. Croup H in particular
!verlaps with others, as a statement of affect can easilvy include
information from context, background knowledge or (he metaphor.  Manv
others overlap as well.

Y .
A summarv of the categories follows.

Al. "I don't understand."

A2. Repetition of student's own statement.

Bl. Repetition of text.

B2. Paraphrase of test with no interpretation.

Cl. lInterpretation from context - correct.

2. Interpretation from context - partially valid, logicallv possible.
C3. Interpretation from context - incorrect.

Dl. Interpretation from background knowledge - correct.

D2. Interpretation from background knowledge partially valid,

logically possible.

D3. Interpretation from background knowledge - incorrect.,

El. Interpretation of metaphor

correct, including insightful and
subtle implications.

E2. Interpretation of metaphor - correct, obvious concept only,
E3. Interpretation of metaphor - incorrect.

E4. Interpretation of metaphor - mistaking the figurative term for
the litgral.

E5. Interpretation of metaphor - inappropri

E6. Interpretation of metaphor - use of .an
to ex

'riginal tigure of speech
E7. Interpretation of metaphor - rest
F1. Self-correction.

F2. Tentativeness, with-holding jud
ambiguity.

ent, temporarily accepting

F3. Sticking to error, and changing to another eorror.

te associated commonplaces.

tement of metaphor s comparison,

HY
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Gl. literarv evaluation.

G2, Citing text as evidence.

Hl. Attect - assessment of feelings as stated or implied in the text.
H2. Affect - assessment of feelings - logicallv possible.

H3. Aftfect - assessment ot feelings - incorrect.

Ha. Affect - recounting of personal feelings or experience.

J1.  Extrapolation - going bevond the text with a logically possible

addition,

J2. Confabulation - adding irrelevant material, lacking tovaltv to
the print.

RELIABTILITY OF RESPONSE CATEGORIZATION

After the responses had been categorized by the rescarcher,
two independent judges were asked to categorize protocols in order to
determine the reliability of the system. Both judges were graduate

L)
students specializing in reading and both were experienced teachers
of language and literature. The experimenter first described the
categories, then one protocol was categorized and discussed in order
to provide training for the judges. Interpretation of both the
individual metaphors and the complete poem was included. Additional
protocols were then analysed independently by ecach judge, and a final
discussion was held regarding those responses over which there seemed
to be some uncertainty.

It was found to be slightlyv easier to reach apreement on the
Dickinson poem with its cohesiveness of thought, than on the ten meta-
phors each of which was a separate passage and required recognition ot
a new context. Agreement between the experimenter and each judge was

calculated according to the formula used bv Feifel and lorge (1950):



o 2 X Agreements

s —————

< x agreements + disagreements

‘he percentage of agreement with one judge was 95, and

91.

with

the

other

70



CHAPTER V
ANALYSIS OF FINDINGS

This chapter is divided into four sections. First, the
responses given to the Smith metaphor task are discussed by category.
Then these results are compared with those found by John Smith who
developed the metaphor instrument for his 1973 study with students
in grades six and eight. Thirdly, e;ch student's interpretation of
the poem is considered, and finally a comparison is made between the
responses to the two tasks used in this study.

In each case the analysis is made through an examination of
the ideas expressed by the students. Thus the assessment is verbal,
rather }han statistical. It was felt that the important aspect of
this study is to be found in the quality of interpretation the
students were able or unable to make, and that it was essential to
attend to the concepts expressed, to the depth of insight shown, to
the comprehension difficulties encountered—in short, to what it was
that students were doing when they interpreted metaphor. Thus, the
analysis is in discussion form, supplemented by bar graphs and per-

centages where they seemed to be useful.
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SMITH METAPHORS DISCUSSED BY CATEGORY

f L
Al. "I don't upderstand."

This category, although used almost twid® as nft'ﬁh bv average
comprehenders as by high comprehenders, was not employed frequently.
Exactli'half (ten) of the students did not give any responses in this
category. The student who made most use of this response (six timed)
was also the one who had the lowest comprehension score (35th per-
centile) on the STEP. In general, students made an attempt to give

[]
a more informativ8 response and to avoid this answer whenever they

4,
could. v

~ Category Al - "I don't underé;;;;;""~/’

40; s
359
301 4

251

154

Number of Responses

10

5

1 2 3 4 5 6 7 8 9 1011 12 13 14 15 16 17 18 19 20

Subjects: 1-10 Average Comprehenders
11-20 High Comprehendars .
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A2. Repetition of student's own statement

This category was used almost equally by average and high
comp;ehenders, was used by 17 of the 20 students, and except for one
student who gave ten repeats, was fairly evenly distributed. Sometimes
students repeated a statement directly after making it the first time,
as if the repeat were being used to gain some thinking time for the
next response. But a more frequent pattern was for an idea to be
.stated 1ni£ia11y, followed by further explanation and then repeated.
Thi; appeared to be a way either of emphasizing an idea or of returning

to it when the student ' had thought it necessary to elucidate it.

Category A2 - Repetition of Own Statement

40 o
A
35 J
/)]
& 304 y
c
Q
Y
v 251.
(= 1
U
° 201 -
et
a
E 154
-4
10
54

1 2 3 4 5 6 7 8 9 1011 12 13 14 15 16 17 18 19 20

Subjects: 1-10 Average Comprehenders
11-20 High Comprehenders
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‘B #®Bepetition of text

gu‘? _ ‘This category applied only to quotations of text,made with
‘no as%ompanying explanation. It was employed by three-quarters of
the students who used-it from one to-six times. It seemed to be a
process of reading aloud as preparation for the next part of cthe

discussion. Students appeared to be refreshing their memories about

that part of the text and also thinking about it.

Category Bl - Repetition of Text

40
, .

354
2 30+
7]
c
o
& 254
v |
o |
w20 «
o)
bt w

. .

é’ 15 ; ) w o - i “
2 LY

10 +

5

—{ ] — 1 ——— }—

1 23 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20

Subjects: 1-10 Average Comprehenders
11-20 High Comprehenders .



B2. Slight paraphrase of text with no interpretation

» v
Thirteen of the 20 students used this category, but eight of

them used it only once. Two students, both average comprehenders,

accounted for almost half of these r‘sponses. Seventy-one percent

of the B2 responses were given by average comprehenders.

L

Category B2 - Slight Paraphrase

40
T 1
30
25

20 1

15 4

Number of Responses

5.

SN

— r—r— 1

1 2 3 4 5 6 7 8 9 101112 13 14 15 16 17 18 19 20

Subjects: 1-10 Average Comprehenders

11-20 High Comprehenders



Cl. Correct interpretations from context

This category had, by a considerable margin, the largest
number of responses. This concentration on correct interpre&agion
of context is probably an appropriate situation since Effective
understanding of what is read requires attention to context, and it
appeared that the majority of the students were making use of context.
Whether the students realized it or not, consideration of context is
absolutely crucial for a logical and complete interpretation of
metaphor, and they were thus beginning appropriately. Half of the
students gave more responses in this category tﬁ;n in any other.

However, it must be noted that two students, with 40 responses
each, accounted for a disproportiongtely h;gh number of the responses.
Three students used this catego ogly once or twice indicating that
they.were either misinterpretini ext or not ;iving enough

attention to it. An examinatiquof the graphs for categories C2 and

C3 indicates that the Jattef is the case. Subject 10 gave two
-

-

_
responses that wexe a correct interpretation from context, two that

~

were par;i;ily valid, and none that were incorrect. Subiect 14 gave
. -

one correct contextual interpretation, two partially valid, a&d seven
incorrect. Subject 17 had one each in the correct and incor;ect
categories and five partially valid. While Subject 14 especially
needed to learn to interpret context more accurately, all three
appeared to he failing to use adequately the clues provided by /
context.

It seems reasonable to assume that each student should have

made at least g}‘e reference to context for each metaphor, both because
&
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)
that is a normal part of proficient reading and also because the

directions suggested that students use the ¥ntire passage in their
interpretations. Therefore, each student should Wave given at leést

ten correct context responses. Eight students did not.

Category Cl1 - Context, Correct

40 uk
' N
1 3 §
35 4 ’ /
.;*’ , I’ [
g O" \V; “
o 30 y ¢
§ = -
9 15 | '
3%
S 20- g ,
. e g )
1} - «
€ 154 L
z= L)
10 ‘ )
A
5 4
| £

I* 2 3 4 5 6 7% 8 9% 10 11#12 13* 14 15%16% 17 18%19%xJo*

Bubjects: 1-10 Average Comprehenders
11-20 High Comprehenders

-

*Students had more responses in this category than any other.



C2. Partially valid interpretation from context

One student in the average comprehehder group gsye more than
twice as many responses in this category as anyone else. This person
was also one of the two who gave an extremely high number of responses

in category Cl. Each student gave at least one respouse in this category.

Category C2 - Context, f‘artially Valid
40
1

’

30 1

B5 1

Number of Responses
4

10 4 .

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20

Subjects: 1-10 Average Comp‘r*ers
11-20 High Comprehenders
-

‘ »
C3. Incorrect interpretation from context |

‘-

Average comprehenders gave 807 of the erroneous int;erpretations
from c”te)f:', t;u?;howing a marked difference between the average and
high comprehenders. ) There was alsp a difference in the patterns of the
two groups. Of all the interpretations from context given by high

o
comprehenders, 70% were correct, 202 were partially valid, and 10% were

> L 1
incorrect. The average’lprehenden,‘however, had only 467 of their
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responses in the correct category, 227 were partially valid, and 322
were incorrect. Thus tﬁe average éomprehenders had more errors than
partially correct responses.- However, two of the average compreheﬁdets
accounted for more than half the errors made by that group.

One of ¢hese, Subject 1, is the same person who gave a large
number of responses in the two previous categories. As that pattern
would suggest, this person spoke at greater length than any other
student. Also, an examination of tHe grap‘b for the E categories
(interpretation of metaphor) shows that this subject attended too little
to the metaphors themselves an; relied too heavily on context—in spite'

of being reminded during the interview to be sure to

fay particular
x.

attention to the underlined words in the passages. *\

N
. Two average comprehenders actually had their hlgheﬁf number of

responses in this erroneous category.

40 5
Category C3 - Context, Incorrect ‘
35 ) e ‘iq,

[\

w
—
—

—
wn

Number of Responses
14

\

— 1
1 2 3 &4 5%6* 7 8 9 10 11 12 13 14 15 16 17 18 19 20

Subjects: 1-10 Average Comprehenders
11-20 High Comprehenders

*Student had more responses in this category than any other. -

[N



1.

Correct interpretation from background knowledge

.

High comprehenders used this category twice as often as did

average comprehenders, with one student again having a large impact

on it.

at all.

Seven students, four from the average group, did not use it

It must be remembered, however, that for the purpesds bf this

study, background knowledge was defined very narrowly and was limited

only to those references clearly not in ®he text, so tha& very frequent

A

usage of this category would not be expected.

Number of Responses

-
PR

AOT
354
304

254

20

151

101

v, “ -

+ L4

Category D1 - Background Knowledge, Correct

| 1 1 [

12 3 4 5 6 7 8 9 1011 12%13 14 15 16 17 18 19 20

Subjects: 1-10 Average Comprehenders
11-20 High Comprehenéers

*Student had more responses in this category than any other.

80
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D2. Prartially valid interpretation from background lowledge

—

As would be expected given the definition empNyved, this
category had very lLimited usage, with eight students not using it at
all.

. However, h&gh comprehenders had more responses here than did
dverage comprehenders. This may perhaps be explained by the fact that
the high group hﬁﬂ ;elativ.ly few errors and managed to have ewore of
their responses at de@at partially correct. The pattern for the D >
responses was ratﬂﬁ"!imilar to that of the C group, with high compre-

£
hendq;s;haviqg most tespon®es in the correct category, fewer in
‘5artially valid and Jeast in incorrect, while average comprehenders
s w)
had slightly more"!fﬁ'frect than correct and fewest in partially valid.

A

Categofy D2 - Background Knowledge, Partially valid

4

35 4 {.
) .
v 4 -
g #®
@
K 25 l ]
S 20, \ '
1 ) \|‘
1
L0
g 15 -
A
10 A
5 J
_r ’
‘ ~ l_‘l__ I 1 ) N | r_1

1 2 3 4 5 ¢ 7 8 910 11 12 13 14 1516 17 18 19 20

Subjects: 1-10 Average Comprehenders
" 11-20 High Comprehenders



)3,

N2

.
Incorrect interpretation from background knowledge

seven average comprehenders did.

as many errors as high comprehenders,

Only two high comprehenders had anv responses here, while
Average comprehenders made twice

with one student accounting

for most ‘&the high comprehender errors.

Number of Responses

Category D3 - Background Knowledge, Incorrect

40 4

v

w2
o

N
o

e
v
- b — -4 A

—
wn

— .|

1 2 3 4 5 6 1 8 9 1011 12 13 14 15 16~

Y

1-10 Average Compfehendcrs
11-20 High Comprehenders

Students:
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El. Insightful fnterpretation of metaphor

Seventﬁen of the students had responses {n this category,
although three of them used it only once. The advantage of the high
comprehenders showed clearly in this category which required more
insight and skilled interpretation than any other, as thev gave 80%
of the responses. Again two students, both high comprehenders, strongly

influenced the number of responses.

Category Fl - Metaphor, Insightful Interpretation
401
NN D
35 4
30 1

25 1

20 A

15 -

Number of Responses
rd

10 A {—“

— [

1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20

-~

Subjects: 1-10 Average Comprehenders '
11-20 High Comprehenders

\

E2. More obvious interpretation of metaphor

Since students were asked to attend particularly to the under-
lined words (which contained the metapnor) in each passage, it could be
expected that each student would have at least one response for each

metaphor in either this category or El. Where such was not the case
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the student had either misinterpreted the metaphor so that the response
was placed in one of the categories following, or had failed to attend
to the metaphor itself. If the E1 and E2 responses were combined, the
high comprehenders all had more than ten responses each, but only three
of the average group did. However, when individual results were
examined, it was found that only one subject, Subject 11, actually did
have either an El or E2 response for each metaphor. Subject 15 missed
onlv one, but one student (S6) missed eight of the metaphors. Students
certainly found some metaphors easjer than others and gave some thought-
tul and sensitive interpretations. But they appeared to experience some

»

difficulty in consistently stating even the more obvious aspects of the

metaphors with which they were presented.

Category E2 - Metaphor, Obvious Interpretation

40
35 -
30 1
251
2Q¢

154

Number of Responses

1 2 3 4 5 6 7 8% 9 10% 11 12 1314% 15 1617* 18 19 20

Subjects: 1-10 Average Comprehenders
11-20 High Comprehenders

* Student had more responses in this category than any other.
v
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E3. Incorrect interpretation of metaphor

Categories
while E3 includes any other 1néorrect response about the metaphor.
Only one person, S12, made no errors, although S11 had only two, both

of which were expressed in a tentative way showing the student's

uncertainty about them. Among the

E4 and E5 deal with two particular kinds of error,

high comprehenders two students

“l" -

accounted for more than half the errors. The distributteg™as much

more even in the average group.

40 |

354 -

30 1

25 1

20

15 |

Number of Responses

10

"Ca;egory E3 - Metaphor, Incorrect
L]

"

b

N

]

g

e E]
! -,

L3 )

2

345 6 7 8 910112 131415 16 17 18 19 20

]

Subjects: 1-10 Average Comprehenders
11-20 High Comprehenders
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E4. Confusion of the vehicle and tenor of tﬂg&,@tnphor

This probléﬂ arose elaven times for four of the average
comprehenders, but only twice in the high group. Whlle two -tud;ntl
made thfec mistakes each on the third metaphor, only one student
actually confused the vehicle and tenor on more than one metaphor.
Thus, ¥t appeared that most students were fairly consistently able to
identify the figurative term and had thus taken a crucial basic step

in metaphoric 1nterpre1htion.

Category E4 - Metaphor, Confusion bf Vehicle
and Tenor

40 4
35 |
30 4
25 1

20- -

15 -

Number of Responses

10 1

5

10 = e
1.2 3;;1656‘789'1011121311.151617181920

*

'Subjécts: 1-10 Average Comprehenders
11-20 Righ Comprehenders

v

86



ko V!pqpproyria:' pssoctited commonplaces of "l metaphor

r

THis tvpe ot +€ror, more subtle than the fareyc ing, was made

hyv seven o1 the average omprehenders and bv two ot the righ -ompre-

henders., [t appearcd that averaye comnrehenders were more readv to

Ay

L . . _ j
relv n ocliohéd associations rather froan 2T tencing carefully to the
. . , r
Gotual fdeas of o the text, D irricularty if o an association sprang rc;:&l".'
to mind ™ 1 it frequently seemed to for the fourth metanhor wiwn it

wis easv to associate eves and fire with ancer. This passawe Is not 3

ditficult one, »o it appeared that tte problem was not inabil ity to

14 .
vlerstand, as Promay o ave beenotor a metaphor sactoas the oty
4 -
} .
Lut ratner implv using 4 tamillar Comvent 1f it ocame too mind. This

mas soemetires eoan o etricient wavo to work, but in rhis instance proves

misleading.,

Catews cre b5 - Metantor, Liaror orlate o e s

D]
{
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s
T
<
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V6, 1'8(*74<>7f_£1n__quginal f_igure of speech teo interpret the metaphor

It appears in the literature that rwetapirors stimulates metaphor

and that as pecple are exposed to metaphor thev improve their seill
\
it -horh internsretation and reation. - It was theretore interesting

te see it students nsed ot igures of speech in thelr explanations.

R . . . o~ . . - - ) 3 . . -
"Hirteen ot them did so at least once. This is _far trom being an

" .
impressive amount of figurative language, but does indicate that stu-
] . . . .

dents are capable of using it. All of the high comprehenders used oo
original tigure excent Yor S11, the same person who gave the Most
insightful interpretations Sﬂd the hishest pumber of Il resronses.

It mav be that this student, who appeared o he bhighly canvable and

f luent, wis aware that the nature o! the task was to explain ticurye ive
language and therefore felt constrained o o so in auite literal terzs.

Category ¥f - Motanaoer, Use of urivinal Pivare

gt Speed?

Responses
P

it

Noamber

Suboe s 1-:0 Averasve Compre bender s

- Hiyt, o omnrel wlers
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opportunity

errors and make corrections, so it

ol

.oret

nas

e r
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Svlfﬂ\?r“rthm

Within the short nassages providva, there was very limited

for a «tudent to realize reading or interpretational

is not surprising that this & curred

vorive times.  Since cach passaze was discussed individuallv without

-
back to prvvinus.nnvs. students tended to complete cne

erence
sage quicklvy cnoueh that thev did not befome aware of their OWn

Ors. o Students had edch passage in rront of them as thev discussed

however, and wore given s much time as thev wanted, so that sorme

them did more re-reading than atlers,
.
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F}’:, Tentat iveness
L

. . . . .

Sixteen students expressed at least ope Interpretation in 3
tentative ‘orm. However, ne of*{hose who Jid not was vervy confident
bout miaking extensive comments which were irrelevant to the roxt.
The tentativeness almost certainlv indicated that students were awarec
thev were making fndements which could bHe called into question. The

limited context provided required them to make their OWN interpreta-

tions, but manv of them did so with awareness of the risk involved.

Categorv F2 - Tentativeness
[ ]
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s
F3. _Sticking to »rror
This categorv was more applicable to the qomplete poem \

and was not used for tlie fndividual metaphors.

Gl. Literarveevaluation

lLiterarv evaluations were made exactly twice as frequentlv bd

high comprehenders as bv low, with two of the best interpreters ot

.
metaphor accounting for A7 of these responses. Twelve students made

J

such evaluations. In terms of students' maturing assessnents of

literature, this categorv is ‘mportant sin-e it indicaites por ol

/
ability to comprehend what is read, but awareness of literfirv ted h}

hd .
niques and stvle as well., The student s thus showing a dbveloping

ibility both to be involved with print and to stand back and issess

what the author is doing.

Catoerorv 1 - Literarv Fvaluation
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mivtakes than did those in grade six.

Foar the use of backeround knowledge categories, the same
reservations regarding comparisons must be made as for use ot context
hotn studies used -orrvvt,Apnrtidllv valid and incorrect atevories,
hut Smath specified that his categories reterred speciticaliv to
inferem es made from background knowledyge. In each of the three

v
categories, the pattern was the same: usage remained almost const ot
in grades six and eiglt, but was much higher in grade ten. This
suggested that either there was a substantial difference in the
{etinitions applicd, or else the older students made considerably
more extensive use ot background knowledve toointerpret what thew zead.
"he increase in usage is particularily inturvsr.,j\ﬁg since backeround
knowledse wis already quite narrowlv defined in this study. Of Course,
‘
erade ten students had more Lackgronnd experience to bring to baar.
Another Jdizterence was that it the three categories were cmoared,
orades six and vight students had the lowest number ot resoonses in

the correct catevory and the highest in the incorrect, but ter wrole

ten the hivhest number was correct and the

cast o partial by valnd,

iy may owell have been evidence ot increasing evactitade inotd e ioy

Q. cwnression as ostudents mature.
For those catevories which- et wit? anteriretatios v
metarhior, tive appeared to bhe o very o simiiar an the tweoatidies. e

sophisticated, insivhtial interpretation catewory dittered ol oo
hoat Smith aleo used froquency o! oo onrtense anoa Titerioo ey
roie o otady id not o sdinc e it seemed thatoors S tacent P e

ieignttul interrretaticons shoald hecome more treauent
¥, ;

Lot w



theretore be misleadineg to insist that responses were insivhttul onlw
it thev vere rare. Neverthceless, that appeared to happen. Smith
tound that this catevorv was used three times more rrequent oo by
crade ersht students than by prade six, but this trend d;d not con-

tigae into erade ten where usage dropped ottt sharplv,  This mav have

been at least partlv due to sampling, especially since Smith's wrade
.

civht sample consisted of particularly capable language arts students.

For the more cbvious interpretation of metaphor category on
the other hand, percentage ot resvponses increased gradually and
steadily. Grades six o and ten both had many more responses in the
mere obvious category rthan in the insicshttal one, but vrade eieht had
210 almost equal aumber in oeach. The sattern exhibited by yrades sis
ind ten seemed \:le more likelv one, esnecially sinece Smith iadicated
that hils yrade cicht sample consisted ot very oo abie lanvuage art s
stadents.,

Contusion of tipurative and literal terms declined across the

three ecrades., Abili

—

.

—
—~

the metaphor s an

{

mportant aspect oot motanhoricoal comenrehension, and it arheared to be

Vee ot inapprorriate associated  Cmeonelaces dec b ined gy
as the stadents matured. While 800 err v owas St1lD conrriny at tro
prade ten tevel it svemed to be dimintsihine tadlriy rapiale.

Restatine the met g r fn thy form o0 MMpotr L, o, e attaer

hand, althouyh never used trecnently remained vers  onstast cor (1]

three vrades, It omav bhe that oo casiona o stuadent s toupnd 6 4 heapt
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wav to organize their thinking about a particular metaphor and to come
)

to terms with the juxtaposition of ideas in _it.
//\

Three atfect categories also stemed c:}nuLjhle in the two
studies. Use of correct imterpretation of atfect rose slightly between
grades six and eight, then more than doubled in usage by wrade ten
students.  There was a corresponding decrease in the incorrect interpre-

.

tation of affect, again with a sharp decline between grades eight and
ten. tThese patterns appeared to indicate that maturing students wery
becoming more sensitive to human emotions, at least in the literature
thev read. The personal experience category was used verv infrequently

Vg

AN
bv all three grades. However, grade six students used it the least and

. . . N
grade eight the most, with grade ten belng directlv in the middle.

The rets of categories which in this studv are labelled b, 6,
and 1 did not appear to be directly comparable to Smith's. In the

‘.

Fogroup, the category of self-correction was not used bv Smith. That
was not surprising spnoe it was used very minimallv in this study and
would, in anv case, seem moTre likelv to oceur with older <tudents who
miaht happen to re-read as thev were discussing and realice a dis-
crepancy. Also it is 1 categporyv that was moere applicable rooa lonuer
text than to short excerpts. (As previouslv noted, the sticeing to
error catesorv did not oapplv te this task.)

Tentativeness 1s a4 category used by Smith, but the rollowing
comparison was made with conmsiderable caution since Smith  lassed
rentativeness in a group called “irrelevant responses,” oand to the

present writer, the quality of tentativeness seemed Very reloevant .

-

I'o the extent that the tentativeness indicated a withholding ot
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judgment unti] sutticient reading and thinking had occurred, it owas a
crucial factor in comprehiension and interpretation of the metaphors.
The amount of tentativeness increased considerably from st dde six to
grade ten, so that it appeared students mav hove been develeopineg an
increased abiliry to withhaold indgments and wtav flexible.

"he 6 responses of viterarv evaluation and citing text as
evidence did not appear at dll'fn Smith's carcgories. It mav well be
that at dpproximatels the grade nine level students begin to develop
the abilitvy to make 'iterarw judegment s, to assess writing stvle, .and
to be involved with literature, not only as story but also as work o
art.

While Srith did not seem to have categories analavous to the
J responses o oxtrapolation an Peontabulation, he did have 1 set oo

iR}

catevories described as the supplving of additional conirete Jdetails
" These additions were then classed s corre ot
'y
less appropriate or incorrect. Those categories mav have contained
i ¢

or tactaal intformation.

.

Some responses similar to the 7 Cateeorics since it seemed unlikelw
that contabylation espectalle world hevin ar the high school level.
However, there mav have been more or it used there, or it ~av have heon
used in a more obvious wav. Extrapolation could be vither a4 Jdetriment

or an aid to thinkine devending m the Ircumstan.ces of its use., bt

.

contubulation is clearlv most andesirable, so it wouid he vere

unfortunate if its use were increasing as students vrew older.
From these comparisons, it appedared that valaable vaing in

metaphorical interpretation ability were made by students 1 the rwo

vear  tetween grades eicht and ten.



DISCESSTON OF RESPONSES T Poi M

In interpreting the poen Tike YI;‘ e Bt Tap the e

it i ovital that the reader reatics that an extended metapreer v,
beingy used, and that the venis e o the metaphor 10 0 borse. et
the teneor must be ddentiticd s @ train, or at least as o some powegtl
and selt-rsronellea obiect,

Theretore, in the interviews questions were asked oo see it
Stadents conld ddertity rhe train o and were aware taat 1 was heany
.

demcribed s oa horse. Che werd it o cvonrs withont o an oantecedent in

the tirst line, so the tirst question anred students to flontity Uit

Sevtlon Tollowine renorts the Soadent s’ views o the
subject ot the noem and on the tetaphor used. o Beoanse rheomet iphooer
is sustaived and students discussed 10 gt some Denetdh, ttew Pl the

onscortanity to o alter thelr exbnianations ot ey W ne b

Subiect 1 thought tihoat Uit wias o bl o trucr o and ottt

rurther .\"‘.W'lﬁ‘.vr[l[iw:‘. ot the text Pressent b it hoad e e
Bl truck. Shie tirst o owaid rhat e trck was Pedneg deseribed s g

person or oan animal, then pradually narrowed e tdentitrs atron wn
to 4 haorse. e vehis Je of the merachor wiaos DT cventt
correct v, and the emphasis o 0 Larce tracr showed fiogr e st

cad atrended to det alls Suvee stine the o oW Lo e o

boe

SO otook it te b severe rate Ty w' - '
thiere were any olher posstbilities,  avwesto o0 0 0w ST
storm 1dea was Jdetended withoanon o evt ienoe t toor R
around monnt aine, the thandler mares the o0 ey ot the oo o

. s cnmniitede i iimtndntuiitiniill
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Gotcee e wadd thiat e cave the teadn personality b it ated how 1t
frd o, aand added thar hie toned 1t rttrcalt trom o thils o poem o thiine
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1o oo and r(u»nuht 1t owdas el cwrtttea, althoavt, he was anable

1itoe tiked abount the tyle. He howed el anderstoand oy

and bttty and dno tat o cave 00"t the ot al L responses oo i

the student s on the poem, His tesponses o disoussiny the noem f el
privarile anto tanr Caterories: e tose ot e v onnd 2w led

. 1 hd \ \ ]
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train and a ir, and that present G stadonts ar,
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Todusioht into the et arhor in CORLemMbOrary {ormy - Phiese wWho W

Tt WM Lr ek g Sed the orr v, Bert St othem were ableor

i

.
Shere sceemed Lo emervee b levels or Mulsten o oo Interpre-

tation. Some students Presented aryumen: WHIch, wWhether or not 1o,

.

WOT e e ey COTTert, were consistent throuvhout . [5G Studernt

Aeticed o ophrase whicp did not coineide With their Statements

o they
alterog therr R hnattors D othos showine that they by TNt e by
Hevessary tlexibiliey 1o de o and wer. AWALC " hat (g ernrer e Lors
TNt o ader ALVEINe 10 the oty TS I S PRI
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crplomat tons ince thev alrered thear views onlv o wnere Cecvessarty o
he MOre dpproepriate to the ! Other Students eemea o be Porckeed
in to their firs' inpressions and troretore were nnable o ad jest dn
rder o resoloe inconsistencies, A third creap chanced thedr

iLions. Hut Jdid so by wild leaps teoa completely disterent
pde. Thes Geeted not o be attendine to the orint but simple @ th 1
another Slinag prress, rather than retnlly Tine tunine their fdeas
(o vain o onsistency and coherence.

SOty the hivhoand average groups o disonssing the noem Lave
the tarvest number of resconses P catewory S, 1 tins ob Lewr dn
evidence. Miis was no Jdoubt a tactor ot thelr Bedne asered spes IDioas
wt thev made certarn statements. A fhe e tndents were able ! e
IS SYRTEENER S | the poen and Lad ne ditoione in readine them aioud
BEES o S ERU SR Bt owhen the pext most troonent] el L atey Tles Wl

.

evamined . there was dn important Hirterense bhelween the T oupe The
Gl comprebenders then made moso se ot tevories Do orredct
Glvious Interpre tation ot mertabhero s . FTeco! internret it ion

ot U Tes e e 1, wi T [ AV e Ty ' ol re Gt !

(i crre t interpretation otomet phor et Corre ot R AR A
o omtest in that order.  this patteornowould sovoestothoat RN
woelh qgitemptine o tollow the same Dre. cdure b rie e O -
LN e TS wWeTe o eeding Lo Mo greater Lo e e 1 k! WO
apbarent iy not that the average sroeuy cnbdonary v RN T
[eteren os o the text o ratier that b Lo ' S T o

’

acoaratele. The o abhility ot mato the teaninge o . i i
tooothoat intended Beothe author o appoealed o Do Tt ot
Between i two pronups.,




COMPAR 50N CF RESPONSES TO SMTTH MELAPHORS AND [0 POEM

e desien o the two tasks causea certain fitterences 1o the

Fesponisei.  Beciause in the poem interview students were askoed tor
cvidence to support their expressed views, there was considerably more
Crequent tse ot categorv GJ,ociting text as evidence, than there was
witt tne omith metaphors when students had to think on thelr own of
the possibility of citing evidence.  But it appeared that the question

was 4 reminder chiefly to the average comprehenders, with the hipn

cr e mere likel™ to volunteer cextual evidence, since in the poem

Fesnonses the averay. comprehenders gave 357 ot the total 0 responses,
hut tor the Smith metaphors thev gave onlv 297,
™Mis rartsed the question of whether being reminded oo onsult

the text Jain 1s ot any use to ostuodents in Inoreasime oo nraey ot
interpretation.  As noted in the previous cection, some sfaents Al
hecome aware of o discrepancy but the awiareness did ot necessari iy ‘
cause ther to mare adaptations, and other students cited ext but were
apparent lvounabie to comprehend and made misinterpretations. e
seemed to be a circuldar pattern operating here:  those whoe were oed

.
Comprenenders benetitted trom o citing text o sinoe thew made dluntoent s

in thelir antornretat ions, Hul rhev@ aleo made o corre o orntersretas
tions rmit:ally and volunteered testun! passaves s evidenoe. he
Ve morehenders were lens Tieedins 0o 1te text R IR S

{0 so, and then did not mare adiastments or benerit o trem
N . . N M .
For the Smith metaphor s there were proportionatel o

responses in the o categories tinteroretation fromoentest s Wit s

for the poem the concentration of responaes wasoin the i NEEETES SFORR
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Table H

Number of Responses in Each Categorv and
Percentave ot Total Responses

Vi
o
]
|
.
1
|
il
i
I
l
I
t
|
I
|
]
i
|
!
|
|
]
|
|
f

smith Metanhors Poem
Number of 7ot Total Number ot Toof Total
Cateyory Responses Responses Responses Responses
- - e e e e —————— e — — o — — —_— e - R e e ——— e e -
Al 24 1.6 9 1.3
Al 6 3.7 ol 1.2
Bl 18 20D 7 1.0
B2 31 2.0 8 1..
¢l 287 19.. 34 5.0
(. 105 7.0 27 3.9
3 115 7.7 42 6.1
D1 51 3.4 K0 11.7
D! 21 1.4 13 1.9
N3 ’8 1.9 \ Y4 5.0
. "7 “ 18 R
I ] 1a.7 77 11.°2
b3 79 5.2 0 7.9
k4 13 LY 19 R
E5 19 1.3 s . h
Fé 22 1.5 R A
I 25 1.7 2 3
1l ) 3 D) A
B 53 3.9 3 S0
F3 -- - 113 1.9
— I - - 4
1 24 1.6 Ih 73
(N Ho . 155 YN
28! 4 2.9 ! |
H. 23 l1.n -- --
SIR] 5 } ! .
Ha 9 3 N 3
J1 43 R -~ --
T 84 5.6 13 1.9

lotal l,~'49/0 ® el




finterpretation of the metaphor).  This seemead natural sixn.c the sus-
Ciined metaphor ran throughout the poem and manvy responses theretore
dealt directlv with it.

The poem did, however, require more use of background knowledge
than the individual metaphors which contained some literal context. As
noted in Chapter 11, b&ykgruund knowledee is essential to the interpre-
tation ot anv metaphor: this is particularly true in 4 case where the
metaphor is sustained throughout the complete work so that the topi
Is not provided bv preceeding literal statements. [he D categories
finterrretation from background Frowledege) were theretfore used much
more extensively in interpreting the poem than in the individual

metaphors, and the percentage was especiallv higher ror the poenm in

cateworv DI (correct use ot backeround knowledge). In s»ite of g chanwe

in the amount of usave, the percentage of crrors, while quite ditterent
for the two groups ot comprehenders, remained similir Sor the two
tasks. Within categorv D responses, the average yroup had an crror
rate of 437 on the Smith metavhors and 407 on the poem; the high
vomprehenders had 167 errors on the Smith metaphors and 107 o0t he
poen,

Fhe € responses (interpretation from context), however,

showed 4 quite different pattern. There were fewer O responges yiven

re,

or the poem, and for both oroups o comprehenders the »or entaee ot
error increased substantiallv.  The averave comprebenders bad oo error
rate ot 327 on the Smith metaphors and 477 on the peemy the Yivh oroup,
had 107 and 277 respectivelv. Thus as Table 5 shows, the percontae.

ot Cl responses (correct interpretation of context) declined

—rn o



. e AR e TS W W PR g

substantialiv tor the poem. The inctease 1tnocontextual errors mav

M .
perhaps e due to the tact that the poem pives Tess lTiteral context,
SO 1t 1% edasier to misinterpret .,

Both groups also incredased the percentage ot error in the b

responses Cinterpretation of metaphor) to the poem, from 297 to b7

tor the average comprehenders md trom 197 to 307 tor the high groap.

Thiyg increase was at least partiallv duae to the ditficulty some
students encountered in identitving the tenor or the vehicle ot the
metaphor in the poem.

he H cateworices cicterpretation ot attect) were used onlvy
rarelv in the resvonses to the poem.  ApparentbPy it did not cenerate
Strong emotions, or at least not empathetic teelings., his mav

perhaps e because human beines are oot involved in the poem; whereas

people or personitications are invelved o the madority of Snith
met aphors.

fhe 01 category (extrapelation did not distineaish o all
between groups ot students but it dertinitely did berween oo s, In
the interpretation ot the Smith metarhors ten students ased this
ategory, five trom o cach eroup: bur o no oone ased itoat o all o in exolaininoge
the poern. Tt mav be that students had encovh dittionlty wich basi
concents in the voem <o that fney were ot tereted o e gt e
the text, or perhaps the compicteo tost b e noem amd 7o
concepts of the metaphors made the ditrerenc e witiho e ol
Nnnecessary when the context was comploete,

he T2 category o ontabularion) oo the cther nan

distinction between groups of - omerehenders since 10 was ased
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protf Ot responses which were Caan by wensible hat o unimayinat tve and
Crom students with oa wide ranve ot comprehenston o Ores |

Jull coame

For o csample, Seoand ST, ,hw.-- comprehenag o oTes Wepre At the aoath

i GOt mercentile ternectioe by, were borhoae thaes e bibe reay
b e onsiderabl MOT e serrare o out the errars wWere ot the
moat oart redasonable ones. b b, Wt o that haeh o per et e standiny,

dad o T e ponses Clasaichttal o anteroretation tho metar hior ) tor

LTI ETRER IR «'.!h:\n;{}, three of toe Smith met b s were probed mers
P ST appeared foowant evervroaing b litera!l and exnerieetiad,
Unt o nbe e b e et e T met antaer Y THart o stones Hito them. i
guess 1toast hurts to o sleep onostones. Uoceecr toaed 10, von know

AILctiar tota oo aintepTetartiocdl oatiorn whilonooo urred en Ptk
[ RS (SR & L S K ARG RESN Ty b e, e rra
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A The two virtually crror -ty ee Interpretation, were achicved
wothe same stadent, oand the twa «rror tidden responnes were alse
Sommitted by one stuadent . cour students were able o to reep therr
crrer rate bhelow RB” on both tasks, and two student s had more than a0
crrors on both. Thas, it can be argued that the two tasks, especially
the pormy were et tect tue st rament ot vilowing stadents to Show
theor ability 1o comprehend metaphor .,

Fooveneral then, the poem made somewhat fearer distindctions
T the intersretattonal abilities of fhe students than did the Smith

ony

Tt aphor o, with t5%e noem ik the St optns o0 the ju-\( comprehiender
} i

ind  the wearnesses af the noope .t corprenenders 1in the sample hotl .
showed ot Tearly. Inothat repvard, the ooem tppeared o ve been
Letter ol e ot Gk oW ala realist s reading sk an

That it reqired e Studvnt s ot read and e e A ocomplete work o
S SN LD SRR TS SRS ST EUROESTE SRS VEOITpOrtant St terence thus estahe-

Pivhied avpedared r have noen o o, imonnt ot ontext orovided, wit!
orodete Cnrtext hedine o L s Lot ave toe the reader. However , rhe

poct ot rview D dnve e quesr Do Vitheae g caretul cttort was

Made tonhr ke the questlons et b oo Sint woas SUUen ot an exnected

Prewer e s tadent s bt the Bt 1 ot e Lt st o g jiestrons,

Sl Tade Uy sk nnlire 0 Tesnre reading ity hat o similar oo
oS ol tase, e drreren es tr e rh G0t L ek Wee e gt
students’ Iaterpretats ns were noe mrented upon . they were not o ol
that thelr ainswers wers riont or ST ony s oand thoere were U se o

LASSIAtes to continte e s tme:on Thus 11 was 0 revalar readioe

Task i the sense that stiudents were deveadent entireiv o on orhelr own



Pereirc s o anterpretive ideas.

Lt appeared trom the resulta that the two fasks were gimilar
enough to he comparable and thar 1 he poem tollowed logically upon
the Smith metaphors 4. an IPPTopriate nest Step tor maturing students
ot lTiterature, but that the dit Perences in length, completeness ot

fontext, and tvpe ot metaphor Wwere relevaint oand worthy ot attention.

’



CHAPLER .

SUMMARY, « o U0 NS AND TMET D Ty

this hapter presents a summdarv ot the tady, the tandingy s,
Conedustons, tmplieation s tor e o and o Tt her rese s Yooooandd

vooon luading stareme

LOMMARY

ood Viter arnre cames et gnhior e T e ch o o e e T e
oot Seretore o orender oot e i le ot e e mer e o u Y
thev are to rend ettecr el Yo © Lttt e b owrtoow bt oyt ' N
students’ ability ot amorehen o et antior I R AR S R
Study was o examine the abilics : LTS AT S sy p e et ter ot
et cteer, parttoularly e N L L TR LY SE L AR

en ountered.

The wtadent e e RN I o S et et s W
trom *we slets s hoele v s he s Ve L Co St e Ha
oo tudents roanked o b uer T e - Mmoot ade s et e they

1S IVeTrays .

Stirdent s wer@ patersiewsd oadie o, U S L S

»

W LANK S TR tirat sk W T reont and Lt er et N S
Metaphors contalned 1 C1ler ary excorn o s R R
(19 7). e e ond was e A i T et g st p
Sk ) ) B . . . ‘ o
Jlcrtison S poem S S S A Y 1t oap e ML L 3 e
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. he

students'

TS OonSes

were categorized wovordineg v a4 svstem

derived from the data. Analvsis was made through an examination o
the responses, 4 notation o! ‘requency of catevory vsage, 4 0T parison
of the resuit's o the individual meraphor tasy with the resujts tonand
bv Smith (197739 and a4 comparison of the resnenses to the Two LiSKs.,
FINDINGS AN CONCTUUTONS
Question i
What basi. anderstandinvs o1 metaphor do stadens aedr to
have”

Students, were s .. able o recognize T the statoren?

containing the metanhor was not literar a8 o0 not e o qnterpre
*
As indicated in Chapter o, i, is an 175 ortant ste; oo tetarsornoiy
comprechens oo, Contfusion [ S AL SRS G O R A R ot
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GQuestion !

What ditticualties Jdo vrade ten students encounter in interpreting
literary metaphor?

A%
Al

Notoall or rne students expertenced ditticulty, but for others
the nroblems were considerable

Some students appeared to have no lovaltw to the pring and Jdid
net use the clues provided to reconstruct the anthor's meaning.  Another
anpe toto thils dit‘/firultv was that some students made no attemnt o
present a wholistic intervretation in which all of their own statements
complemented cach other. Thus, contradictiens coourred, ciher between
tie student's intorpretation ?nd the texty or within the interrretation
Ttoaeit. ere were twe levels to this problem as some students seemed

unaware that there was o ditéwenlty, and otlers commented o the

mistit, but were —oable to o make o+ oren st tion. Lo o ey
ocvurred with the TIterdl comteXts suarro vl e foa Me 0 L das We .
as with thne metaphors themselves. Thus, the most serlons Jditiiogiey
appedred to Se witnh bhasic reading compretiension, i T DTS
remembered that these students were Dot the wWearest 1o Uhe o rade .t
were those who had achicved averaye comproehension scores,

Since context s reguired o andoratand g ometarhor . 1 ma
Interpretation of context can have a detriment gl ortooe ot woomypre -
dension b the metaphors Occandonal Teothie it ity o arose

Arotier probiem was thoat o deaorison Notoar R T S SO

that some students fnvd.,d onlv o on the tenor cr e vl e o
exolusion ot the other. This happened very Dorreanest e wit te
Individual metaphors ftone student with metant v 0 oot par e RN

to the exclusion o the toe), but was somewha® =ore o omme 1ot

v



Interpretations ot the poen,

No o student attemptoed to take o metaphor literaliv, but there
Were 4 tew instances in which o student could realiv not vo turtner
than o sav that the metaphor did not make sense. In Reinseh's
terms (19772, the student conld reject the Titeral eaplanation as
nonsense, it could not 2o on to make the necessary resolution by o
suitable tizurative explanation.

A rmore subtle difticulty was that sometimes <tadent o missed
the inr bl aticuos o0 the metaphor . As noted in Chapter O, Blace o190
Speaks ol metaphor acting as a tilter to oreanisze our view o1 the
tenor.  Some students were apparent by ndt sens:itive enough to the

etaphor to let {t torus thedr attentdon sutticient e ana thoas they
tatled te ddentity the characteristics beiny highlivhted.

Ancther subtle but important difticuley was “hat Lome st dens
tended to reep the tenor and vehicle too separated, 5o that stodens
would desceribe cach but would not be clegg about the relationship
between them.  or in other cases the rd tonshiy bhetween tenor oo
cehicle would be vent to that ot 4 comparison, - that in Blacr '
terms, stadents failed to appreciate the etfects ot the interacrion
ol the metaphor. In those instan es, Students were Dot vavita orr e
interpretations, but were simply beine sorewhat tncomplete and there-
tore depriving themselves o tull Comirenensi o,

The matter of context emerved In this study as oo s o
interpreting metaphor. The dlear advantaee of the noem ovr the Smpot
metaphors was that tor the poem the context was  omplete. D hanter

.
discusses the importance ot coen ext and stresses that surti pent St

~

\



is vital., However, it is net made clear how much context jo sutticient.

Perhans a verv creat Jdeal is neededd 1Y o metaphor in g book-Tengrth

work describes a character, evervething the reader has already learped

dbout that charicter int luences and colours the reading ot tne meta-
vhor, \nd detarls about the chara ter are Tirelv to be sceattered
throughout all the preceding paves.  The mood and atmosphere which the
author has created i1lso int luence the wav the metaphor io internret.d.
A reader who knows nothiag at all about Dvian homas' A Child’

Christrmas in Wales amd then enconnters "handaged town' mav o dricr iog.

such errors as notions o the town recovering from war damave or

L4
plagic.  No reader who ApProaches the metapnor through the o on et
ot the carlicr pages of e g count oand the mecd ot o e dvivr
md oamusement could ever thipes Ot snel o mitare. Patoin contest
the metunbor takes on EUeat power to portrav thie cocanailated
Happiness, seonrite and beauty which were the mood of remerbered chilld-
hood Christmases . The ontext o whicb colongry th, r
Partioular met hor mav o thus be oane Partoer all or the preoeding pages
ot the work, [t mav wvl.! be that 4 reader cannot tully Dpreciate gl
the subrbetivs and implications afforded by well—writ ey mer o ner

1o deprived of thig laryer context .

Diestion 3

Whaloare oty dtoerenies hetweon ! P e e r
in thedr ability to interpret metapl o
In the depth of insivht and degree o e rst anding otowe

.

there was a4 vervy STedt ranye amonvst the twenty otagdent .

One ditference between the two FTOUPS was thogt e by



[

comprehenders made fewer errors.  Of the rtotal responses given by

the high g£roup to the Smith netaphors, 10, were errors, and for the
poem 137 the average comprehenders had a racg of 35" tor the Smith
metaphors and 387 foe the poem, Thus, cach Rroup remained fairlvy con-
sistent on the two tasks, but the difterence between the vroups was
considerable. \

All of the vonfabulatihn\g'_.jpunsvs came trom the average
comprehenders.  The high group showed 4 MUCHh Stronger sense of staving
within the bounds of the brint and of knowing what inferences can be
drawn rrom the information given.

Both categories, literarv evaluation and Citing text as
evidence, were used much more by the higt comprehenders. literarv
evaluation, particularlv, seemed tao be an indicator of rood compre-—
hension skills, since two students who pave excel lent Internretations
daccounted for the majoritwy 0! these responscs., I discussion ot the
bpoem students were asked to cite text as evidence. Average compre-
henders, therefore, did so more than tor the Smith metaphors, bhat their
Usage was still somewhat lessg than that ot the hieh comprehenders who

i
were more thorough and complete in their answers, For rhe Smith
metaphors where no Sugpestion was made on this noint »ohIen compreh nders
cited text more than twice as often g tMerave comnrehender s, However
the ditference appeared more r“()mplvx than mere Citing ot text . Some
ot the dverage comprehenders pave Interpretationg whioh Were 1neonsgo,-
tent with the verv text thev Were citing: whereas the hivh  ompre -
henders who were volunteering text wWere oot Dasiny thoar farernre-

.

tations upon it. I't seemed that the CIting of tewr ftae]t Pad oao real



value in assisting an accurate interpretation, but was more of a svmbol
of comprehensfon ability. The students who were most likelv to ¢ite
text had already made the best interpretations.  Asking students to
vite text appeared to be of verv little use to them unless accompanied

bv some method of getting them to attend to what thev were citing and

S

to make their explanations consistent with the text.

While both groups were able to make some of the more obvious
interpretations of the metaphor, there was a considerable difterence
in their ability to provide the more insighttul and subtle meanings.
The average group averaged 1.3 Fl responses on the Smith metaphor and
the high group averaged 5.4.

The high comprehenders were usually able to achieve a1 reasonable
balance between attending to th;>‘;\w11t¢'xt and the metaphor.  Their usual
pattern was to discuss the context €irst, beginning with the casier
aspects and then work their wav into the metaphor itself proceeding
toward the more complex ideas or subtle interpretations.  In the peem
the structure of the task altered the procedure somewhat | but apgain
theyv started with details thev were certain about and worked toward
the complexities. Thev gave the impression of lavineg as seonre a
foundation as thev could, and of using that framework to build toward
the goal of a fuller understanding.

The average comprehenders were usually much less oreganived in
their approach. They seemed more to be grasping at whatever idea «ame
floating along and hoping it would carry them somewhere.  Thev tended

to look too much at either the context or the metaphor, asually the

context, and make fewer interrclationships. Thev frequentlv then had



ditticalty in <tating even the more obvious connotations ot tlhe

)
metaphor and otren did not get to the subtleties., /

Duestion
How wucoesstual are stuadents in goine bhevoad the valia, Hut

obvious, interpretations ot the metaphor nd sroviding insights

into the more subtle connetations!
eoanswer to this question appeared to be that it depends
]
very tiueh upon whitoh student is doing the interpreting. Some students
vad considerable ditriculey comprehending the more obvious aspects and
qever did oget to the subtleties. But two students in particolar were
tairly consistent in probim deeply inte ecach metaphor.
As Black (19600 has described it, the interaction of *he tenor
-
and vehicle vives new insivht which belongs to neither.  Some students
cave cvidence ot having percegpved that o intoraction seo that thev were
able to sveak ottt deolation and secarize oot the "bandaved town,
or the nersonal qualities of the train. Thev were not vet able to o
this consistent!y, however. Four students only cave insicohe o
responses to tive or more ot the Smith res; o nses,
.

Occasionally students explored one metaphor more tully and

miade several dnsiphtfual comments (the hivhest number was tive Tor one
"

metaphor) on 1t. An aosted dn o chiapter UL Winmer Coand that older children
were more Tikelv to see o ovariers ot o lationships., Apvaln the resait s
We v uneven fromostadent o Srerdent e R TS AR S ST

times to be quite complete.  Most students seemed to he in oa transitd
stage, where theyv were sometimes able to he ver LSyl Somet ime s
to have tlashes of insicht and sometimes at the Dower <tave 0 viving

obvious responses onlv. This Is consistent with the Titeratare whion



Suveest that student s crow vraduall s e their o smprehenston and o
back and oarris betwer 5 Tovelds ot mden standing. Tt alse consistent
WHUH Piavet " thecry ol transition Qo Staves of . ovnitive deve] pement

Yhetter oo oot radents el the senae of Ol Tve st e

thoat Snon'd o g

ompany e taphonioal corprchension, it was ot 4 lwave
possible ro determine., At times, however, thew did. As thev heoame
Ware ol anointeraction, che surprise wonld he aoparent in o the vooe

el wounl aometimes be o orpanied by Statement sy b, 1 ey

thoocht ot te rhar wae, or o veah T see whiat it omeana Untaor -
Tt e v, Tt wan 1l tmes gl Lear ot et Wt e

onlv the Sarprise o pueslenent ) oratter Crar tigt I R L R
he hest comorelinders 1o e vromn 114, owen Iy XD A
RIS RS TENTS S T U wooanted s s et b, K U

Hostostudenits were abile foo ric bt the taan it e 4 gt

ontctations ot the metapnor-, oy lesorched inoo

oo tally apparent in the two o tanhior o taken Tror e e Wit
tretashors Moand 0 Froquent ol tadent s who i m oo v o

det il and who seemed to B tamb iy tor words weer e r thie e

N

convev cleariy o the sonse oof !

cereboding, Joom or Bledar e eyt

hils rdod of onarr s e RN

Promothe s agg e,
devel ped oan the stadent

There were a tew students who, oo dioe vo oy e
were very capable readers, hotowne ooave ool R B P LI
responses and did not chow ey reas reativity or 1::»"%.'. ot

trom which the scores were ohtained askee Vicer gl leve Lt

questions onlv. Some students nave apparent b et b gt et
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Fiteral Comprehension ooores were

Imterpretets of metaphor.

«

el necessarily the

most

insivhttul

cudent s oshonld ne taueht directly what metapbor i< and how
It tun-trons., Voobruner cl9% % has pointed out, codes are jcarned more
sty owhen the sabject knows there i one. e more abje student s
wh o riew Wbt met apnor o was oand  onld o ase the o wor o were o diso the
Destoonternreters o met anhor . Stoadents heaitd gl be raaght the
hes e tapior has oand the parroses ftocerees in Panguage and literature.

However , in reaching aboit Tt aptor fhe amount o' Jtrul ture
slven shonld he o relarod ot the need s torthe stadento ) 0 fvhge e m:'n'
flrrcaisy a0 stuadent 1o bavine in comprebendine et apror e more
ctru ture s brevided o the teaching,. More abie students wihh o ot
Theees 0 St Y'IX'N{ ‘Al AREEY ’ '.:’ it }3(' [N YL("“.

O S SR A There was with one excention @0 boae relation-
ship betwern encovment ot reading and vood emprehension of metaphor .,
Dne student s Tarmed co Tk reading, but ocave little cvidenc e oot reas

a“
comprehension, Braerwise, o lovor 0l Feddiney were the eoaod M T e =

enders.

The wo abulary in whi-h metapbors are expressed and the complex
centence sTractare anowWhbon they ma e embedded oan greatls Complioate
o dntenrer tee ot ek Ledoters Ll b, WA [ R O T TR SR S SN ¢
Vo aabular v ot Senten e Structure mavw e Cor e studentst o oab il res.
However , that does ot mean that mors mpiex netaphers chould he
ivorded . e mere At oalt ome Lomet imes hve more interest oy

oncepts to convevy and therefore may Y muach more SAatistyving when
thew are omprehended. By o the hivh sobool level, teachers should be

I



more concerned with Yelping students with toe ditticale aopects ot
reading tasks rather than e cssari e selecting casicr material tor

them to read.

Since conrext iy ‘ Jitd: in comprehension ot met aphor and
since the approosriate amount ot ont ext mav be wome or all oot the
preceediag part ot the work bein. read, “cachers should be caretul
to provide this context and to help students hecome aware o1 how
thes prior knowledge in:.en oo the metaphoriea, Interpreration,

Yetaphors in isolation or oapn owers Prmfted Context, are 1o be avordey.

SUGLESTIONS " CROFURTHER KESFARCH

The svstem ot evorization worked out ot study could

he used with g larver sample and a wide variet. o metaphors to gee

what patterns ot understanding and ditticulty emerge.,

Since context appeared to be crucial in comprehending metanhor,

It would be interesting to know it the provision of a4 longer and more
complete context would atiect the qualitv o! responses students were
able to sive.  Also a comparison could be made between the interpreta-
tions viven to individual metaphors from difterent contexts and thosge
which are related by being part ot rhe same DaASSaRe.

A verv usetul studv would be one which was able tirst to
diavnose and secondly to remedidte the basy cmprenension problems
which some students were experiencing .

Willingness to withhold jndgment and to remain tentative unt il

.

sufticient clues are provided by the text appedars to be an important

daspect ot reading comprehension. It would be helpful to know precisely

140



the relatton by hetween tent ativeneae and et aphior s comprehension

it ot text as o evidence has o ocommonls been thouyht to he

ok
asetul o wav oo vheourage student o to i aterpret et oyeour ate v, In
this stady rhe question arose aa 1o whet het LTI beX T e o e s

tocurate comprehenston, 185 the read 't nrodoced by o teader who 1w

already Interpreting ettective o0 or 1 4 subst itate 1or an tiadeagudt e

verbalisati on. Thin Taer po sl ity was suepested hy rhe oot that

some students ci{ted text whio crradins taed

thettr own ntearretat topgs,

but thev apparently ot redlize thije Foorther rosear v s
P

rhvrwf}rv, needed o crmine tho gt ot vy A ST R A T R SR
tor its use.
CoNe T UD I NG STATE N N
TS S N T R N N ST R T L AT I . T ST g e

Students have oy oo entaql Baae tor under ctan crny mer

e dpprendriate context oo bhker arad Saowledee and o atteot ot make the

more obviosus interpretar s og. mprectension it iylties Intertere
In this procvess in some L, Ruc Sl amall o number ot he mose
able students can respont faar,ebetal e it fee oo rhae ot

impact ot literarv megant or.
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APPENDIX A

SMITH METAPHORS AND POEM
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SMITH METAPHORS

The wave Struck the 1itt . It sent Lonye tonvies Treamicy arannd
Teoso taat Toould Aeltier See nor begy .
The LONgUes O witeg Ficked int. I B L Pevices, dravped gt omy
aand nd ot omy bare teet RTLpping the Joden.
\ L
cott 'I'x'.l, Island Yot Blge
vichiiag
The Jiti)e Tare had whir]ed Lot o them, KeeD iy ¢, Gt
bebiind ner . With her roerp Dared and her ears adld bai kL o
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tooked halef wolt tor g
R. Sanders and L Koy eew
DITe ot ang Figh
e oy Aomes
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Tt sies Look nw
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INTERV IFW FORMAT

Mter an fntroductory chat with the student, the tirst task

wds lesoribed.

Introduction to the Smith metaphor task
P
mith netaphor
10 ke vou (o help me inoa o study oo deine on how student s

novrade ten understand and explain some thines they read o litera-

ture. I'm cotng to yive vou some paragraphs with a4 tew ~ords under-
lined and ask vou to tell me what ideas and comparisons these words
hraing to mind. In vour explanation use the whole parayraph to Ve lo
vonr, bur opav oparticalar attention to rhe anderlined wordss. HJ-\ ire
the oare 1'd Jike vou to fnterpret.  For example, looe ot trois card.

Uoostudent was then shown 1 ocard containineg e Tines,
"ALD the world's a wrage,
And all the men and women merciv plavers.”
Interviewer and student then discussed the lines, with the in‘tvr—»
viewer inviting the student to contribute ideas, but ensuring ‘LhdL J‘tA"
least two different hut possible views were given. |
The student was then given the first card, dasked to sead it

silentlv, encouraged to take time ¢ think and reread tor as long as

the student wished to do so, and then heyin to spéak out it when

ready. o

“"The second thing I'd like voy to do ls Lf read 1 whole poem
L
instead of just short paragraphs. Read it over 9{?ent1v several times.

' [ B .
Take as much time as vou need. Nobodv every uomp}.e[{]g understands 4
Leoes¥



poem the tir .t time through. SO read 1ounta!l o ontve frgured out wiat
1t s about, and vou reel somewhat Camtlioar with it And then when
vou're readv to talk about 1ty 1ot me vnow, and T have 4 tew

QUHest 1ot To dask vou. '

et v o Colake to Lee it bap the miles)
Toor not: o the word 1roan e tirat Dihe, What o vou

ik Ltors

What « lues in 7o e omake ot ink ol
the student's answers o Pl quee s titor determined whio b
Cothe three patterns & 0wy w0 o he sed
.

Ttaln response
Yoo what s the s rain being mpared’
Which part . ot the soem gpply to borh g frarn and o horse
3. [« the impression Ypu have oF the rrain ditterent Jpecaus
it is descrited 18 a4 horse! 't so, how!
)

.. Is there invrning « l=e - didn't ase wou that vou'd like

to mention abhout the oem?

Horse response
' ‘n the Doem something else s helny
were 1 horse. Read tr ¢ poem awal: 3id ~ce 1D v oan
tell me what *aat e LN e LS
Wwhy do vou th‘inlf that '’

3. I[f student Jdoes ot state train on the second jttempt,
suggest it. .

4. Find any words or phrases vou can which could reter to



both a train and a1 horse and explain how.

5. 1Is there anything else [ didn't ask you that vou'd like

to mention about the poem?

Other response

2. 1'd like you to examine the poem awain and see if -
think it could be describing sometiing else, and it .o

what else.

3. Is there a comparison beinyg made? It ves, what is it
4. How long ago do vou estimate the poem was written’
5. Is there anvthing else [ ¢1in'1 .gk that vou'd jike to

mention about the poem?
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SUBJECT 1

’
E
Metapjor

Category 1 2 3 4 ] h 7 8 9 10 Total
Al
A2 3 3 1 10
B1 1y 1
B2 2 2 1 l 6
Cl 2 B) 5 3 1 11 8 3 1 40
C2 2 2 1 4 - 3 4 1 5 1 28
C3 9 1 2 [5) 1 4 2 28
D1 3 1 1 )
D2 | 1 2
D3 2 2
El 1 ) !
E2 1 1 1 N J 7
E3 1 4 1 '
Ed4 i 1
ES
E6 2 N
K7 1 !
F1l
F2 1 . 1
F3
G1 L 1
G2 ] 1 1 2 2 2 1 8
H1 1 !%‘ } 1 ] f
H3 : i 1
H4
J1 2 2 ) !
12 4 12 " g ] ‘i

‘Total 21 12 13 18 19 17 40 23 35 ~ G
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SUBJECT 2

Category i 2 3 4 5 f 7 b} 9 10 fotal
Al 1 H
Al 1 1 1 3
B1 1 1 J
B2 : 1 1
Cl1 3 2 2 3 6 i 1 18

¢ 2 4 1 1 b
C3 4 ) 2 1 0
D1 1 1 1 3
D2 3 3
D3 2 1 )
k1 1 1 J
E. 1 3 1 1 £
E3 1 1
|
!) 1 i
E6
E7 1 1
F1
F2 1 ! 1 3
F3
Gl 1 1 !
G2 1 1 N
H1
H?2
H3
H4
J1
J2

Total 16 5 7 8 8 5 b) 6 4 . HE



P AVl
SUBIECT 3
Metaphor

Category 1 ' 3 4 ) 6 7 b 9 1oy [otal
Al N 1 1 4
Al ! 2 ‘ 2 ! b
Bl 1 1 2 A
B. . - ] 3
Ccl J z 3 1 ol
c2 1 J 1 ? 2 o]
C3 2 2 “
D1 1 1 3 5
D2 t ! 2
0} ) 1 ’ 1 f
Fl 1 ! R
b2 N 1 N H
E3 N 1 1 1 ] 6
E4 } }
ES 1 | ]
A 1 1
k7
F1
b2 ! ? 1 A
F3
Gl 1 l
Gt ] ! R
Hl ] l A\
H2
H3
HG 1 ! '
J1 1 1
12 3 1 3 § q = 304

Total 9 10 12 13 9 ) b ; | s 1l

160



Categorss

Al
A 2

SUBJECT 4

B1
B2

te =

-
—_
—
—
e ~4

—
—

—

(s

D1
Do
D3

—
ro

—_

[

._‘
ro

—

P

HI1
H.
H3
Ha

Total




SUBITCT 9

.

[}

9

Total

o~

H1

H3
H4

Ji
J2




SURTECT o

Metaphor

. . , N ¢ : !
Cateyory ! 4 4 ) t = 4 L Partal

Al N .
AL N | 1 '

H1 2

H. J

H A N )
H

'l

12 .

lfotal 1h 3 ] ) 10 ] 17 ¢ . - <




Catevar

Al
Al

B1
B.

SURBTEC T Y

Yetaphor

) ‘.

Al
0.

-
T e —

H!
N
H3
H4

t, —

Total
\

3]
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Catewvar s !

Al
AL

Bl

CUBITEe D A

Hetaphor

t
.

(OB ' 1
[
(O !
ol
02
DY




Al
AL

Bl
B2

© - e m——— ——an

SUBSTECT 9

H1
H.
H3
Ha

N 1 1 N 4
! N } 1 1 =
3 1 i 1 ! )
1 ! 3
1 1 ! }
1 1
3 1 X
1 1 1 ! .
i
7 o} 4 ) = N Y ¢ '

LRI -

. ey w— ——— e

10

Fotal

Lhit



SEBITCT 1o

Metanhion

Y "

1o

lotal

H 1
H
b3
Heo

. '
ERRENY I

e
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"x,
SUBJECT 11 .
-—w lToTioTs TTIlviTToozo oo o
Metaphor

Category 1 2 } 0 9 fy / b 9 10 lotal
Al
Al 1 l
Bl 1 1
B2
Cl 2 1 1 3 1 4 12
(O 1 1 z
(O
D1 1 !
D
D3 -3
k1l 1 2 2 1 2 2 1 11
o J . ! ] J J 10
E} N 1 ~ K
F4
ES
E6 1 1 1. 1 S
E7 1 1 1 }
Fl
F2 1 1 1 y
F3
Gl 1 2 2 1 6
G2 1 1 1 1 1 5
H1 1 2 3
H2
H3
Hé4 W
7l
J2

Total 3 h ] 7 ol 7 £ B 7 5 A

-



Category 1

Al
AL
Bl
H‘l

by

SUBITFCT 12

Metaphor

/o 9 [

»

10

Y

I'sta,

Cl

D1
D2
D3

¥l
r
k4
ES
£6
E7

]

Fl
F2
F3

Gl
G2

H1
H2
H3
H4

J1
J2

Total

7

10



SUBJECT 13

Metaphor

Categorv J 2 1 4 5 n 7 b 9 1G Total

Cl 1 2 2 2 6 2 15
Cc2 4 1 1 6
C3 y

D1 2. N
D2 1 !
D3

El 1 1 1,
E2 1 > 1 !
E3 2

E4 :

ES 1 1
E6

E7 1 1

[

-

—
e L o

Fl
F2 1 1 1 3
F3

Gl

G2 / 3 a

H1 1 1 2
H2 1 1
H3

H4 1 . 1

J1
J2

Total 3

o
>
>
w
>

11 7 6 7 B

~1




SUBJECT 14

) Metaphor
CAtegorv 1 2 3 4 5 6 ; 3 9 10 Total
Al
e : 1 3
Bl
B ] 1
1 1 1
(O 1 i 2
¢ 2 2 1.,% 7
» * Y
-T , -
Dl : 1 ’A;il 2
R 1 3 4
D3 1 1 2
' " 1 1 1 1 4
k2 | 1 2 R 2 | 9
£ | 1 1 1 2 1 2 g
E4
ES 1 ) 2
E6 X 1
£
1!
3N - w
3 . L " . ¢
Wi Ll
Gl
G2 N
H1 1 1
HY ' K
H3
H4
' ’ R :
N ’
Total " 9 4 ) - 5 9 B 7 5.2
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SUBJECT 15

. Category

Metaphor
1 2 3 4 5 6 7 8 9

10

Al
A2

[
—

"Bl
B2

Cl
c2
C3

D1
D2
D3 o

El
E2
E3
E4
ES
E6
E7

L

Fl
F2

F3

Gl
G2

H1
H2 »
H3
H4

J1
J2

Total

12 7 15 8 14 5 10 11 9

99

~d
rs



SUB.JECT 16

-

-

Cateygory

re

i~

Metaphor

5

6 7

Al
A2

Bl
B2

Cl
C2
Cc3

o

re

D1
D2
D3

k1l
E2
E3
E4
ES
ﬁEQ
E7

Fl
F2
F3

Gl
G2

—

H1
H2
H3
H4

J1
J2

TOTAL

o

10 5

173



SUBJECT 17

Metaphor

Category 1 2 3 4 5

Al 4 /

Al 1 i
Bl 1

B2 1 1

) —

D1
D2 1
D3

~ “
!'j]; 2 1 a1 4
E2 3l 1 2 2 1 1 b
E3 4 ¢ Y

. 2 3 3 8
E4 k
ES
E6

1 1

3
¥ >

E7 1 1 & : 2

Iy

7
—

—
—
o

J1 :
l .
J2 - l

Total 5 3 3 4 3 4 16

Ut
o
w
[Wal
o~

4
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SUBJECT 18 ’
Metaphor
Categorv 1 2 3 4 5 6 7 ® 9 10 Total
e e—— ———— —
Al
A2 >, 1 3
B1 1 2
B2 1
C1 } 2 2 2 6 1 20
c?2 3 2 1 1 1 1 12
¢3 4 * u 4
i
D1 3
1
1 5
1 1 1 1 7
. . 1
1
1
¢
1 1
1 1 1 5
H1 | 1
H. 1 1 2
viim H3 ] 1
H4
J1
J2
Total 127 s 6 6 /,-s 7 4 710 9 71
—y e
-

.

el
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SUBITLCT 19

Category ] 2 3 4 y f 7 8 9 10 Total

» __ - . e I o
Al 1 1 i 3
A2

{
Bl 1 1
B? ' 0 1 1
cl 1 3 ] 1 2 4 1 J ] 16
c? 1 1
c3 2 1 1 1 1
D1 \
+ 1
D2 N
D3
%_;
El 1 , 1
E2 Lo 2 h ' L 9
E3 1 1 . N
E4
ES
Eh 1 = ]
b . S
Fl
F2 1 1 1 ] 4
F3
Gl )
G2 ) 1 £ 1 N
. 4
H1
H2 1 1
H3 .
H4 4 — 1 1 6
J1l
J2
Total 7 4 6 3 6 5 7 4 K 5 54




SUBJECT 2

()

P
oIzl z Tl I T.cC Tz ,3\, T - = =
Metaphor
Categorv 1 ! i " 9 t / < 9 10 fotal
Al
A2 1 ‘ 1 A ¢
Bl
B2 1 1
€l 5 b h 4 4 6 3 5 1 40
C2 2 1 1 | | 9
C13 1 1 !
D1 N 1 1 I' 1 6
D2 2 E
D 1 4 R -
- — . o . B
bl 1 3 S 9
£ N 2 ! 1 2 N 11
E3 1 1
E4 1 ;
ES
b ‘ 2 K
E7 1 |
F
F2 2 1 1 4
F1
Gl i} 1
G2 A } 4 1 2 3 1 2 13
H1 4 2 2 3 3 A 2 20
H2 1 2 4
H3
H4
i 1 f 2 3 iy
J2
Total 18 8 25 19 14 11 18 19 14 10 156




TOTAL NUMBER OF RESPONSES GIVEN BY AVIFRAGE
COMPREHENDERS FOR SMITH MFLAPHOPS

Metaphor

Category 1 ? 3 A 3 6 7 ¥ 9

A ! | 1 9 3 2
Z2 4 s 3 1 8 }

Bl 2 N 2 ’ } 2 ) !, k
B2 ) 2 ! 7 | ! ; ! 2 27

‘_’____,__

c1 2220 14 9 14 6 14 10 17 .
ce-.». 8 3 4 9 5 5 ) 5 :

C3 20 2 5 ) h 18 13 9

Dl 1 5 3 1 3 2 !

DR . 3 2 | !

»Y 5 ] q . A

£ ) 1 13 ) ]

E? 10 5 4 7 y 10 N 4 )

" E3 ! ! 4 14 Hooo1d R 4

Ed 1 6 K 1 1

ES 1 3 b 3 2
Eb 4 3 1

E7 1 1 2 2 4 N

Fl ' 1 _ 1 1

2 K 2 3 ! b ] 5 3

F3

Gl 2 1 ! 3 1

G2 6 2 2 1 2 2 K

H1 4 \ 3 | 12
H2 2 | 4 3 11
H3 2 1 1 4
H4 1 N
J1 1 4 4 3 5 :

J2 4 3 12 1 10 5 29

-
Total 104 57 68 72 77 6 97 66 100 72
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TOTAL NUMHEER OF RESPONSES GIVEN RBY HIGH
COMPREHENDERS FOR SMITH METAPHORS

Category 1 N 3 A ) H ] 5 Y 10 "otal
Al t 1 1 ] 9
Al ) 1 ' 2 | 2 0 } N N 27
Bl 3 s 1 2 1 | 2 14
B2 1 1 ! b Y
c1 14 11 20 i 16 16 D 11 23 8 158
¢ (3} N 3 2 A 2} 7 5 4 a4
C3 9 9 ! 7 ' ’ 21
Nl 5 14 S 1 A N J 4 34
D2 . 5 N | 9 13
D3 1 4 1 N 1 9
El 5 2 } 9 3 8 5 10 N 7 54
K2 S 12 10 7 11 12 4 1o [ ah
E3 ] 3 1 2 9 2 5 | / 31
k4 1 1 N
ES ] ! 1 }
E6 s 5 1 3 : 1 14
E7 5 S 2 1 1 14
Fl ! ! 2
F2 } 5 3 5 1 9 3 N 3 30
F3 --
Gl 3 3 3 2 2 1 1 16
o 3 1 3 8 2 3 11 4 6 ) 46
H1 S N 2 4 4 10 N 3 30
H. 1 2 2 5 2 12
H3 1 ] \, , 1
H4 4 1 l 1 7

e e . ———
€
J1 N 7 1 2 ] J 9
J2 ’ =

Total 80 48 90 65 66 b4 87 77 T4 A9 120




APPENDTX D

SAMPLE PROTOCOLS

i

Four sampic protocols are given here
Neorer interpretations to each of tt}
different students.

»oone of the better and one ot the

e two tasks. Thev are from tour

180
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Subject 15 - Smith Metaphors - Good Tonterpretation

B1
1. Te's uh - in the tirst one where tne wave struck the clitf. /

B1 )

It sent long tongues streaming around me so that 1 could neither see
1
nor hear. 7~ "h - 1t's obviouslvy - he's dealing with uh -~ with the
F2 61
ocean. 7 0r at least it seems to be obvious. / And it's rather descrip-
G2
tive. / It savs "'sent long tongues streaming around me so that [ could
E6

/ So that he's - it seems tco me he's completely

"

neither see nor hear.

enveloped - enveloped, excuse me, in what he's seeing. / Uh - he's -
Gl
using the description ot long tongues to put his point across as best

B1
be can. / Tongues of water - tongues of water. / The second one - it

E6
seems to me that tongues of water become almost an evil that wants to -

Cl
to pull him to his death, / as if - when he's - when he's just hanging
cl
there on that ledee © and it's trving to pull him into the water. /
S
E2

In this one [ - I see now uh -~ you can see the protective -/

E1l
the maternal instinct as the - the mother tries to uh - protect her -

F2-J1
her uh - colt from whatever is fac- / [ guess in this case it would
E.
probablv be people tacing her. / But in the description, she looked
C1
half wolf uh - it's showing the ferocitv / and the care she'd show

D1 g
for the young, / and how strong the maternal instinct would be 7in

1

female, with her young. /



11
3. In this one when it says ''the tog comes on little cat teet,"” I

ft's uh - as - you take cat - and cats are supposed to be, tor ex:

11
they represent evil, / and at times the fog can represent evil. A

J1

kxnow how Jack the Ripper was supposed to strike in the fog, for"'.

DA
example. / And a cat goes quite silently, / and the tog doesn 'q ke

Al
very much noise when it comes. / So as the fog comes on little cat -

on little cat teet uh - to me kind of describes that uh - how

DI-E1
silently the fog comes / without - vou can really not notice it until

Cl

it's ;there. / And as it goes on to say, the fog uh ;\i:i::)ind of sits
Cl Ccl

there / and it envelops evervthing, / and it just stavs / and then 1t
Cl 1
begins to move on. / And it just uh - 1 don't know, it shows the

D2
silence of the whole place, / 'cause when there's fog there's vewy

A3
little activity, / and it kinda shows the silence. /
Cl
4. In this one uh - [ puess he's describing uh - the beauty of
Cl
the princess / and comparing her with the - the original beautv of

Fl
nature / to show that uh - it is - [ w2uess, In this case this woman

G2
:s a part of nature's wonders, ! as in comparing her mouth with the
: se or her eyes with uh - white lilac ahd her voice with music and
her eves were candles burning on a tranquil night. / This poes to
J1

show that there was - 1 suppose her emotions could be scen rather well,

if they could be reflected through - through the eves. / [ suppose
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. 73
F2
that's why he uses the example of candles. /

Researcher:  wWhat emot {on would vouy may?
F2-H?

Subject: /More than likely, 1t'y4 probablv be, say, love. /

Cl-F2

’. l don't know, it seems as it they're describing bells in - in
Bl
the one. / lLike they rang their tidings over bandaged togns. / | guess
~ E2
the banéage would perctain to the - the Snow, that would be on the
E2
town /- 'cause the snow's white and the bandages are white. /
El-C1
Uh - it describes yh - describes the snow, and how the hills, uh

the ice-cream hills, how the snow looks like fce-cream cones. / And the

E2-C1
crackling sea would be more than likelv the ice on the sea. / It seemed
c2
as if the person is listening or looking through the window / and
Cl1
he - he can see - he sees the jov of uh - the idea that Christmas
Bl
means to people. / And uh - like the weathercocks crew for Chr'stmas
E2-C1

on our fence, / even the weathercocks, iron, inanimate objects, it

seemed to him that even thev were uh - thev were happv about it. /

C1
h, Well, the people uh - that «ame onto the porch in this one,
C1
uh - they were standing there / and they were uh - more than likely
- A2
they just finished running. / And they drifted - with little drifted

E2
porches, / they -huffed and puffed making ghosts with their breath,
cl
which obviously refers to the vapour. / And jogged from foot to foot,
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L ]
-«
) ’
which obviously means they were rather cold standing there, / not -
. > T
probably not being able to be let in wherever they wanted to go. /
\ . ¢
Cl . }
7. /Uh - here they're describing - describing the carJ‘.and it - 1t
. ' p , .
B2 : - . G2
shows the mpagnificence of the car / with its uh - glittering plate *

A

G}
glass, the rich morocco uh - / and it goes on to describe what - wigat

impact it had on the person who was watching; / it's immense, breath-

G2 -
snatching, passionate, with its pilot tense and hugging the wheel. /
El .
And then he looks at it - at it, for that time it possessed all - al}
, El
his senses, for all the earth and air. / He didn't notice really
Cc2

anything else for that fraction of a second. / And then as it continued

to go on, all it did was uh - leave the colour of dust, / and every-

C1 : : Cl .

thing was back to normal, / except it could have been just one other
”~

car going down the highway. /

- C1
8. /Uh - here it looks like uh - this place is preparing for war, «/

Cc2
or - or rlooking for somebody who 1s going to take over with them. /

2 G2 G2
Like upon the battlement nothing could be seen./ All was silent but

Cl
watchful. / So these people on the battlement were just staring,

being very quiet, but looking for signs of some activity. / And under

E2-F2 —
‘its frowning arch were fast enclosed - I suppose the arch was just in

. E3-F2
the shape of a frown, / that it was just sitting there not doing

é
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anything. That's not too good. J/

" R: Not too good?
\
. ' Gl
S: /No, I can't see much in that description, frowning arch, but uh -

.

. A3
it's the only one I could give. / I don't know exactly, ut the frowning

arch, I guess it just is in the shape of a frown, and that would be

.
L]

tbout all. /

C1
9. /1 guess this one continues on the same as the one I left off /
0 c3 )
that when the guards did have to sleep when they were watching, / they
B1 ’ cr E2
slept uneasily, / for it was cold / and they could uh - not sleep

' : . E2 .
well on the hard stomes: / the hard stones cut into them as they were

4
lying dowm or leaning up against it. / And it goes on to describe the

Gl '
lﬂ\t how the wind blowing on the uh - Black Gate followed them through

..

. Ccl
the thin cold air - / that the cold air would uh - be rather miserable
, G3°
in the situation they were in, / 'cause uh - like they say, the sweat
, ,

‘ D1 |
grew chill. / More than likely because of ﬁ’nt cold bﬂ’eze. ’°

Cl
10. /Uh - this - this girl's just watching the window / and she's

E2 H1
" just watching the sunset. / And watching - and 1 guess when she says

"evening invade the avenue,” she musy - she must not like the evening /
G2

or she wouldn't - she probably wouTdn't use the term invade. / When
El

somebody's invading they're uh - they're not wanted. / And uh - 1
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2 3

don't knov, what's cretonne, by any chance would you know? “
R: It's a kind of material, cotton material that was commonfy used

to make curtains.

Ccl )
S: /Well then I guess all she's doing, she's just sitting there uh - /
! E2
watching - watching the sunset yand the ?arkness coming, / and all she

Cl
does is smell thosge curtains. /



S .8 : A}
Subject & - Smith Metaphors -/ Poor Interpretation

-

1. - /Um -~ tongues of water sounds likc uh - pails of‘vater / just

B2 - t- : 11
splashing up against the rocks and cliffs and stuff like that.. / And

B2 G2’ ¢ . {
uh - seeping into crevices. / And dragged at my hand / it - feels
Cl ’ Cl ' ~
like it's powerful, / aragying into the water back - back into the.
G2
vater and stuff. / Where he said like uh.~- gripping his uh - feet to L.
Cl

the ledge, / sounds like he was getting pulled in to the water - /

Cl-A3 : , ,‘

strong water to pull him back in and stuff. /

-

Researcher: Would you like to add anything about tongues of water?
Subject: No. -

D1
2. /Well half-wolf - looks like uh - like when wolves get mad

they growl and their fangs come out and stuff like that and their.
. ) c1 |
ear® gb back. / So half wolf, she's a little mare, she's not really

A - )
‘a wolf - / half wolf and half little mare. /

c2 ‘ * >
3. . /Well, cat feet means like uh - the fog just comes in 1little
C B2 : c2
glaces at times / and then it moves on. / It gets certadin places of

7’
¢ B
the area that it's covering over. / .
Bl E2
4, /Her eyes were' like candles. / That would mean like uh - bright,
. E3 A
sparkle in her‘éges. / Guess you could say eyes with candles, both are °
white lace because uh - white lace is tsually a sparkle - / candles are
~N - :



—

v

.o ‘ ’
- LT Dz C3

white, kinda yellow, / and I®guess it would go kinda good with her

white lace dress. / T e
'\

Bl
5. ‘/Bandlged town's like it uh - says uh - bandaged town over

the frozen foam of the powder and,ice-cream hills. / Sounds like it

c3 .
was damaged by ice-cream hills, whatever that is. / Over the cracked
F2-C3 . ) !
ice sounds like.it was a bad winter up north or something,/ ice cracked
B ' c3 |

or something like Epat.'/ and house got damaged, town, whatever. /

R: So yq"fe saying it's bandaged because?

E4
S: /Mighta got wrecked or something like that. /

, E3 .
6. /Well, ghosts with their breath sounds like when you're running

\

\xou breathe out and breathe in, seems like ghosts, / and it says

o Bl
puffed and puffed making ghosts with their breath. / Making ghosts

A3
with their breath when you breathe in and out. /

Cl

7. ~ /Well, possessed all earth and air means like uh - when.the

E3
.car was uh - going so fast / it just:took all the air and the dust

and everything else that was behind it and stuff. /

8. (Very long pause)
R: 1Is that one giving you trouble? Think about why it might say a

frownfng arch. Do you know what an arch is?

D1 : -
S: /Yeah, it's something that holds it up, a gateway. (Gestured an

$

188
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J ) .

- E3 ‘ ‘

arch shape.) / Well, fhovning arch cauld mean like uh -\{H@te the

, F2-E3
door always slams / and maybe it could be 1ike a person frownidg
-~ .~ . - .

because it hurt.‘or something like that. /
v i

L.

G2 . C3
9. /Rard stones bit them -~ / jt means 1ike uh - the frost or

®
chill or sweat or whatever was getting colder up north, / and just

E4 .
like stones bite you and hurt more. /

Cl
10. /Well evening 1nvade%’means like uh - ghe was uh - watching

‘ -
Bl E3
.out the window / and evening invaded the avenue, / like a dark cloud

came over it, /

R: Anything else, there?

S: No.
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Subject 11 - I like to see it 1lap the miles - Good Interpretation

»
-~
- ~—

Researchert M*ite the word in the first line.

. l'..‘.’. P
Subject: /1 think\it'; a ttain?ﬁ

e
R: And what clues in the poem make you think that?

G2

[}

What, do you

\
S: /Uh - it says it stops to feed itself at tanks, / ltke if it was

El

a steam engine, it would uh - stop to be f{lled at tanks. /

R: Anything else?
G2

<

E1-D1

S:- /Uh - arounh a pile of mountains, / like uh - vou'd see a lot of

trains, like if you'd take a trip to B.C., how they sorta of uh - vou

PS : -E1

G2

know,, wind thyough the mountains there. / Complain all'the while in

horrid-hooting stanza, / that would be like the chugging of the engine,

G2

El

if it's a steam engine. / Neigh like Boanerges, / that would be the

. G2

E2

whistle, 1 guess. / At 1its own stable door, / that would be back at

F2

the train station, or whatever you call it. / I'm not too up on trains. /

R: You're doing pretty well for someone who's not up on them. To
p

. -
.

what is the train being compared?

F2-Cl

.

S: /Some kind of creature, pretty well. / 1 don't know, it doesn't

F2-C2

sound like - like something people'd be afraid of , but like a friendly -

I don't know like a friendly monster, or something. /

i

R: Would you take a minute to read the poem over and see if you can

4



tell me exactly what kind of creature.

E2-G2
S:. /1 don't know. Maybe a horse, ‘cause it neighs, like Boanerges.

F2-G2 v
But then it crawls too. /

R: Which parts of the poem could apply to both train and creature

or horse?

G2
S: /"And stopped to feed itsel S
;-'
R: Would you tell me how that could apply to both traim
D1
S: /Well, like live things feed themselves and stop to eat in the
D1-E1l

course of the day. / And the steam engine would have to stop at tanks

every so often to refill its water supply so it could continue going

G2 D1
too. / Uh - neigh like Boanerges, / like a horse would neigh, / and
D1-El
the engine's whistle wou(E:;;ke quite a scream. / And it stopped

G2
docile and omnipotent at its own stable door. /

R: How would that fit into both?

D1.
S: /Like after the train stopped going, you just let it sigz there. /

D1.
It's not going to do nothing when it's back at the station 'cause

D1
there's nothing for it to do. / A horse, if you let it in at night,

it's going to stay and rest in the. stable. /

R: Is that it, or any more?

H1-G2
S: /It could be sort of playful here when it says chase itself down

Dl

hill. / An animal would - like how a dog chases it's tail or something. /

/

191
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p1-}1
And the way a train speeds up because of the weight behind it when

G2-El -
it's going down hill. / Lapping miles and licking vallevs is comparing

] ~ s
like, how animals lap at water and lick salt or something. / And Qh -

E2 i
the way a - a train would just roll over these. / It's sort of a -

Gl1-El
really a little distorted view though bgcause it really changes the

meaning of lgpaing and licking. /

R: 1Is the impression you have of the train different because it is

compared to an animal? -~
Gl
S: /It uh - gives it personality. / R

R: Would you elaborate on that a bit? .

G2 .
S: /Well, like it's chasing itself down hill. / We'd never say a

B1-G1
train is chasing itself down hill, but {f you compare it to an
animal you could easily say it's chasing itself down hill. / And uh -

Gl
complaining all the while is a human quality and gives it personality. /

p1-¥%1

It sort of takes away the meaning of a train too, like for transporta-

D1
tion. / 1t doesn't relate at all to transportation. / It's just talking

Gl ‘
about uh - how the train moves and what {t appears to do when it's

Gl
moving. / That's not a view\that evervbodv takes to trains. /
R: So are you suggesting that from this description you find it hard

to think of a train as a way of moving goods?

S: Yeah.



R: I8 there aqi‘hing else 1 didn't ask you that you'd like to mention

) ]
abput the ~poem? o

Gl
S: /Not.yenllv. I think it's not bad, 1t's pretty good: Justsowell-

written. /

R: Can you be any more specific about why vou think {t's well-

.

written?

' Ha
S: /I don't know, just sometimes I Ti{ke things and sometimes I

HA4-G1
don't. I l1ke it. / It's interesting mavbe to read a different yiew. /

193



Subject 6 - T 1fke to see it lap the miles - Poor Interpratation

Researcher: You notice the word it in the first_line. What do you

¢ | 3 .
think it is?

. E3 , J2
Subject: /Cowd be a person, / something - someonc that's generous and
. L .

vants to give. /

R: What clues in the poem make you think that?

B2
s: /1 th;::\ty travelling the mountains and going through tihe
. _ + C3-J2
valleys and the mountains. / Stopping, say 1p shanties, and by the
sides of roads, to help people who were in need. / Anyone who tried

C3
to hurt anybody else, like chasing itself -down hill. / Being there -

when it sav;,Ggpunctual as a star,” / being there whencgomebody needs
you. /

R: 0.K., would y0uilook at it one more time and see if there's a
possiblity that it could be gnything else.

F3-E3
S: M1 think it could be uh - economics too, like inflation - /

F3-E3
and co_rruption. too. /
R: What leads you to that conclusion?
S: Which one?
R: Both of them, if you think it could ge both.

. : Cc3
G: /with the inflation, the way it's taking everything with greed, /

D3
and that's what part of {nflation is, is greed. / I think corruptidn

194



~ : Y 193

»
-2
by um - ‘the way - the wav it's taking everything sway from the
c¥-J2 ¢ (o3 }
people / and making it unfair for them. / And causing trouble for
c3-J2 '

everyone. / And having po\nr'ovcr everything vhether they like it or

(0% }
not. / It's evil. /

R: Is a comparison being sade in the poem?
ok °

S: /I don't think so. /
»

L]
R: How long ago would you estimate the poem was written?

Ccl
S: /I'd say at the beginning of the world, maybe. /

R: Why do you say that?

G2 D3
S: /It mentions um - to fit its ribs, / and at the beginning that's

D3-F1
what Adam vnn’uade of / - or that's what Eve was made of. 1'd better

G2
get 1t straight. / And then punctual as a star / - then they cared '

D3 D3-C3
more about everyone else than they do now. / So i{f someone was needed,

D3
they'd be there, / they wouldn't be fooling around doing something
else. /

R: 1Is there anything else I didn't ask you that you'd like to mention

about the poem?

E3
S: /It's something or someone saying they want to see someone do
c3 .
something in life. / Maybe they want to see it travel / - or make

J2
trouble for somebody. / '



