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Abstract ’é o o
Given the lack of research 1nto the reading
omprehension strategies of. eduteble mentally handicapped
adolescents (Tefry and Pakes, 1985), the inherent
d1£f1cu1t1es in assessing strategies (Atflerbeck and
Johnson, 1986 Bricson and SLmon, 1980),,end the lack of

careful reeeerch on actual applications of cognitive

,1nterventxone (Cavanaugh and Perlmutter, 1982-‘Sternberg,‘

1983), thxs exploratory study 1nveetxgeted existing

strategies utilized by fifteen educable mentelly hand1cepped

4.adolescents in a reading cpmprehens1on task. Other factors

examined included locus of control and teacher perception of
student problem solving behavior. As well, the 1mpact of tvo
brief also was 1nvestxgated° a learner strateg1es model
developed by the author and based on the work of Vygotsky
1962, Piaget, 1972; Feuerstein, 1980; and Brown 1978; and a
self instructional tra1n1ng model (Mexchenbeum, 1977).

A final purpose of the study was to investigate whxch
of four reading strategy assessment devxces would be most
useful in assessing the strategic behav1or of educable
mentally handicapped adolescents in a read1ng act1v1ty. The
four.devices inclqded introspective.passages (Olshavisky,

1977 and Christopherson, Schultz and Waren, 1981), scrambled

sentences (YussedT\T982lL\cloze passages (Tierney and

—

Cunnlngham, 1980; Taylor, 1953 and Jenkinson, 1957), and

Ry
main 1dea unit selectlon (Brown and Sm11ey, 1977). All

sessions were audio taped.

ko4
.



(1984), Brown. (1978) and Michael, Cohen, Meyers and

-

‘ The results indicated that educable mentally
handi&ipped‘edoiescents fupettoning at the fourth to fifth
grade level in reeding did possess a variety of q)rategiel
in rend1ng camprehension. In tact, twenty-five difterent
strategies vere found “As well five of the‘students

monitored;thexr reading &nd the app%ication of strategies to

a reading task. These findings supplement the work of Ashman

Schlesser (1982). '

Strategy use was not cons1stently effective or
{

approprxate. For example, only one student attempted to

verxfy a spontaneously generated hy dthesis.. Hovever, it was

. found that the use, of reading strategies ‘'by educable

'mentally handicapped adolescents was receptxve to

improvement, particularly in the learner strategies group.

_ Students in the learner strategies group achieved

51gn1f1cantly better than did their peers on the cloze

' passages, became more accepting of ' self responsxb111ty for

their acadeénic achievement, and were perceived by their
languége arts teachefs to use more strategic planning in
their cla;sroém work. Within the limitations of the study,
results in support of the learner strategies model
strengthen the confidence in the f1nd1ngs of the other
researchers such as Collins (1977) and Anderson (1977) who

placed an emphasis on the learner through a Socratic

dialogque,

vi




The results indicated that of four types ofwreadinq
sttateg; assessment devices, the cloze procedure yielded a
range of strategées across all students. Use of the cloze
passages appeared sufficient to obtain a rich variety of
1n£ormatxon on the reading ltrategies utillzed by educable
mentally handxcapped adolescents. Moet students were unable
to complete the aelectxon of 1dea units in the Brown and

szley (1977) passages.

While the fifteen students formed a cohesive group on

traditional measures such as intelligence and reading level,

the use of.strategie planning behavior as measu;ed‘by the
four reading gttategy assessment devices differentiated}the
group. This finding of heterogenity supports '
conceptualizations held by Hallahan and Kaufman (1976) who
argued that the mehtally handicapped, like the learning
disabled, are not consxstently low across all areas.
Implications of these findings regardlng the impact of
short term learner strategy intervention and the
methodological findings regarding the use of verbal data

with the educable mentally.hand1cappedvwere presented

vii
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1. INTRODUCTION

A. Rationale |
Few, if any, studies have addressed the }eading skills

and strategles ut111zed by educable mentally handxcapped
adokmscents in comprehend1ng a reading passage (Terry and
Pakes, 1985). In applxed educational settings, this finding
from the research literature is supported by the pauc1ty of
‘techniques and materials to support reading instruction for
the educable mentaliy nandicapped Indeed many school
personnel who attempt to respond to the needs of the

educable mentally ‘handicapped adolescent and young adult =
focus their 1nstructlonal energy on functlonal life skills,
-- including surv1val words and rote complet1on of \
government and job-oriented forms such as those required for‘
unemployment benefits and a driver's licence. Examples of
‘this emphasis can be found in gonernment and sonool o

jurlsdlctronal guldes such as thdse suppl1ed by Alberta

uEducat1on and the Newfoundland Department of Educatlon.

,}?f” While it 1s 1mportant to recognize and address the life

skill needs of all” students, it appears equally 1mportant to

attempt to continue to address other needs of students,
specifically those ‘strategies necessary for reading
comprehen51on. As- noted by Feuerstein (1979), the use of "’ the
label educable mentally handlcapped appears to or1ent the
teacher, particularly at the secondary level toward

concrete modes of transmission, problem presentatlon and



'response management. Limited use ia‘made of higher levels of
thought processes, symbols or abstract levels of )

communication. Feuerstein went on to state that the conorete
modalities of instruction and the task analyt1c‘approach to

functional skills is, for the student who wears the label

_ educable mentally handicapped, a central link in the vicious

4circ1e of perpetoating delayed performance.

Samuels, Roadhouse, Conte and Zirk (1984) noted that
the disappointing results from remedial programs for
.students with learning problems has encouraged educators to
look for new'approaches to intervention. A shift in emphasis
away from concent or product oriented approaches to
coonitiVe or process-oriented approaches that stress
strategies for th1nk1ng and learning is now advocated
(Waksmanj 1982). These process oriented. approaches have come
to be known as cognitive education, intellectual skills
training prograﬁs and strategy‘training programs.

Despite the change in emphasis in instructional
technigque from product to. both process and product, research
methodolooy has continued to ut111ze product brlented
measures to determine the effectiveness of intefventions.
Examples of research that have utilized global product
oriented measures 1nclude Narrol, Silverman and Waksman
(1982), Samuels, Roadhouse, Conte and Z1rk (1984) and
Haywooo,fArbitman-Smith, Bransford, Delclos, Towery, Hannel
and Hannel (1982). While some of rhese'experiments have

found non signiffcant results, this lack of significance may
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‘be an artifact of the type of measure rather than the lack

of an effect of the intervention.

requxs1te to evaluating cognitive education would
appear to be a determination of the facility of various
sypes of exceptional learners to utilize such cogniiive
training procedures. Research of the type conducted by |
Narrol et.al. (1982) and Samuels et.al. (1984) has fmposeq,a
methodology without first determining the nature of existing
strategies, or the interest and capac:ty of the student to
utilize highly verbal techniques. Thus, conclusions drawn
about the merlts or lack of merits of cognitive education
may be inadequate in that the conc1u51ons were';ased on.
1ncomplete information. It would seem that the real merit in
cogn1t1ve education and in having teachers address process
in addition to product" oriented educatlon rests w1th

c:vb,y ,;
exam1n1ng existing strategies and, where necessary and

 possible, facilitating improvement in those strategies.‘

While initial research by Rand, Tannenbaum and Feuersteln
(1979) indicated such was possxble, part1cularly with
culturally. deprived and so- called normal learners, we have
little information ava1lable on those labelled educable
mentally handicapped.

Requisite to a determ1nat1on of the ability of
eiceptional learners to utilize much less benefit from,
cognitive/strategy training is a more urecise”means*of
assessing stratsgies”such as those utilized in a reading

comprehension task. That is, a ways and means of tapping
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"metacognitive” monitoring of a reading comprehensxon task

ffﬂl

with an exceptional population has yet to be refined and

veri
conc
the

bene

proc

B. Purpose

fied. In addition, some methodological 1n£ormat1on

erning the facility of exceptional learners to utilize

paradigms involved to cognitive education would appeaﬂ

)

ficial in the further development andfevaluatxon of

ess oriented procedures.

i

Specifically, this study has been designed .z

intensive exploratory venture to gain further inf¥mrt 1

five major issues. ¢

1.

The nature of the assessment technxques necessary to’
assess the existance of reading comprehension strateg1es
in educable mentally handicapped adolescents.

The nature of strategies utilizéd by educable mentally
handi;apped'adolescenté in a reading comprehensioﬁ task.
The nature of teacher perceptions of’écademic problem
solving strategies used by educable mentally handicgpped
adoiescents as well as the students' level of self

acceptance of responsibiiity for global world outcomes

and academic achievement.

The nature of student self acceptance of responsibility

for outcomes.

The impact of short-term intervention utilizing the

'self-Instructional Model (SIT) or the Learner Strategies

Enabling Thinking Model (LSET) on the existing reading



comprehension strategies of educable Qentally
handicapped adolescents, their perceived locus of
céntrol, and teacher pgrceptions of ﬁhe academic problem
'golving behavior of thé educable mentally handicapped

adolescent.

C. Definition of Terms
For the purposes of this study:

1. Bducable mentally handicapped (EMH) were specified

as those students having an intelligencevqpotient in the
range of 60 - 70 on the Wechsler Scale Intelligence Scale
for Children - Revised. In addition, a flat pfofile and
consistent verbal/performance score was'réquiréd. Consisteht

for the purposes of this study was defined as having a

- verbal performance IQ spread of 10 or less points to ensure

greater homogenity. As well, these students should'héve no
outstanding physical, sensory, behavioral, language or
cultural deficits that may intérfgre with the progress of

the study.

2. Adolescents were specified as tﬁose.indivi@ualé
within the age range of 16 years to 18 yeafs of age, still
in schdol and not working fuil time. |

3. Strateqy was defined as those technigues, principles
or rules that will facilitate the acgquisition, manipulation,
integration, storage and retrieval of inférmation across

situations and ‘settings (Deshler and Alley, 1979).



4. Metacognition was defined as one’s knowledge

concerning one's own processes and products or anything
related to them (Flavell, 1977).

5. Comprehension monitoring was defined as the process

of keeping track of one's ongoing comprehension success
ensuring the process continues gffectively and taking

remedial steps where necessary (Baf and Brown, 1980).
D. Research Questions

1. What strategies and/or patterns of strategies were
~utilized in reading comprehension by adolescents
labelled educable mentally handicapped and functioning
in the grade 4 through 6 reading level?

2. What reading assessment instruments provided information
regarding the strategies utilized in reading by ggacable
mentally handicapped adolescents? '

3. Did the limited exposure to the three intervention
conditions (control, LSET, SIT) affect strategy -
utilization and reading comprehension by EMH
adolescents?

_ -~
4. a. What was the locus of control of EMH adolescents?

b. Did limited exposure to the three intervention
conditions (control, LSET, SIT) affect locus of
control as perceived by EMH adolescents?

5. a. What perceptions of problem solving strategies were
held by teachers of EMH adolescents?

b. Did limited exposure .to the three intervention
conditions (control, LSET, sIT) affect teacher
perceptions of problem solving strategies?

E. Significance

Phe significance of this exploratory study rests with

~

the ge ation of information concerning the measurement and
g "ﬂl\\ g

nature of reading comprehension.strategies used by educable
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mentally handicapped adolescents. Few if any studies have
been noted that address such a process with the mentally

handicapped.lFrom a methodological perspective, in depth

“/<Sindividual-participant information relative to a ways and ¢

means study of utilizing SIT and LSET by educaple mentally
handicépped adolescent students wi{}"béAgenerated, )
Furthermore, some initial information on the short term
impact ‘'of such training on existiﬁg pargicipant strategies

will be available. This initial information will assist in

the development of more detailed long term and group type

studies.

" Another potential significance may accrue to the
participant. Previous research by Ross, Ross and Downing
(1973) has suggested that students lacking skill in everyday
problem sélvihg and'planniné tend_toq'rd passive avoidance’
when confronted with situational problems. quever; skill in
problemﬂsélving contributes to a sense of cpmpetence which

in turn may influence the individual's willingness to

3

‘recognize prbblems and respond to them. Hence, strategy

)

training may 4mprove individual student .ability to more

appropriately respond to problem situations.
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I11. REVIEW OF RELATED LITERATURE

A. Introduction !

Recently researchers have learned that while
applications of cognitive training to the classroom setting
have yielded promising results, th%wlack'of careful research
on actual applications is cause fof‘caution in teacher usé
§f such approaches (Gerber, 1983; Kendal and Mason, 1982;
and Cavanagh and Perlmutter, 1982). Sternberg (1983f inw
'calling for long term research on cognitive training stated
that many interventions which have shown great pramise on
first introductionohave'c;me to be viewed with justifiable
'dismay.lReferring to cognitive training prggrams, Sternberg
‘(1983) went on to State'that while such programs may do
Considerable good, they also may do considerable harm.

Given these reasons for caution, it is important to
guestion whether researchers have the methodology to
determine the true impact of intellectual skills training
programs on individual students. For example, recent studies
on the impact of Instrumental Enrichment on students have
examined group measures of intelligence, locus of control,
academic achievement and behavior (Samuels et al, 1984 and
Narrol et al, 1982). While examination of the results
obtained on these group measures may provide information on
general or global trends, little is known of the impact on

individual students, since global measureé may mask the

impact or they may lack the sensitivity- to-determine such an
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- theory and the regulation ‘of 1nformatlon processing is

transfer oﬁ“ﬁenerlc problem solv1ng strategies, researchers A

‘1984) Schumaker, eschler, Alley and Warner (1983) and

-p01nt in referrlng to the 1mportance of both process (how)

.and product (what) oriented teach1ng in secondary school

'appl1cat1ons. One- educatlonal appllcatlon of cognltlve

V proCesses involVed\is readipng as advocated by Thorndike -

»:questlons (Afflerback and Johnston, 1984). However, recent

impact. .
by

3
In the ttempt to prove acqu151tlon, malntenance and

k

may'be learning more about "what" students learn
(products/outcomes/contents) such as achlevement scores-
assoc1ated factors in learnlng such as lo®us of control

self concept and attltudes- but, llttle of "how" students
learn. The "how" a tudent learns, concerns the use of ‘ R

N v

strategles o regul te informational proce551ng (Kirby,

Shelnker, She?nke and SteVens (1983) have argued a similiar

51tuat10ns. i

The interest 1n 1earn1ng more about how students
'regulate the proce551ng of 1nformatlon requ1res, as Klrby
(1984) stated that f%searchers brldge the gap that appears

to exist between cogn1t1ve theory and educatlonal

reading,

As in cognitive_training programs, understanding of the

(1917) and Simons (1971) has been based on 1nferences on
dlfferentlal performance on dlfferent readlng comprehen51on

v ES

studles of the cogn1t1ve processes 1nvolved in readlng have

-
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/ : : 10

used verbal reportlng technlques such as. 1ntrospect1on to

»gather ‘data (Bridge and Wlnograd 1982; Brown and Day, 1983;

”E&* v
Olshavsky, 1976:1;1 Kavale and Schre1nex, 1979; and Lupart,

‘-':: =N

Use of the methodology found 1n recent read;%? research .

to examlne cogn1t1ve training programs may prov1de

» additional and 1nd1v1dua1 spec1f1c information on the nature

@y,

R4

of strateg1es ‘used by students to regulate 1nformat10n

proce551ng, Spec1f1ca11y those strateg1es that are used to

regulate 1nformat10n proce551ng in r- dlng.vTh1s would ,
contribute to brldglng the gap noted by Kirby (1984) between
cogn1t1ve theory and educational applications. As well “this

research would contrlbute to expandlng an 1nformat10n base

on- the educable mentally hand1capped in readlng o .

B. Cogn1t1on' A Conceptual Framework
As noted by Kirby (1984) confu51on exists over the
nature of cognltlve processes and strategies.

» .

The distinction’drawn for the purposes of this study as

- supported. by Kirby (1984), is that processing refers to the.

\

‘cognitive-functions involved in the actual encoding,
vtransfergégg, stor1ng and retrleyal,of information. Those

- functions responsible for controlllng or plannlng these

processes are called strategles. Other labels such as

performance components and metacomponents (Sternberg, '1980)

do exist and introduce blurring . of any sol1d distinction

between processes and strategies. According to Kirby (1984)
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the basic problem that appeafs to exist is‘that strategies
have process aspects and vice versa. Furthermore, once the
cognitive eystem begins to perform a realistic’task, the
distinction between a process and a strategy becomes harder
to operat1onallze. |
In effect, this dlfflculty separating processes from

strategies exlsts more as the result of the dlfflCUlty
d1ffe¢ent1at1ng cognition from metacognition. Cogn1t1on has
-been defined as "any activity of becoming or being aware of
something or having an object of consciousness” (Schmidt,
1973 p. 106). This notion of cognicion is a broad all
1nc1u51ve one which covers more than the traditional na;row
-1ntellectual processes such as problem-solv1ng, and extends
to include affectlye or emotional awareness. Flavell (13877)
‘has a similiar notion of cognition. He stated that cognitive
processes habltually 1ntrude themselves into v1rtually every
~ human psychologlcal process and act1v1ty Piaget's:
assimilation-accommodation model also'provides for and
describes how ﬁhe cognitive'system interacts with its
environmeht and is changed by such interactions (Piaget,
T970) While Flavell (1977) stated that the individual plays
a very active role in cognltlve environmental 1nterchanges,_,
Brown (1980) has stated that younger students and those who
are mentally handlcapped are more pa551ve in thelr approach
to tasks, thereby failing to spontaneously produce

strategies.
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According to Flavell (1976, 1977) this active role on
the part of the individual involves two aspects. One aspect
1nvolves being a part1c1pator in a cogn1t14§ event. The
second aspect 1nvolves being an observer or mon1tor of that
cognitive eve The resulting active monltorldg and
consequent re- .atfon and arrangement of the.pfocesses
involved in a cogniti?e'event Flavell came to éalf
metacognltlon. Spec1flcally, Flavell (1976) stated that
metacogn1t10n 1nc1uded "the active mon1tor1ng and conseguent
requlation and orchestration or thesgw(cogn1t1ve) processes
in relation to the cognitive'objecgs or data on which they
 bear, usually in the service of somé‘concrete goal or
objective” (p. 232).

While the term metacognition is a relétively new term,
fhe concept of monitoring and regulating the pfaceséing of
ihformation haé been .with us for'some time'as observed by
Brown (1981), who quoted the work of Dewey (1?10) and Huey
(1908). Despite- the widespread use of the term, a lack of
consistency;iﬁlthe use of operational definitions and
theoréticél constructs exists (Léwson, 1984 and |
Forrest-Pressley and Waller, 1984). For example Sternbefg
(1983) includes metacognitive componenﬁ§>1n his- théory of-
1ntell1gence referring to "executive skills" as those skills
used in planning, monitoring and rev151ng strategles for
task performance. He listed n1ne executlve'processes which
also may be termed metacognitive processes. These executive

‘processes included problem identification, procéss
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selection, étrategy selection, representation or mode of

presentat1on, selection, allocation of resources, solutlon

monitoring, feedback sens1t1v1ty, translat1on of feedback
into an action plan, and implementation of the action plan.
Nonexecutive processes were defined as those processes used
in actually carry1ng out the task These 1ncluded selectlve
encoding, selectlve combination, 1nference, mapplng,

appiication, cemparison and justification. While there might

- be some argument'ovef'whether all of these are truly

nonexecutive functlons, 1t appears that these nonexecutlve

processes approiuh/wh§t it typlcally referred to as
oy

- cognitive processes.

Earlier, Brown (1978) stated that the skills of

metacognition are those attributed to the executive in many

theories of human memory and machine intelligence;
predi;ting,'monitoring, :eality:testing as well as the
coordinationvand control of deliberate attempts to study,
learn or solve probleﬁs. Even earlier, Cazden (1972) wrote

of metalinguistic awareness using the term meta to refer to

a reflective awareness of cognitive processes.

It would appear that when Flavell (1976) incorporated
the notion of control of cognition in his definition of
metacognition,vhe‘was following the lead of many others
involved in the sﬁudy'éf cpgnition. However, these others,
such as Butterfield, Wambold and Belmont (1973) who were
conducting research in the area of mental retardetion, wrote

of executive processes being necessary to control.cognition.
_ , ;
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maintenance and generalization of problem solving strategies

in the meﬁtally retarded.

More recently, Cavanaugh and Perlmutter (1982) argued
that only the contents of memory knowledge shoﬁld be termed
"meta."” While memory knowledge can be derived from the use
of executive processes and can contr1bute to the
effectiveness of memory, the memory processes should be
distinguished from "metamemory.” In other words, Cavanaugh
and Perlmutter saw cognitive processes as composgd of
metacognitive knowledgé{)knowledge of cognitive processing,
and executive processes. -

Muéh earlier, Vygotsky (1962’ described two phases in
the development of knowledge. The first phase was the ‘

~

automatic unconscious acquisition of knowledge which was

— " .
followed by gradual 1ncreases in acalve conscious control
ovef that knowledge. It may ‘be that this is essentlally the
B /
dlfference between what has been termed cognition and
metacognltlon. That is, the metacognitive components of:
monitoring and ;egulating are similar to the gradual

increases in active conscious controlvover;knowledge{ The

unconscious acquisition of knowledge and the knowledge

itself is cognition. Indeed, Brown (1980) has made a similar

statement concerning the distinction between cognition and
metacognition.
In order to rationalize the distinction between

cognition and metacognition with the earlier definition of

] IR ¥

These 4;gcutive processes could affect the acquisition, ‘%g
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¥
cognition as provided by Schmidt (1973), it is important to
note that it would appear that Schmidt's notion of cognition
entailed a continuum of development involving the individual
in moving from "reacting to" to "knowing about."‘ﬂs such,
" the metacognitive component would appear to come at the
"knowing about” end of the continuum. It might be argued
however, .that the "knowing about" in Schmidt's notion otv
cognitioﬁmfi really the executive or metacognitive component
referred to by Brown, Flavell, Sternberg and Caéanaugh ehd
Perlmutter. As an example, metacognltxon is the ability to
distance oneself in an emot10na1 encounter such that one
 does not simply react to stimuli but{;s able to stand
outside the situation'ana vie; it as a relatively impartiai
observer. Impartiality is used as a relat1ve term- since one
is never fully able to view or part1c1pate in any encounter
without be1ng altered in some small way by that encouunter.
and so, using the eohcepts of "reacting to” and "knowing
eboutf referred to in Schmidt's ‘definition of cognition and
despite claims to the contrary by Cavanaugﬁ and Perlmutter,
it may be that the notion of metacognition is really not
separate from cognition but at one.ené of the continuum of
cognitive experience/development within a dynamic and broad
deflnltlon of cognltlon

The: 1ssue of conscious control referred to earller by
Vygotsky raises another 1nterest1ng aspect in the continuing
debate over coéhition and metacoghifion. Lawson (1984)

stated that knowledge about metacognition has been limited




to conscious reportable knowledge described by Brown (1981)
as "stable, statable, fallible, and late developing” (p.
2i1)..YQ;, not all executive processes will be?;gﬁsciouely
conﬁrolled processes. As Kirby (1984)|stated a;distincition
‘should be drawn between establishedwaﬁtomatized strategies
and the "to-be-constructed" strategies that ate not yet
automatized. These. "to-be-constructed"” strategies are ﬁZ;Q
open to coneéious control and reporting. Those strategfes
which have Eecome automatized. may not be open to consc%eus
control and may not readily'be reported (Shiffrin and K
Deumais, 1981). Simon and Siméh (19?8) and Fredericksen
(1980) stated that skilled or expert performers.may show
‘little evidence of executive processing simply because of .
their level of expertise. Less skilled or novice. performers
maylshow a greater frequency oftplanning, analysis,
monitoring, evaluating and modifying.

Brown (1978) stated that the concept of knowing about
knowing cannot be separa;ea from the concept of knewledge
itself; To'know‘x+Y=Z is one piece of knowledge. To know the
conditions under which to apply the addition rule is another
piece of knowiedge( An increase in either is'really an
increase.in‘unaerstahding about X, Y and z. Klahr (1974) has
made a similar point in discussihg.the queetion of whether“
or not we should consider two forms'of knowledge. One form
was knowledge of the‘thiné itself while tﬁe second form was
knowledge of its_apprepriate use. As ﬁrewn (1978)‘has noted,

“this type of reasoning illustrates the interdependence ofy

P
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the metas with their content area.

Forrest-Pressley and Waller (1984) have argued that
perhaps the interdependence of "meta" with a content area
and with cognitive processing is a large part of the reason
for the lack of research successful in defining the role of
"meta" in an academic content area such as reading, and in
defining the relationshio between the cognitive and
metacognitive aspects of reading.

It appears that a more efficient} effective and
ecologically valid approach in terms of educationally
assisting handicapped learners might be to pursue the study
of student strategies in academic content areas, and to
study the effect of those strategies on the regulation of -
cognitive processing_functions including encoding,
transforming} storing and retrieving information. In other
words, acceptance of a definition of cognition such as
proposed by Schmidt (1973) may be more expedient and
ecologically valid.\Such a defifnition accounts for
1nd1v1duals "reacting to" situations which may result from
passiv;ty or automatized unconscious responses. AS well the
definition accounts for the "knowing about" or the conscious
knowledge and ceontrol component which some term’ meta and
others term "executive processing.

Implications of Current Conceptions of Cognition for

Educators. While the concept and rationale of'what'is now

termed meta may not be new having been the subject of

discussions by Socrates and studies by Wundt and his
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followers (Humprey, 1951), its focus is an important one.
For example, Broudy (1977) stated that the distinction
between knowing what and knowing how is a viable distinction
with important implications fdr the educational setting.
Knowledge of exploratory problem-solving strategies and
subsequent intervention to improve student performance based
on these techniques appears to be a worthwhile ‘endeavour |
(Sheinker, Sheinker and Stevens, 1984 and Wong, 1985).
Another potential value of this‘renewed focus of knowing
about knowlng or meta lies in the interdependence between
memory per se as one example, and the knowledge of memory -
strategies. Such an interdependence is hypothesized to lead
to processing strategies which may be transferred to other
forms of problem solving, although this generally has not
been found to be the case (Schumaker, Deshler, Alley and
Warner, 1983). While Brown (1978) referred to this |
relationship as incestuous, she,Supported the notion that
skills currently studied under metaqunition are
‘trans-situational. This trans-situational notion leads to an
even greater potential forthe current focus on monitoring
and regulation of information processing strategies, that of
ecdfogical validity. Such a focus moves research from the
study of isolated memory of nonsense syllables as one
example, to proyiding subjects/people with strategies to
check their effectiveness and efficiency in any problem

solving task.
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Flavell (cited in Brown, 1978) has argued that the
isolation, however artificial, of metgcognition fbr study
will help researchers to focus on similarities as opposed to
differences in traditiokal cognitive domains. Brown (1978)
went on to note that metacognition demands the ability to
{ntrospéct about one's own performance. In addition,

' metacognitién demands a differentiation of one's own
perspective from that of others. Such a demand amounts to
self-evaluation of one's own pgrformance which by definition
cannot be objective and becomes intertwined with self
concept, personal development grcwth of personality, soc1al
‘1nteract10ns, one's capacity and motxvatlonal states.
Therefore, the study of cognition "and otherwise prev1ously
held unrelated areas of study become relevant and related.
All of these activities related. to meta can be fitted‘into

- the "knowing about"ucontinudﬁz?eferenced in Schmidt's
toncept of cognition.. -

Brown (1978) also noted the nece551ty of weakening
boundaries between traditional cognitive domains. Indeed, it
 would appear that not only are traditional cognitive
boundaries being weakened,'but also, trad%tional
cognitive/behaviorists boundaries may become less
entrenched. Examples of such a weakening are evident'in the
work of Bandura (1977) and Meichenbaum (1974) who utilized
the work of Luria, Vygotsky and Piaget., Brown (1978) stated
in reference to the realigning of cogn1t1ve boundarles that

such a realignment cannot be anything but helpful to the
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stages. Furt

/ .
develop1ng child as a whole person rather than as the

repository of ﬁragmentary skills 'in various developmental

_/, ore, the potential linking of behavioral and

iy

cognitive intervention processes as in the work of
Meichenbaum (1974) cannot help but foster, at the minimum,
invigorating attempts to alter those with less than adequate
social, problem sclving, memory, and reading strategies.
Sarason and Sarason (1981) also made thé following point,
which offers real hope for intervention with the mentally
retarded. They stated that a varied literature in both
problem solving and role taking strategies suggests that
cognitive and sociai skills are associated with adjustment
and may not be highly related to intellectual ablllty

Impllcat1ons of Current Conceptions of Cognition for the

Educable Mentally Handicapped. While there have been many

‘positive changes in attitudes and approaches toward mentally

handicapped people, much remains to be achieved,
particularly in'academic training programs (Ashman, 1984).
Some of the major l1m1tatlons fac1ng the mentally
handicapped in 1mprov1ng learnlng performance according to
Ashman (1984) include:

1. an inability to spontaneously generate problem solving

strategies;

2. an inability to generalize learning from one situation

to another;
3. an inability to evaluate the success of strategies in

use.

e
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Summarizing recent research on mentally handicapoped
persons with regard to deficits‘in strategy selection and
Qerification, Ashman (1984) conclﬁded:

1. While mentally handicapped persons may not have
sufficient information for successful task completion
and may not be able to access apprbpriate strategies
spontaneously, they are able to use coding strategies.

2. Mentally handicapped persons can learn to select
strategies in accordance with the tésk demands and may
in certain circumstanées transfer use of these
strategies to other tasks.

3. Mentally handicapped persons appear to have limited
awareness of their information pf§cessing capabilities.

4. Mentally handicapped persons appear to lack an efficient
hypothesis testing approach to problems and appear to
fail to monitor their performance.

Given this brief summary of some of the conceptions -of
cognitive functioning by mentally handicapped persons, it
appears thatveducable mentally handiﬁapped students may not
be aware of or effectively use strategies to monitor and
regulate their information processing. In this regard, it is
important to explore how teachers, otger adults, or the
student may intervene to assist'in monitdring and regulating
information processing. But first, it is necessary to
consider the role of language in monitoring and the

deployment of strategies.

et seni st BN Ssimee s e e
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Luria (1961) arqued that mentally handicapped children
are characterized by an inertness in the verbal system.
Extensions of his research have found that mentally
handicapped children frequently fail to focus attention on
reliant features of a stimulus due in part to a lack of
verbal encoding and labelling (O'Connor and Hermelin, 1963).
Dewart (1979) claimed that mentally handicapped students
tend to rély on semantic expectations in sentences with
little or no mastery of the syntactic aspects of langﬁage.
Therefore, it would appear that an adult mediatior is
required to assist the gducab&e mentally handicapped
studeﬁt.,

banguage and thought are held to be related with some
linguists arguing that language patterns control thought
patterns (Smith, Goodman and Meredith, 1976). While two
different views of the influencé of language on thinking
traditionally have been held by theorists such as Piagetgﬂ
(1970) and Vygotsky (1962), a middle pbsition between both
may be more useful educationally. That is, the language of
the child and the language of of the adult teacher become
interwoven in a dialogue aimed at utilizing both the
egocentric symbolic structure of the child and the more.
stable permanent meanings of the language of the
environmenk. This collective approache utilizes the language
of the child and the langugage of the teacher to enhance the
potential of the child to better understand selected

concepts, processes and strategies.

e PSR AT
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While recent cognit1ve tra1n1ng approaches such as
Feuersteln et al (1980) have utlllzed the Vygotsky theory to

stress. the need for adults to 1ntervene, thereby helplng
_students understand precisely the nature of objects in their
environment,’it appears that Blaget's concern for active
learner participation also has.merit. This merit grows out

s

of the hypothe51s that mentally handicapped learners are
pa551ve rather than actlve in their approach to academlc
tasks such as reading and llstenlng Markman (1977 ,1979)
reported similar findings w1th students in regular
classrooms. Therefore, it appears that any d1alogue between
a teacher and a‘student should be enhanced if both the
student and the teacher‘arevto have anzopportunity to
contribute, challenge and refine the1r concepts mutually
This or1entat1on towards act1ve student partlcxpatlon
appears crltlcal for learning to become 1nternallzed for
'learners to feel respon51ble for thelr act1ons, and for
learners to dlrect thelr own learning. Creatlng this feellng
of actlve part1c1pat10n, direction and respon51b111ty on the
part of ‘the learner is held to be motivational and to
enhance cognitive., performance (Feuerstein et al 1980)
7‘ This belief has received support as evidenced by the
'work of Zigler (197l)_who claimed that rednced cognitlve

/ ; . L

‘performance is frequently~mediated in part by reduced
intéinsic motivation. Sternberg (1983) concludedvthat
psychologists concerned with beha&ioral change in the area

‘of ‘obesity, smoking and other substance abuses have
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'recognized the importance of motivation. However,
psychologists involved in intellectual skills training in
the majority of. oases have not been concerned‘with intrinsic
‘motivation. It is 1mportant to recognlze that educational
Jprograms should be respons1ve to both the intellectual and
affectlve needs of students (Sternberg, 1983). This aspect
of skills training has formed a large part of Feuerstein'’ s
k(1980) Instrihental Enrichment program. Feuerstein endows

the tasks to be performed with specific personal meannngsﬁ‘

and attempts to utilize non- content materlals to avoid

”\ negatlve reactlons on' the part of students associated with

PR
M

previous content related fallure. In addition, Feuerstein’
continually focuses the attent1on of the student on how the
vstuaent:has been sucCessfuliin completing very difficult
tasks_on their own. This appears to relate to the notion of
ttaining for an internal locus of control. o

The Role of Locus of Control. The role of an internal iocus

u

of,control_and the notion of self regulation appear to be
impottant\aspeCts that contribute to increased motivation’on
"the part of the student. There 1is an eﬁolving.perception
that éuccessful‘strategyhtraining oaots on the total .
person's perceptiens of self'and the ability to control
future problem solving situations. Phares (1976),forf‘
example, has'concluded that the achievement of internally
controlled children; as-reflected in school grades and tfit

scores, are more substantial than achievements by those

children who.demonstrated an external locus of control.

4

e



25

Furthermore, previous research has suggested that children
and adolescents who lack skill in everyday problem solv1ng
and plannlng tend toward passive avoidance when confronted
with situational problems. However, skill in problem solv1ng
contrlbutes to a sense of competence which in turn may
1nfluence the individual's w1ll1ngness to recognize and
respond to future problem 51tuat10ns (Rgss, 1971; Ross et'
al., 1973; Ross and Ross, 1973) ' B z

‘By way of andefinition, an internal locus of control is
attributed‘to individuals who perceive the outcomes of their
behav1or to causes internal to them such as thelr effort
and/or ability. The external individuals attrlbute their
success and/or failure to causes external to them and hence
‘be¥ond their control. Examples of external control reasons
for success/fallure could 1nclude luck and task d1ff1culty
(Rotter, 1954). '

The concept* of control over one's env1ronment appears
related to- White' s(1959) concept of competence and to the
concept of need achievement as reported by McClellans (1953)
and Atklnson 1958) In addltlon Rotter, Seeman and
>L1verant (1962) have stated that 1nternal control is

£ o
i associated with factors “f self—q%bertlveness, activism,

hopefulness ‘and positive coping. “
Sarason and Sarason (1981) reported that one, of the
more promising recent developmsnts has. been a focus on

3,
_spec1f1c cogn1t1ve sklils and the self control of behavior.

While they-did not allude to w0@§ in metacognition (the 4
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_ability to monitor one's behaviorf, it would appear that
self control techniques have impLicatfons for research in
this area. Meichenbaum (1977), Sarason, thnston, Barberich
and Siegel (1979) and Kendall and Hollon (c1ted in Sarason
land Sarason, 1981), have undertaken programs to 1mprove.how
people thinkvand solve problems. However, to date, most
researth hae not specifically addressed the role of
metacognition and locus of control in improving the
“monitoring and regulatory skills of 1nd1v1duals. One notable
exception is the work of Brown, Campione and Day (1981).
Markman (1977, 1979) has been active in the area of
research into children's awareness of their failure to
" understand er\comprehend something read to them. She
attributed'children’s failure to understandfdfrections to
their being passive listeners rather hhan actively
confronting the given.information. Active confr ~tion
would involve thinking through thé%gizgs‘in a prohlem
solv1ng situation. If a person listenawbassively and does
‘not apply the knowledge given to a hypothet1cal situation,
the person may be unaware of their own failure to
understand. Such a ratlonale is ak1n to the notlon of
nonitoring and :egulatlng of'lnformatlon processing as
sdggested by LawSon'(1980) in defining metacognition. The
implication of passive proce551ng is that people may be
deluded into thinking they have comprehended the dlrectlons
Markman (1977) suggested that the notion of@execut1ve

processes appeared to emphasize two related concepts. One is

o
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the concept that with development individuals come to take a
more active, self-directive role in cognitive areas. A
second concept is that individuals develop the ability to
monitor and evaluate their own cognitive processes. Using
these concepts and drawlng some inferences ;1th the concept
of lpcus of control it would seem to follow that 1t,xé not
only one s development that is involved in becoming a more
active part1c1pator. Whether or not 1nd1v1duals percelwe

themselves as having the potent1al for controlling the1r

&env1ronment is also involved. In other words, the reasoning

A

of a passive participator may be "Why be active if I am not
in a position to alter the outcome?"” Such people may in fact .
be monitoring their own processing of environmental eues and
'subsequently reach .the conclusion.that they are unable to s
succeed—a negative statement. The intervention for such
people may be to develop moré positive outcome statements,
to help such people believe they are more in'control and to
continue to alert themselves to future negative statements.
It also may be necessary to address the issue of accurately
reading the sithation, to not only realize, but to accebt‘
that some situations are indeed beyond one's control.

These hypothesized methods for intervening with those
who do not utilize seif control techniques have some basis
in the notion of.locus of control. Sarason and Sarason
(1981) have hypothesized that training 1in cognitive problem
solving skills might increase the persen's perceived control

of the environment. It is important to note that this
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hypothesis refers to perceived control which may or may not
be real control as measured in observable quantities. The
importance is not wvhether control is real, it is whether
individuals perceive themselves as exerting control over
their environment. The locus offcontrol theory holds that if
people perceive themselyes as having control they wall in
principle and within the Etandards of North Amertcan culture
tend to raise their expectancy for‘future reinforcement,
with such reinforcement be1ng contlngent upon their skill
‘and/or their own efforts (Rotter, 1966)

The notion of feellng of control over one's envxronment
and subseguent positive statements and resultlng actions is
not new. Becker (1%62) for example, viewed a persons's
feelings of power (cqmpetence,‘effectiveness) as a key
eleﬁent‘in man's psychological stability. Even earl;er Adler
(1927) wrote of man's "will to power" as the modus operandi-
of man as a social being. Foote and Cottrell (1955) ,in
defining 1nterpersonal competence as the ability of man-to
produce intended effects, stressed the 1mportance for the
self of being perceived as a causal agent in the
environment. |

These concepts of actlve part1c1pat10n and accepting
self responsibility for outcomes appear t1ed ‘to the concept
of -being both an actor and a viewer in a cognitive event.
Using Falvell's conception of metacognition and Schmidt's
notion of cognition in which the task is to try to

understand how the cognitive activity of a student moves
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from awareness and response to more symbolic and conceptual
elaborations, it appears that the ability to utilize and
direct selected sttategies to.govern information processing
are somehow related to and 1ntertw1ned with ‘the concept of
actlve part1c1pat1on and to the acceptance of self
responsibility for an outcome. After all, with the exception
of automatizedlresponses, how can one consciously monitor
and*direct the use of selected strategies without being an
active participant and observer7 |

. As'a result of this interest in mental processes and
consciousness or the individual's ability to dlscussland
give an indication of their awareness of their osn cognitive
processing a number of issues have surfaced.

One issue concerns the mateti,ls, techniques and
procedures for aSsessing cognitiveistocesses. This issne
will be discussed in a later section. The second issue
concerns the ability of individuals to utilize attempts to
alter their current ,processing strategies. Such attempts
have become known as cognitive .,education and are aimed at
the training of what is commonly referred to as intellectual

skills (wWwaksman, 1982).

c. Cognitive Education
One approach to producing strategies, those plans or
actions to further monitor cognitive processes (Flavell,
1981), and/or remediating inefficient oc inetfective

strategies is throught what Waksman (1982) has termed

.
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"cognitive education.” Cognitive education refers to
training individuals to acquire, maintain, utilize and

monitor strateg1es to process information (Waksman, 1982).

Some historical roots. The interest in cogn1t1ve tra1n1ng\
procedures is not a new phenomenon in education. As early §&f
the 1880's, programs that promised the enhancement of mental
abilities were well established (Mann, 1979). During the
1950's, work by Piaget on genet1c epistemology” (Piaget,
1972), led to a renewed 1nterest in the area of cogn1t1ve
‘development. Piaget's conception of intelllgence and hlS
theory of stage development have been viewed as prov1d1ng
the theoretical support appropriate to the solutlon of
educational problems. In selecting Piaget's theory as a

’ guide“fér educational practice and theory, the emphasis was
" removed from school achievement to that of 1ntellectual
enhancement. In pedagoglcal terms, the emphasis was placed
on the “proéess" of learning rather than on the_actual
"préduét" to be learned. This separation 5f process aﬁd

. product while uéeful‘toﬂfocu5'attention on processing should
be viewed with caution unless it is clear that both |
processes and products are to be addressed in teaching.
Waksman (1982) stated that the focal point of most of the
studies of Piaget's theory was the interest in devélopingga
training prdcedure which would enhance the learner's |
cognitive repertoire. It .was hoped that this enhancement
‘would maximize the sfudent's chances of benefiting from an

academic curriculum. That is, by enhancing the learning
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process the chiid would be more capable of mastering
academic and day-to-day problem solving situations.

Stephens (1977) described the Piagetian approach to
curriculum development as one that emphas1zed "the need for
the pupil to be actively involved in the 1earning situation:
the need for him to proceed at his own tempo, and the need
for him to explore and manipulate, to queation and seek—in
short, to learn to reason” (étephens, ™77, p. 247). While
it is generally held that the mentally handicapped fail to
spontaneously produce strategies, a number of researchers
claim these students can be instructed to do so (Belmont and
Buttérfield} 1977; Brown, 1978; Brown and Campione, 1977,
1978; Butterfield and'Belmont, 1977; and Glidden, 3977).

As a result of the debate over the efficacy of training
of product oriented technigues, examination of a number of
process oriented or strategy training technigues across.
various diagnostic groups has been undertaken.

Unfortunately, while appear1ng to aim at a process
3

orientation, the use of modeling technlques adapted from the -

work of Bandura (1977), immediate corrective feedback
procedures (Harme-Neitupski, Nietupski, Vincent and'WamboldL
'1982)Dand the combining of numberouS‘techqiques as in the
works of Burger, Blackman,.Clark'and Reis (1982) and
referred to as the "shot gun approach" have not resolved the
debate over which technigues are effective either 51ngularly
or in combination with each other, nor do these techniques

adequately address the generic process. Rather these
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techniques address more specific training procedures. The
underlying process Or the person's knowledge of that process
may or may not be addressed. WIth this in mind a number of
researchers and theorlsts have undertaken the development of
nodels to address the process aspect more directly.
| One example is Feuefstein's Instrumental Enrichment
(1980) andlits emphasis on mediated learning experience as a
means by which one can promote cognitive development.
Instrumental Enrichment is one type of prescriptive.>
cognitive training procedure that attempts to address a
process rather than a content-specific product. ’

A second exémple is the instructional practices
developed vDeshler, Alley, Warner and Schumaker (1980).
Their procedures to promote acquisition and generalization
of_skills are provided within a learning straﬁegies model
that attempts to address both the process and the product.
‘However, teacher generated st(ategies are more central to
procedures developed by’ DesHIer and his colleagues. |

These ‘broader approache§ to strategy training appear to
focus on the development of in classroom thinking and

4 probleﬁ solving strategies as opposed to the .all exclusive
harning of specific skills.

Extending thke conceptual framework: An information

processing approach Sternberg (1983) has suggested that a

theory to support the cognitive education notion should be
one that is based on the principles of information

processing. while there might be many arguments for and
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against such a proposition, it appears thatvthere is some
consensus that many authors conceptualize intelléctual
functioning into three basic thought clusters (Costa, 1983).
These may be represented as an input phasé, a p;ocessing
phase and an output phase. Smith and Tyler (1942), Bloom
(1956), Guilford (1967), Suchman (1966), Taba (1964),
Whimbey (1976) and Feuerstein et al (1980) have used
different terms to represent the similar coﬁstrucfs of
input, progessing and output. For example, Bloom (1956)
wrote of knowledge (input); comprehension, analysis and
synthesis (processing) and, applicaiion‘and evaluation
(output). Suchman (1966) was more direct and wrote of
intake-storage, mediation and action.

Feuerstein ef al (1980) along witﬁ work by Bloom and
Broder (1950) and Suchman (1966) has provided lists of what
Feuerstein has called "deficient functions.” Examples of
these deficient functions include: blurred and sweeping
perception} unplanned impulsive behavior; lack of or
impaired temporal concepts; lack of a need for precision and
.accuracy 1in data gathering; egocentric communication; trial
and error response; lack of or impaired strategies for
hypothesis testing; lack of spontaneous comparatiQe
behavior; lack of a need to establish relationships; and,
lack of a need for summative behavior. Feuerstein et al
(1980) stated that it is towards the altering of these
deficient functions that cognitive education should be

. oriented.
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The importance of the teacher. The importance of teacher

questions and teacher language cannot be ignored in ensuring
students appreciate that thinking processes and strategies
are the goals of instruction. Not only should the objeétives
of thinking be explicit, the implicit teacher behavior also
must support communication of the objective. Wasserman
(1978), Costa (1983), Davis and Tinsley (1967), Lowery

. (1980) and Taba, Levine and Elzey (1964) have all commented
on the notion that the teacher's questions and other
statements Qrovide cues for a student's cognitive
performance. «

Wwhether or not each of the following can be classed as
information proc;ssing theories, concepts provided by
Ausubel (1968), Bruner, Goodman and Austin (1956), Bruner,
Olver and Greenfield (1966), Bloom, Englehart,rFonst, Hill
and Krathwohl (1956), Taba, Levine and Elzey {cited in
Costra, 1983), Piaget (1970a, and 1970b), and Piaget and
Inhelder (1969 and 1973) have .contributed to the
intellectual processiné model that is the focus of currefit
cognitive educational strategies. The reasons for turning to
these theorists as a pasis for current cognitive educational
technigues rests in their -approach to how individuals
process information. Cosfra (1983) has summarized this as
beihg the maﬁipulation of the syntactical structure of
questions and statements by teachers to invite students to
intaké information, to comparé that information ;ith

existing information stored in memory, to draw meaningful
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relationships and to apply 6r transfer those relationships
to hypothetical situations.

In terms of a Socratic dialogue between the teacher and
student, Costa (1983) argqued that much of a §tudent's cueing
comes not from the question but rather from the teacher's
response behavior. If a teacher responds with praise for
conformity or c;iticism of other value judgements, students
realize phat their individual thinking is not valued.
Teacher behaviors that facilitate cognitive enhahcement
include:

1. Providing a period of silence during which the student
can respond (Rowe,‘1974).

2. Aécepting, building upon, integrating and extending
student ideas (Flanders, 1969). |

3. Clarifying (Klevin, 1958) .

v4.v Providing additional infbrmation (Andre,;1979);

According to Collins (1977) Socratic tutering is an
individualized teaching technique designed o inculggte
reasoning iﬁ students. Specifically, the student is taught
to derive general principles from specific cases and to:
generalize these principles to new cases. The Socratic
teaching method originated with Plato and is constantly used
by good teachers to elicit relevant background information
and to focus the student's attentlon on 1mportant factors.

Addltlonal guidelines for teacher bbhav1ors are:

1. 1Include both process and product oriented teaching. That

is, teach strategies and teach content knowledge (Wong,
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1985) . Remember that cognitive strategies are not a
substi?ute for direct instruction which has been
demonstrated to be effective in teaching basic reading
and math (Adams, Carnine and Gersten, 1982; Carnine,
1983) .

2. Incorporate cognitive .strategies as an integral
component of the instructional sequence (Palinesar and
Brown, 1983).

3. Utilize procedures Systematically anduconstantly as
based on a sound knowledge (Peterson and Swing, 1983).

Wirtz (1980) has stated that the teacher's role as a
mediator of the Piagetian sequence of be:;nning with real

and material actions follo

\by languag is to provide such

concrete experiences firstl I;mediate the experience by
inviting students to tﬁink? wha; they see and do, and
finally to invite oral language by talking about what they
saw and did. Feuerstein et al (1980) using the Vygotsky
approach has argued thét it is language that is the
mediational vehicle that differeﬁtiates the human from the
animal species. Therefore, adult language should be used af
the outset. Costa (1983) has rationalized these apparently
divergent views by interpreting the Piagetian concrete"
‘operations stage as one during which the child becoﬁes aware
of the self interacting with‘a real objectively verifiable
world. During this stage, the child develops inner language.f

As the child enters the formal-logical stage, the ability to

stand awéy from, to reflect on and evaluate‘one's own
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behavior emerges. hmmbey (1976) stated that Blnet referred
to this "standing away from as "auto cr1t1c1sm - Flavell
(1977) has termed it metacognltlon.

The notlon that such a capacity is. p0551ble only during

the formal-loglcal,stage has serious implications for- the

‘ mentally handicapped adolescent ‘who may not have entered

such a stage and would be cons1dered incapable of such

' metacognltlve processes. However, the development of

"auto-criticism"” —metacognltlon -- standlng away from"
would appear to be at the root of cogn1t1ve education.

| Strasser$(1972), Finch and Sp1r1to (1980), Whlmbey
(1280) and Feuerstein;et al (1980) have suggested that

causing students to talk about their thinking processes

-durln% (1ntrospect10n) and after (retrospectlon) thinking

enhances their ability to thlnk. Desplte these optimistic
outcomes, research has suggested that\cognltlve strategy
tra1n1ng may not be effective with students at the conc/gte

operational stage., of cognitive‘development (Nichol, Colen,
o J |

Meyers and Schleser, 1982) Adams, Carnine and Gersten\
l

(1982) have argued that many chlldren do not attaln this -~

)

stage until the third or fourth grade, ages n1ne to eleven

As well, :Brown and Smlley (1978) have argued that in most
cases students with achlevement levels below th1rd tp fourth

grade will have difficulty generallzlng the use of formally
ﬁ&

taught cogn1t1ve strateg1es. This results from t. b1
that mastery of the ba51c skllls is prerequ}51te to

acqu151t10n and use of generlc cogn1t1ve strategles (Brown

-
\

—

B
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and Alford,‘1984; Lloyd, Saltzman and Kauffhan, 1881).

At this stage it may be useful to review two general
approaches that have resulted in three cognitive training
'programs. The approaches are ihe Vygotsky/Feuerste1n Model
resultlng in Feuersteln ] lnstrumental Enrichment and the’
Cogn1t1ve Behav1or Modlflcatlon Model (CBM). Two of the‘:
better known cogn1t1ve traning programs utilizing the
pr1nc1ples of Cognitive Behavior Modification are the
'Learnlng Strategles Model 'by Deshler and his colleagues as
well ‘as the Self Instructlonal Training work of Meichenbaum.
‘Sample Cognitive,;raining Programs

o
The Vygotsky/Feuerstein mode,l. Feuerstein et al (1980).held

"

that tra1n1ng for strategy development or more broadly for
cognltlve growth is felt to occur in one of two ways. One
way is through direct exposure to env1ronmental stlmull
"whlle the second way is through a medlated learning
experlencé". Both Feuersteln and Vygq;sky ascrlbed to a
medlatlonal approach (Feuerstein, Rand .Hof fman and"Miller,
1979; Vygotsky, 19&2). The 1mportance of mediation for
Feuerstein was not only the COntent,that is learned, but
also the cognitive fungtions and patterns of motivation that
emerge. Effective mediation sensitlzes the'child to
procedures that transcendvthe particular eventé that are the
focus of the instruction. Mastery of a problem situation
requires’that thexchild learn to cope with a sequence of

events situated in time and space, to integrate and



39

i

interrelate stimuli and to abstract information. At its most

fundamental level, Vye (1983) has stated that a.mediated

learning experience is one that imparts basic strategies for
operating on the environment. These strategies are the
prerequ151tes for learnlng from direct experlence;

For mediation to be effectlve, Feuersteln held that 1it.
should follow four principles. These include:

T. Intentlonallty - Mediation must be purposeful and goal
dlrected The mediator selects the to-be-processed ,l
stlmull and directs the chlld s attention to certain
objects or events. In the process the mediatlon aids the *
child in noticlng features4other than the most |
perceptually sallent. |

2. Competence -—- Success experlences demonstrated by the
Chlld are azsumed to be reinforcing, thereby 1ncrea51ng
the llkellhood of their repeated occurrence.

3. Transcendence -- In the process of solv1ng the at-hand
task, the child acquires basic strategles fof gathering

and relating informaéﬁon.

4. Meaning -- The task purpose is conveyed.

‘w

Vygotsky's approach ‘as noted:earller, also was one of

med1at10n. Socxaé 1nteractlon at the interpsychological

£
level leads té’;ndependent .problem solv1ng at the

'
1ntrapsychologlcal level. Not the contentw but the means of

soc1al interacting are 1nternallzed by the child. Vygotsky S

- theory of 1nternalxzatlon of mediated exper1ences ‘Was tied

to the concept of the Zone of Proximal Deve§§%ment The Zone
gy
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of Proximal Develobment is the zone thatlétores knowledge
and a repertoire of functions that are relevant to, but
inhibit, independent solutlon of a task. An adult'mediatorv
elicits behav1ors from the child that lead to the solving of
“the problem task. The child then comes. to understand the
goals and strategies of the task Thhs, the sequence ia
behav1or followed by- analysas wlth the mediator providing

T :”ﬁ«r
only as much help to th}g,,‘j;fas is_needed for the child to

come to a newer understanclng the task.

Vygotsky places a great deal of emphasis on’ the use of -

language in helping the chiid create new cognitive'

strucéﬁral centers overcomlng the natural structure of the
1)

sensory field. As such, it appears that for Vygotsky the

-

vxld should possess some prerequ151te cognltlve functxonS'

%and conceptual sk;lls, However, Vye (1983) has stated that

Te

Vfba51c medlatlonal principles are the same regardless»of.

skill level. As such, the notion of prerequi;ite akills need
not alter the‘striving to develop coghitive growth. Initial
fecussiné on the process of mediation itself may take longer
-and so might the development of Social ihteracticn skills.
In Feuersteln S . terms, more 1nvestment to effect cognltlve
growth may be requ1red However, the nece551ty of addltlonal
investments does~not alter the:potentlal for change.
Research to supbort the claims of Feuerstein regarding.
Instrumental Enrichment have been few due in part to 1ts
recent rmplementatlon. ‘Narrol, Silverman and Wesman (1982) -

compared five classes of vocationalzhigh school students

L

v S
%
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receiving Instrumental Enrichment with five control classes.

.They found significant differences after one: year in favour

of the experlmental classes on a standard1zed group test of
intelligence. However, signlflcant differences on measures
of self esteem were ndt found.

"
_HEonod, Arbitman-Smith, Bransford, Delclos, Towery,

Hannel and Hannel (1982) reported on a series of studies

evaluating the Instrumental Enrlchment program u51ng over

one hundred teachers and one thousand students with varying

labels such as learning disabled, emotionally disturbed and

3

culturally different. Haywood and his colleagues found that

the program was most successful with studen®s of normal

"intelligence who were dlagnosed as learning disabled. As

well they found that the- program worked best when taught by

u

a teacher within the school over ‘three 45-60 minute sessions

 per week. While Haywood and his- colleagues found some

: transfer to academic areas, they concluded that evaluating a

" v%f
cognltlve curriculum cannot be. done by standard tests alone.

Rand Tannerbaum and Feuerste1n (1979) compared the

effect of an Instrumental Enrichment program with a general

content enrichment program-on low achieving economically and

'socially'disadvantaged students. Carried out over a two year

period on five hundred students in Israel, they found

‘changes in favour -of the Instrumental Enrichment groups on

the Thurstone Primary Mental Abilities Scale and on a
classroom participation scale assessing factors such as

conduct, self sufficiency and adaptiveness. No differences
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on an achievement battery or on self concept scales were
found. |

Samuels, Roadhouse, Conte ad Zisk (1984) studied
fifteen low achieving adolescents at a Calgary‘Vocational
School. Results of comparisons with a group of similar
students indicated few significant dlfferences in the groups
over three years. While absentee rates did not differ
'51gn1f1catly across the groups, the Instrumental Enrichment
group remalned in school longer and many transferred to more
academic programs.

The cognitive behavior modification model. Cognitive

behavior modification is based on the social learning
paradigm of Bandura Yﬁ978);.behavior modification (Mahoney
and Thorensen, 1974) and research on self regulation
(Crsighead, Wilcoxon-Craighead and Meyers, 1975); and the
cognitive psychoiogy paradigm exemplified by Meichenbaum
(1977). The cognitiVe psycho}ogy paradigm holds that the
"critioal determinants of ;oman behavior lie within the
individual"” (Mahoney, 1977, p; 6). Other theories on which
cognitive beﬁavior modification was based include the
concept of -a prlvate speech as proposed by Vygotsky (1962)
and Luria (1960 1961a ad 1961b) Private speech is viewed
as overt or covert self regulating talk d1rected to the self
(zigler, 1979)_ Instructional theory and research focussed
on'teaching exceptionalfchiidren "how" and "what" to think
has contributed to the deQelopmenthof cognitive behavior

modification (Borkowski and Cavanaugh, 1979; Deshler et al.,
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Harris (1982) has noted almost as many cognitive
behavior modification (CBM) training regimes as there are

researchers and practitioners working within the CBM
philosophy. As such, Harris has suggested the following
broad definition of CBM: |
the selected purposeful comblnatf%n of pr1nc1ples
and procedures from diverse areas into traning
regimes or interventions, the purpose f which is to
instate, modify, or ext1ngu1sh cogn1tions, feelings
and/or behaviors. (p.5). ‘
Citing work by Brown (1979), Brown, Campfbne_anaJDa%\(1981)

, : \
and Kendall and Finch (1979), Harrls (1982) stated that- CBM

\

may be partlcularly approprlate for exceptional students'\w«

given that these students typically ‘exhibit an. external
" locus of control, productlon and mediational deficiencies,
and deficits in inhibition, self- regulatlon, problem solv1ng
and means- ends thinking. Furthermore, Camp (1977) and
Melchenbaum (1976) have noted that such students have not
yet used verbal medlatlonal strategies.

~ One component/procedure/application of CBM is
self-instructional training (SIT). Typicaly, SIT has been
used effectxvely with- attent1onal problems and )mpu151ve
behavior. The reader is referred gb research and rev1ews 'by
Craighead, Wilcosin-Craighead anc Meyers (1978) and’ Kendall
and Finch (1979) for more detai.e” information. Self
(instructional training is built - ©w.-3 four basic steps
(Meichenbaum and Goodman, 1979). Tness are:

1. Cognitive modelling -- adult performs tasks while
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talking aloud; o "
Overt guidarice -- child performs tasks using same
verbalization; first assisted by adult and then alone;

Faded self-guidance -- child whispers the instructions

-while working through task;

Covert.self—1nstruct1on -- child performs task gulded by

covert self—speech. : : 2

o These four basic steps have been expanded to 51x supported

by behav1oral components such as graduated task d1ff1culty,

prompts, feedback and social relnforcemeat Furthermore, the

steps are d1v1ded into two levels: task approach and .

task-specific. The task- approach statements have been

compared to global metacognitive, cognltlve and behavxoral

_strategies that are relevant ‘across a variety of related

- tasks (Harris, 1982). Task- spec1f1c statements relate {o the

task at hand Some controversy has, arisen over the

e

efflclency of task- specxj;c and task approach statements.

Lloyd (1980) claimed task- specific statements are more

successful w1th academic tasks. Kendall and Flnch (1979)

claimed task-approach statements facilitate generalization.

As in the case of "top-down" versus "bottom-up" approaches

to reading an integration of the two types of statements may

fac111tate more effective and more generallzable tra1n1ng

©

Meachenbaum (1977) has stated that the student should

play an act1ve role in the design, implementation and

evaluation of training. Indeed, Melchenbaum ﬁa;t so far as

to suggest a Socratic d1alogue usang,the students' advice on



45

how to correct the pegative, maladaptive or ineffective
cognitions identified by the student. However, this has yet
to be enacted. As training progresses, the teacher should
gradually fade support for the strategy. Such an approach
assumes ‘the student is able to 1dent1fy the def1c1ent
functions and is able to verbalize such an 1dent1f1cat1on to
another perSon.
‘Harris (1982) concluded her review of CBM by stating
that a numbervdf'requisite steps are needed prior to.
implementing a CBM based intervention. These steps include
careful analysis ot the task and the learner such that both
are compatible. As well, the goals of training should be

specified and appropriate to the task and the learner.

Deshler's Learning Strategies model.,DeShlerﬂs Learning
Strategies model is designed to teach students ﬁow to learn
rather than what to learn. Techniques for organlzlng
mater1al to be memorized for a geography test would be
addressed in this model rather than the geography content
Alley and Deshler (1979) summarized the model by statlng
that a learding strateg1es approach 1dent1f1es specific
strategles, techniques and rules that the etudent can use in
coping with the demands of the curriculum.

Drawing on the work of Flavell, Baker, Miller and
Lesgold, Deshler and his colleagues have developed a package
of strategies‘that include verbal mediation (ueing language

in a meaningful way to facilitate the storage and retrieval

of information), clustering (categorizing material that has
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to be remembered) and imagery (making associations between
stimulus events and generating a visual picture of the
events).

It is interesting to note that while Deshler refers to
Levin (1976), the student generated strategies advocated by
Levin are not utilized as a teaching style in many of the
reseath documents published by Deshler and his colleagues,
despite Levin's statements that student generated strategies
are more effective than teacher generated strategies.

Levin (1976) also stated that strategles may be
effect1ve for one student but not for another, and, the
effectiveness of a strategy is dependent on the nature of

@the task and the materials. '

i A need for research.
In dlscu551ng the burgeonlng expansion of cognitive training
programs that was observed in the early eighties, Sternberg
o
(1983) stated that research into these programs should
receive careful empirical evaluation that assesses both
durability and trénsfe}ability of training. In addition,
facets of the training should be assessed as well as the
total training program. That is, intensive obéervatién of
what.is happening with individuals within the study both
during the period of treatment and over extended periods
following cﬁmpletion of the training is necessary. Such
details will énable the researcher to better thprehend what

individuals bring with them to the study and how the various

training packages and the researchers impacted on those
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individuals. Another facet of thié inténsive observation
might include how various individuals within the exberiment
impacted on the training techniques and the‘researchers.
Feuverstein (1983) has made the point that teaching is a
dénamic ﬁrocess during which materials are u;ilized,~‘
interpreted and modified to suit the interplay of the
student and the teacher. Within such an interplay the
student‘and teacher often mesh into a fluid oneneSs such
that each is altered by the experience. As such, thé
guestion that mustvbe askéd is whether we can everbbe
certain of knowing what it was that made the difference in
effecting success or failure in such an interchange. Careful
attention through intensive observation by researchérs may

v

aid the understanding of this process.

D. Reading Comprehension‘as a Cognitive Process

Sﬁauffer (1970)rdefined'reading as cognitive
functioning. Support for this position érows out of the
conceptualization of the reader as an information processor
(Huey, 1908) ana as a problem solver (Thorndyke, 1917).
Lerner (1981) and Stauffer (1970) have stated thet success
in reading comprehension isﬁdependent'uponlyhe abilﬁty of
the individual to attend to and .actively iﬁteract with the
.1deas and‘concepts of the.writer. As well, the capacity to
use and understand language 1S required. Stauffer (1970)
following én Thorndyke's conception of the reader as 3

problem solver concluded that comprehension was akin to
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problem solving }n that the'reaQer had to employ concepts,
develop hypotheoes, test out the hypotheses and subsequently
modify concepts. Rummelhart (1977) also stated that reading
comprehension involved problem solving. He hypothesized that
the reader generates hypotheses that are consonant ‘with
4expectat10ns and cues in the passage, and then seeks
conf1rm1ngiev1dence.

N Tne question of which aspegt of reading should receive
fﬁ§h§reater emphasis in instruction has been noted by Lerner
(1981). While this debate is an important one, for the
purposes of this study it will be assumed as suggested by
Lerner that both word recognition and reading comprehenéion
should be emphasized for‘an individual to read.

Despite the debate over which aspect of r#:5 ng 1s more
important, a number of researchers consider re« 'ng
comprehension the core of the reading act (Goodman, 1968,
1970a and 1970b; and Smith, 19713. Indeed, Cooper and
Petrosky (1976) summarlzed three themes regarding research
findingé, Theoe themes were:

Fluent reading 1s not decoding; ,

2. Comprehen51on can preceed word 1dent1f1cat1on-
3.-7Cogprehesxon stems from an 1nterplay of the printed page
and the reader’s experlences, language knowledge and

cognitive ability.’ '
Fagan (1978), Smith (1975), and Goodman (1970a and 1970b)
have emphasized that the reader's goal 1s méaning.

Forrest-Pressley and Waller (1984) have argued that three
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types of skills are important in reading:.decodiné,'
comprehension and mature reading strategies. Citing evidence
from Brown (1980), Gibson (1572), Forrest-Pressley and
"Gillies (1983) and Rothkopf and Billington (1925),
Forrest—Pressiey and Waller argued that it seems important
to consider reading as a complex system of skills.

Whatever the ‘resolution of this debate, i£ appears as
smith (1975) has stated, 'that the ?eader 1s 1nvolved in
processing print, actively seeking, select1ng, coding,
organizing, storing and retrieving 1nformat10n in order to
compreheﬂa the written passage. These appear to be the
executive or ﬁeta strategies referrred to in theories of
metacognltlont Pearson and Johnson (1978) have described the
rereading process as an 1nteract10n of 1nternal factors such
as language knowledge, prior experlence and cqgnitive »

"strycture with external factors sych as the péinted“méterial

and the "reading environment”™ (p. 10). Reference-to‘PEe@ ~

processing of print leads to a consideration oﬁareadin’

information processing.

Informat1on Processing Theories of Readxng
There appears to be three major 1nformat10h processing«_
theories of reading. "Top-down" theorists suc:§as?5m1th

(1975), Goodman (1970a and 1970b) and Anderso
b

reading as a conceptually driven process w1thgthe readeri"\ 
sampling print to test hypotheses about the squgct matter.'

Rummelhart (1977) has descrlbed the "top- dowm‘«pr@ce551ng 3

’

99999
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strategy to be one in which the reader proposes possible
inputs and then determines whether or not these inputs are
present in the input data. Sheridan (1982), Rummelhart
(1980), Thorndyke and Yekovitch (1980) and Stein and
Trabasso (1982) have described the underlying assumption in
schema theory to pbe that meaning does not lie solely in the
print but Ynteracts with the cognitive structure or schemata
already’ present in the reader's mind. That is, ‘the knowledge
brought to a reading task helps to determlne what the reader
will understand from reading (Beck and McKeown, 1984).

~ This concept is similar to Ausubei‘s (1968) concept of
"idedtional scéffolding“ o} framework for understanding new
information. Thus, readers possesS cognitive filters through
which they yiew the world and from which they predict and
make inferences about what is read. This notion is very \C

. . P

sgimilar to Feuerstein's (1980) use of a trainer/teacher a§/;
mediator to filter ‘learning experiences for students not

presently capable of medlatlng Qr 1nterpret1ng the world for

t
themselves. It is also 51mllar to the Piagetian (1926)

. _notions of assimilation (a new knowledge base being
idtegrated into an ex1st1ng knowledge base) and accomodation
(a knowledge base or schema being altered. to 1nput new
information). However; schema theory limits the input to
printed materials.

Schema theory according to Sheridan (1982) has some
positive inpiications for the teaching process in that it
emphasizes the use of the previous knowledge and experiences

[
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of the reader. In addition, schema theory helps the reader
to, apprec1ate the need for stating the purposes for reading

and the need to ask approprlate questlons prlor to and

follow1ng readlng These p01nts are 51m11ar to those used by

,Feuersteln et al (1980) and Alley and Deshler (1979) in

kd

their strategy tra1n1ng technlgues As well, Bruner et’al.
¢

(1966) wrote of the governance of behavior by 1ntent10nal1ty

through feedback on the relatlonshlp between‘what one has

alntended and what one has achleved

The ”"bottom up" theorists such as Gough (1972) and.
Estes (1977) see readlng as progressxng from analysis of
letter features, analy51s of words, word strlngs and
sentences. Within each level phonologlcal associations are’
made and word meanlngs are accessed from the reader's word
knowledge until semantic;understanding.of a sentence is

achieved.

Rummelhart s (1977) information progessing model has

’1ntegrated the apparently dichotomous p051tlons held by

"top—down" and “bottom—up theorlstst Whlle Sher1dan (1982)
has termed the "top gown model as a psycholinguistic model.
any the "bottom-up" theory a skills model Stanovich (1980)
has ciritici:ed?the "bottomﬂUp" model for failing to account
for the impact‘of contextual and thematic processing while

concent ating on minute anal¥51s of letters and words.

. "Top-down" models have been: cr1t1c1zed for thelr vagueness

-in defining the complex1ty of ideational realtlonshlps.
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Rummelhart's integration of the two models accounts for

. : . e .
the processing of letters, spelling patterns, words and
. o

sentences, as well as the general conte I 3,t5x and-

'“the words

semantic and syntactical environment in
occur and from which meaning is derlvedj Research by Lesgold
and Perfetti (1978), Stanovich (1980) ‘and Schwartz (1980)
has been influenced b; Rummelhart-s integration theory and
has demonstrated developmental proceSsing differences
between beglnnlng and fluent readers as well as group
pro§e551ng differences between skilled and poor readers on
phonoiogical codihg activities. |
Recently, Perfetti (1984) has provided two'definitionsg4
ofvreading. One stated“thac "reading isdrhinking guided by
print”, the’"thinking'definition" (p. 40). The secondA
definition is that "reading is the translation of written
elements into languaéef, the "decoding definition” (p. 40). |
- He hypothesized that the "decoding definition” applied to
§Pearning to read while che fthinking.definition“ aép%ied to-
skilled reading. | | : .
| Perfett1 (1984) argued that an integrated view of these
definitions may be reasonable were it not for the insistence
of some thar the "thinking deflﬂlthﬂ applies to reading’
aCQUISlthH as well as to skilled readlng He stated that
this assured readlng failure because it implies that
learnlng how to read and kearnlng how tQ, thlnk are fne ‘same.
L 1

Us1ng a "decodxng definition” of read;ng reaves a prece or

the reading process to other areas, orv nstructlon. He

oy . “ .
e,
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concluded his argument by stating’the&pypgtpesis that the
process of word fecognition is important\i@ skilled reading
comprehension. Therefore, he concluded, even the "thinking
definition™ has to make.room for'oecodiog for only a reader
ith skilled decoding processes can be expected to have
skilled comprehension‘processes. He summarized his views Dby
statinovthat word ideotif{cation is the central recurring

event during normal text reading.

By way of summary, research would appear toO support the'

hypothesis that reading is a complex act1v1ty composed of

°

decdding, comprehension and reading strategies

(Forrest‘Pressley and Waller, 1984). ' | ¢

E. Use of Strategoes in Reading Comprehens1on

The ability to utll*ze selected strategles in reading

ar

has been associated with the concept of. comprehension
) . = , o ) . _
monitOring. Comprehens;on’mon:toclng is concerned with the

eader’'s._ability to-.evaluate on901ng c@?@rehensxon processes

¥ )
2

while interactzng with the text and to assume ‘some form of
fr.

remedia. ac-ion snoud a fa:.ure <¢ comprehend be percelved
- .qpr L - . - . N

(Anderson, *98C and Aless.:, Anderson and-Goetz, 1879).

The notior of comprene '§.0r monitoring is based on

- . . . . ) A . . .

F.avell's ! "3B87.1 moce. ir which monitoring is viewed as

ris:nc fcour aspects:

. ., - —-- - - PR S o oe
; Know.eggde T Tlave.. andc wWe_.man U %

. SIS’ SN
nave ssated that

kncw.edge .s comprisec of sensitivi perscn ,var.ab.es,

(84
[

-ask variaries anc strategies. Sensitiviiy 1S the



his lack of understandxng of a passage (metacognltlve.

, 54
Py 4 ' “

control of ongoing cognitive processing to suit the
immediate readlng situation such that the 1nd1v1dua1 can
receive, store and retrieve 1nformatlon. It appears that
children retrreveuinformation incidentally and
intentionally. Incidental recall'ocorSjwithouth
deliberate intent. Intentionaliy oocurs.with an intent

w

and can be of two types. One type is elicited
praparatlon in which the child is instructed to remember
certain 1nformatlon because questlons may be asked about
the informatron.‘The second type 1s\elicited'retrieval
in which the child makes a deliberate effort to retrieve
inforﬁation. Intra and 1nter1nd1v1dual dlfferencesu
comprise the person varlables. An 1ntra 1nd1v1dua1_
difference is 1nternal to the 1nd1v1dual and is
exempllfled in know1ng a technigue that a1ds one in’
remembering detail. Inter1nd1v1dual dlfferences are
comments one makes about oneself in relatlon to others
and relates to self-concept. Flavell. (1981) has detlned
task variables as those varlables concerned w1th the;

naturg of thellnformatlon in the cognltlve experlence as

well aS'knowledge of the task. 5

Experiences -—- Flavell“(1981) stated that,metacogn?tiye

experlences refer to any consc1ous cogn1t1ve or

o)
o

affective experlence. Such)ﬁ?pe 'ences’ can impact on -

metacognltlve knowledge. FéT example, a reader may: sense

experlence) and decide to read theé?assage more
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carefully to increase knowledge.
..3. Strategies -~ Flavell (1981) stated that strategies are

plans or actlons Rae; further monitor cognitive processes.

This 1s s1m11ar to Rirby's (1984) def1n1t1on. Rereadlng

" (Garner and Reis, 1981); scannlng forward (Markman,

i

T

3 198w, scanning baokward~(Alessz et al., 1979)
qote taklng (Orlando, 1980); referring to an expert
\§ource (Collins and smith, 1980); forming a guestion
(Collings et al., 1980); inferencing (Phillips-R1ggs,
1981) looking bhok, reading for main ioea, uynderlining,
kimmlng the whole passage, summarizing and using

personal experiences (Garner, 1982) are examples of
strategies that have been found in reading tasks.

4. Goals -- Smith (1967) and redericksen (1975) support
the’idea that the reason for readlng affects how the

1nd§v1dual processes the 1nformatlon. For example,_

reading’ for detail versus readlng for theme. Goals wnlch e
r,;) n

s
initiate and contznue the cognitive process may- be
cgexplicit or implicit. In a reading task these goals tend

to be operationalized

[+1]

s the criterial task (Brown,
‘Campione and Day, 1981). It is 1mportan* tc clarify
whether the goa. Set by the reader is the same goal set

by rhe researcher cince a differnt goa. may resu.t :fn®

"

gifferent outcome. Furthermo e, it is important tc

remember that goals set by the reader may zhange

throughout the reac.ng. xper’enee As such, the reader’s
v ) .

monitoring may be altered (Andersor, 1987j. The

e
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interplay of these four aspects is hypothesized to

)
L3

contribute to the concept of, comprehen51on monitoring.

Since the ealy 1900’ s theorists and researchers ‘such as

Heuy (ﬂ908) and Thorndyke (ﬁ917) recognized and advocated

.the 1mportance of the rQader S mon1tor1ng ‘of the

comprehen51on process. As observed by Forrest Pressley and
Miller (1984) it is unfortunate that today, desp1te the work
of Goodman (1976), Brown (1980), Elavell (1981) and Myers
and Paris (1978), (heorists, researchers and educators are
still‘attéhpting to refine the theory ofﬂcomprehenaion
monitoring as well as a methodology to assess reading

comprehension strategies.

Assesahent of Existing Strategies

Both Harris (1982) and Sternberg (1981) have noted that
cognltlve assessment 1S not XR easy task and is often
neglected Establishing the learner 5 initial knowledge'
state 1nclud1ng spontaneous and learner- trainer produced
\strategies as well as metacogn1t1ve skills 1is essential to
determ: nlng the match between the learner, the task«and the
cognlt‘ve program. (Harrls, 1982 Melchenbaum, 1976; Loper,
1980) . within the area of reading ‘comprehension a varlety of
methooorpglcal approaches have been utlllzed Among these
approaches are retrospectAOn, 1ntrospect1ve passages cloze
procedures, scrambled stories and selection and retent1on’%%“

main ideas.

Selection and retention of main ideas. Typically students
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are exhorted to concentrate on the nain ideas when studyingu
HoweVer, to be responsive to éttendingdto the main ideas,
students haveato.be‘aware of what the main points'are (Brown
and Smiley, 1978). Brown (1980) c1t1ng the work of Smiley,
Qakley, Worthen, Camplone and Brown (1977) and Brown, Smiley
and Lawton (1978) has stated that extracting the main idea
was a problem for poor readers and retarded children.
However, as children grow older they become more able to
1dent1fy the essentlal organlzxng features of texts (Brown

and Smiley, 1977). Developmentally, Brown and Smiley (1978)

have documented that from the fifth grade and up,

metacognltlve control governs the ability to select main
idea units. It is not known whether mentally handicapped
adqlescents will pbe able to extract the main idea or use 2
metacognitive control proceés; ‘

"While Brown and her colleagues have found the mentally
handicapped have difficulty selecting the main idea . un1t

the difficulty of understanding the directions associated

3

a

with the task also may be a factor.

In the Brown and Smiley (1977) study, participants were

. asked to select the least 1mportant guarter of idea units,

-then the next least and so on unt11 the last quarter of 1dea

units remained This last guarter would be the most
1mportant dea units. ;Rg uLts of the study may have been

contamlnated by an 1nab 1ty of some ‘of the lower

fUﬂCthnlﬂg students tqﬂcomprehend the directions. In other

A

words, t sk d1rect10ns rather tha&,the task may be beyond
;‘fiv . . - \"""t&‘f: . ‘ & o ﬁ-’ oy a» ‘KI‘ .
"} . ' L/‘\ L L /4’1”4.]:’ R v ." . ‘,\‘5 - "':(“ ,5:;‘ 1 ‘ . .',\v ‘~‘ - R




the scope of the mentally handicapped.

Flavell and Wellman (1977‘i¥ave noted the appa:eﬁt‘
merit in using the notion of main iéea units for assessing
metacognitive factors in 1nd1v1duals. Brown and Smiley

(1978) stated that this is a promxs1ng approach to gain

‘1n51ght 1nto'the use of strategies and monitoring by
'exceptzon&l learners. Such an approach proyides a basis for

determining whether or ﬂot ~educable mentally handicapped

learners have the requ151te ability to 1dent1fy the main
points in a story so as to select these,main points for
extra attentlon. It would be erroneous to state that the
educable mentally handlcapped learners cannot use main idea
as a strategy in remember1ng stories without first
determining their ability to identify the main idea unlts.

The significaﬁce/of this finding to the education of
the educable mentally handicapped adolescent rests. in

devising appropriate instructional procedures to tap and

remediate their deficient skill, whsther it be identifying

. ) L/

main points or the ability to focus on main points for extra
study.

S : T
Scrambled stories. YussSen (1982) has stated that one skill

in readlng is the ability to follpw a logical~sequen¢e‘?f
actxons. Wh1le thls is sometlmes an easy task there are
1nstances when such is not the case. Examples include

situations where elements of a story are dislocated for an

.unusual effect, the lack of a clear structure in the story,

or s1tuatlons uhen elements of the story are, missing. There
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ié evidénce to suggest that segquencing ability is.tied to
age (Tanner, 1976 and McClure et al., 1979), and to the
complexity of the text (McClure, Mason and Lucas, 1979).
That is, older éhildren and less complex passages are
sub]ect to better sequenc1ng )

In terms of the Wechsler Picture Arrangement Task
(Wwechsler, 1974), in which the 1nd1v1dual has to manipulate
the elements of a mixed-up story continuously available for
inspection, Yussen (1982) stated that the person can-order
the pictures in one df two ways. One way is to figure out
how the story begins and selecﬁ the picture that should come
first. Another way is to figure out the theme or main 1idea
of the story and use this to guide the ordering of the
picturev

'Knowledge of-hog/children go about sequencing scrambled
stories would contribute to furter understandipg the
components of cognitive monitoring strategies used by
mentally handicapped adolescents. This further‘understanding
would enhance the development of instructional procédures to
beéter eqﬁiptsuch exceptional learners with the monitoring é@mj
skills to improve their comprehension.

In otder to tap the "how™ of story sequencing it is

important to know, as in the case of intact passages,

whether individuals possess the ability to identgﬁy

é&ase idea

unlts are used as a guzde to the ordering of thegstory In

idea units of the story prior to determining if

an initial study of use of idea units as'a qwlde to

S

5.
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sequencing,'with second, fifth and eighth grade pupils,

~ Yussen (1982) found that while older children did sequenco

&gplctures petter and did discriminate ma1n ‘idea un1ts better,
the ability to sequence picture stories was unrelated to
children's ability to understand the main ideas in the
stories. As such, he tentatively concluded that sequencing
may be tapping skills other than those needed to comprehend
ond integraﬁe étories. In'additxon, it would appear that the
ability to conscmously apportion effort to code the most
important parts of a story whxch Yussen (1982) described as
important to comprehen51on monltorlng and which Kaufman
(1981) has noted is lacking 1in ;he learning dlsabled is
also lacking in younger (grade two) chlldren. It 1is
suspected that this ab111ty also is lacking in the eduoable
mentally handicapped. Indeed, even sixth grade children did
only moderately well on this task. The 'impact of what to do
with adolestents who may still lack both types of skills
does not appear to have received moch_attention in the
literature. As such it will be important to assess the
proce551ng abilities of exceptional ‘adolescent learners.

Knowledge about the manner in which individuals

approach the sequenc1ng task is essential to understanding
the organizational and sequenc1ng strategles used in
comprehens1on monltorxng by adolescents labelled mentally
handicapped. As Yussen (1982) has noted sequencing makes a
close contact‘with the skills most readers employ to render

prose comprehensible when the writing is difficult to i
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follow.

<

Yussen (1982) stated that the amount of material to be
sequenced may have an impact on the participahts ability to,
sequence a story. However, sotrie;.must be of such a length
as to maintain a minimal "Kernal" story sequence as outlined
by Stein and Glenn (19739) and Rummelhart (1975). Typfcally
the ”kernal"'stbry could include an initiating event, an
attempt and a .conseguence. Longer passages might include the
setting, initiatingw§vent, Enternal(tesponse, plén, attempt
and consequence.~ |

Introspective Passages. A numbef of researchers such as

Olshavsky (1977) and Christopherson et al., (1981) have
turned their attention to presenting readers with 1ntact
passages and asking them to think aloud when they reaqh the
end of a clause, sentence or idea unit signalled by a red
dot. Recognltlon of fa1lure and a re-reading strategy
emerged when clauses were examined, WIth tenth grade students
in the Olshavsky study. The Christopherson et al. (1981)
study revealed differences favoring contextual (title)
versus monconteitual‘(no title) passages in reading. While
prior knowledge seems to be important to interpreting a
reading text, the strategies utllized by the readers were
not addressed. |

Brown (1980) has suggested that as the tasklgecomes
‘more difficult, readers may more con§ciously intervene -

strategically to comprehend the text. However, caution

should be exercised since Olshavsky (1978) found that if the
' .
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te;t is too difficult, the incidence of strategic
intervention is feduced. It would éppéar that the difficﬁlty
level should be at or near the top of the current
instructional reading level of the participants in order to
facilitate strategic activity.vThis’strategic activity may
then be open fbr examination by the researcher throUdh the
aﬁaiysis of introspective and retrospective comments by
students.

While this approach does not appear to have received
wide attention, studies with college students and public
school elementary students have been conducted (Lupért,
1984: Collins, Brown and Larkin, 1981; and Phillips-Riggs,
1981. Collins et al (1980) and Phillips-Riggs (1981)
conducted studies to determine the inferencing strategies of
various age groups of readers. Recognition of these
‘strategies may be useful in determining how readeré
spontaneously monitor their understanding of the text. Some
" of the strategies found by the above researchers included
reﬁocusing, analysis of alternatives, éonfirming prior
intérpretatioﬁé, neglecting to réspond, empathizing with the
story/passage experience, rereading, Ainterpret wg;
conceptual binding, scanning, intuitive action and
reattémpts.

Caution will be needed in interpreting the responses of
the participants in this aspect of the proposed study since
“self guestioning or researcher imposed probes and/or

guestions to facilitate introspection mgy’afféct the nature

8
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of participant responses. However ,~the present study 1s~ f g

designed as an exploratory procedure to determlne how*the“ Ny

a

strategies of readers with learning problems can be S
W/ . - . . ) “(a

4 L

Cloze procedures. This procedure developed by Taylorf(3953Y%

assessed.

requires the reader to fill in deleted portions of passages.
Jenkinson (1957) has demonstrated the utility of this
technique‘qp gain insight into;how individuals approach
reading comprehension tasks. She combined the cloze
procedure with the previously outlined introspection
procedure. Froese (1971), Jenkinson (1857), Taylor (19%5)
and Bormouth (1969) have stated that the cloze\procedure is
an objective reliable measure of comprehension.

While over 600‘articles and research reports have been
written about the cloze procedure’since its ince;tion in
1953, the overwhelming majority“of these investigations have
utilized the same model of cloze construction. However, as
noted by Hos::ini ad Ferrell (1982) no standaro method for
creating'a cloze test exists. As Qell, few of the studies
examined the résponse of the educable mentally handicapped
(McKenna and Robinson, 1980). Henk‘(1981, 1985) critiqued
and studied the typical deletion of every nth word, basis,
the standard length of blank spaces ano the use of only
exact word replacements. While accepting synonymic responses
increased scores, the use of total random assignment and

size of the blank spaces did not affect scores thereby not

reducing the validity of the instrument. However, previous



.'{Iong passages may prove too dlfflcult for mentally »
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A '
studies that examined various deletion rates ‘?und every 5th

word deletions did affect instrument predictiﬁe validity by
sincreasing task 51mp1101ty (Meredlth’and Vaughan 1978).

While arguments that the cloze procedure lacks
sen51t1v1ty to zge 1nfluence of context beyond the immediate
sentence have continued for twenty years, MacGintie, (1961),
Hoffman (1980);, Taylor (1953,) Mcgee (1981), and Themgs and
Bridge (1980) have found that the cloze procedure 1s | :
a¥fected by intersential contextual.constraints. This is an
important aspect of the cloze procedpre since a lackr%f
inter-sentential context would inhibit students in
understandlng the meanlng of a paragraph or passage.

Thé cloze procedure has many advantades, particularly

Q

if comblned wlth other measures Jongsma (1980) and

A Jenk1nson (1957) have both commented on the ability of the

"+ cloze procedure to provide a slow ‘motion view of the reading

process; Nevertheless, Gore (1983) has noted that short
pessages (75 words in length) w1th less than fifteen blanks-

were 1nappropr1ate for statlstlcal reliability. However,

4

: handlcapped adolescents While statistical reliability is
S;not Y con51derat10n in the present study, passage length may

. be a factor in terms of frustration arousal on the part of

students
Work by Brldge and Winograd (1982) based on Halllday s
andearan s (1976) notion of cohesive relationships (the

dependency of interpreting one textual element upon another



<

"element within the same text) has provided a number of

verballzatlons while" completlng a cloze task appears to lead

to greater reljability of the data. In addltlon, Brldge and 3

qcohes1ve t1es

‘Retrospectlon. The use of a post readlng interview format

65

g‘\

1nstructlonal and methodologlcal 1mpl1cat10ns For example,

drawlng on the work of Erlcson and Simon (1980) Bridge and

W1nograd (1982) stated that the use of concurrent : *

W1nograd recommended use of a demonstratlon tape or

procedure to ensure that students understand the think aloud~
"

procedure desplte the p0551b1e but unllkely teachlng of

" has been used to assess the reader s knowledge of

L

comprehen51on moni orlng (Paris and Myers, 1981- Forrest and.

P S

process readrng may be very dlﬁferent

':number of - llmltatlons,,some 1nterest1ng "findings do result#

Waller, 1980 Abe mann and Ratekln, 1982). ThiSvtype of

research appears to 1nd1cate there may be a relatlonshlp

-

between cogn1t1ve maturlty, comprehen51on mon1tor1ng and

‘e X

reading prof1c1encx._However, lebett and wllson (1977),and

.Cavanaudh and Perlmuterﬂ(1982) have concludedvthat what

R

readers say they dolwhen readlng and how they actually

Hare and Pullfam (1980) have noted the potentlal :
relatlonshlp of readlng w1th verbal arﬁlculatlon That 1s,('d
poor readers may be less able to verballze thelr process1ng .
of the readlng task. Such a process is further confounded if
“the" reader has to reflect back on past exper1ences.
«

" While retrospect1on as an assessment technlque has a.

/
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and can be cross referenced with other data. This aspect of )
>
the literature review gfads to a review of research

methodology associated with studies of swrategy use.

F. Research Methodology
 wWithin the context of utilizing the above procedures 1t

. . . R . . S
is 1mportant to exercise caution in the deve.opment of

\ﬁ' V 4

passages to ensure ecomglcal valld ty to the® educatlonag r‘;&
Llavm 7 -

o

settlng (Bronfenbrenner, 197€). For example, ‘student’s & é‘,ﬁw

o [}

»typ;cally gead rather than llStEﬂ tc stories in schools;
. pasgage readablllty leve‘s ShOUlO be at the ievel of the
-studeht' and, passages shouod be ext*ac'ed from typzcal;
;texts (ﬂauman, 1982). _ : I .

Further, d1fferences in studles may- emerge because of

dlfferences 1n the type of p?ssage.vFor example, the storles
’ ;j’ \ I . ,ﬁ' ,_

used in Ehe Bf@iﬁ“ﬁﬁd”sqgls§§W%§77) study aﬁe narratlve” agt - 9_

'story approach, m@re famlllgr to stuoents. Thxs 18 also true-

of the Stein and Glenn (1978) and Mandler and Johnson (19773

ﬁ@passages. Slnce students appear to have more exposure “to

-

‘Qnarrat1ves, they may. have more knowledge of these storles,

\

and thus, stud ts may be«more senS1tlzed to the maln,ldeas

~in these stories. Exp051tory materxals are .less familiar and

may produce dlfflcult& in grasplng the central tnpught. . -

_However, typlcal claSsroom texts are exp051tory in- hature‘
,f

wa’

Ty
-ar

(Bauman, 1982) o ' .3‘ “;'.” AR . ~¢;4,
. s R * ',J},

Another example of 51mple passage de51gn modlflaatrons

. '«M co
6 - ‘-_: ..'-' ,°

_that can 1nfluence the outcome of ° a study® is the use %; »
. By Ton
Y

<
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o

absence of a t:t.e (Bransfcrd and Johnson, "§7Z: Scnwarfz
an¢ Fiamner, ‘887, 7 .

scally valic

P

V8]

research im natura.:StiC SETTINGS uSINg ~atural.stic texis

and observafthnal techrigues. Includeg was 3 ca.l Tc use

rechnigues &l se.f-repcris @hd intrcspections tc prov:de

insights which may prov.de & basis fcor thecry deve.cpment

anc .ater enhancec empirica@. research. Whi.e ca..:ng for

+hese changes, a va.ue. criented copc.us.on emergec T nis

-

ca.. for Use cf self repcrts tc provide ins:ights that wou-d

lead tc empirica. research. Could it be that se.f repcrt
. o . i AN o c
Gata and introspective comments are nog;a_-eg:;:ma:e_par: cf
empirical research? .
Goldsteir and Blackmar (7878 have summar:zeC :wggbroac
. R )

«

approaches tc the uncersoanclnc and preclc*zor cf the ,

ela 1onsh1p betwen a stimulius and a response. One is the

srlmulus response (S-R) épproacb wh‘-e the seconc is the ~

stimulus-orgahism approach (S-0-R) . 'Adherents of the S-R
b A
; _

paradigm examine the functional relati

nship between stimu.l:
N R : ) : ‘
and responses. Followers of the S-0-R paragdigm hold that one
imulus and a

S

response through the drawing of 1nf rences out the
' ! e
1ntermedlary processes or mediatipg structures .that occur.or
: i . ~ {
ogn1t1on is one such

can best prioict'rélationShips betweehoa

are p051ted w1th1n the orgahlsm.

»& . .
mediating process. ‘ - A L
v o K

Researchers. 1ntere§!ed 1n studying the cognltlve

pfocesses involved in readlng have used verbal reports as

a . .- . 2 2

’ ‘ ‘ g aﬁﬁ
> . [

w
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data for some time (Huey, 1908; Olshavsky{ 1976-1977- Brown
and Day,,1983) Indeed verbal reporting was seen as an

1mpor*an* part of psychologxcal 1nvestlgat10n prlor to the

~

rise of behav1orlsm (Marbe, 1901) .

v

Houever, verbal 'eports have frequently come under
attack‘(Nesbltt and ﬂ};son, 1977 Cavanaugh and Perlmutter
‘982}_re%§rdinﬂ the learner's access to their own inner
thoughts. ksA;eil,{the igsue of automatized: unconscious
:esoonses'reéuitino inlincomplete verbal\reports should be
ﬁﬁpnsiéired (Cavanaugh and Perlmutter,.1982). |
. ‘Other causes far. concern #ith verba? reports - 1mclude

‘ QO.
t+he goncern that verf‘

'.eporting hy handicapped,;earners.

'uttn ;_m::ed -‘ngolstxcfskltis such as the young and the

o .
mentatgy,naad;cappec may not -provi ff1c1ent data for
Rt - f
mnt erptetatlon'(Brown. 1977). In patticular, retrospective

reports have been challengéd due ‘to the fact that memory.

tnvoxved and scme learners may report what one ought to %o

as dpposed to what one actually did (Garner and Anderson,
g1 - 1982). |

-

However, Ericson and Simon‘(1980) stated that worthy

Gtindinés can come from well designed.verbal report datarv

prov1ded
1. probing 1s nonspetlfvc noncueing and bland (see also
. . . e .
Garner and Alexander, 5982 |
2. 'gfzer data is collected and the cpn519tency of these
data w1th verbal report 1nformatlon is assessed;
3. memory’confounds are reduced by m;nlmlzang e 1nterval

» .
. >
1.

e 4

o
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between proce551ng and retrospective reporting.
Unfortunatery, rhe 1ssue of "think aloud” rntrospectlve
‘s:atements interfe 1ng uxtr task completion seems mMOSt
d‘fficult to control. while Ericson and Simon suggested
directing the subﬂect to emphaszze the task rather than the
v

veroailzatlons about the task fnls does little to provide a

riority for what is actuaill o n chrou n a erson s 'mind
Yy

at the tlme of on- rask DehaVIOr

-

"In a more recent articre, ErlcsWand Slmon (1984)

d t%et verbhl data- gatherrng and data- analysrs metnods

vtremenGOUSry w;th skerchr-y reportec methods appearing

ﬂl}\

in research pUbllCatldﬂ;. Acceptance of verbal reportsrgg

5 5 A
data appears to -be far frqm un‘verSal (Chang, 1983). @
£
~However. Afflerbackgapd‘Johnson% 198&5 stated five
4 4 L
advantages of verbar reports. - ® - $m1

o 8

~Verbal reports prouade insights into otherw1se unknown .

processes. g ¢

) v

2. Vérbal-reporgp provrde support for converging data
A o B

sources. . f
3.  Verbal repOrts\allow access,to reasoning processes
underlying higher level cognitive’activity. |
4. Verbal'reports are sometimes the only avenue for
ana1y51s of mental processes

5.‘vVerbal reports enable analy51s of the affectlve

!

components of readlng processes. J

A

Afflerback énd Johnson (1984) went on to,outline the

o
i

condltlons undet which verbal reports could benef1t research

°

E

)

v -



and the necessary conditions to ensure maximum utility and’
, e » :

validity. Included were;_ B b

'. The provzsxon of tra1n1ng to subjects 1nvolved‘ln verbal ‘n_
reportlngustudxes such as’ in the practice thlnk aloud
sess1ons of Kavale and’ Schr1e1ner (1979). This tralnxng
.should be followed. bx?perxodlc remlnders to "think.

aloud” (Johnson and Afflerback 1983).

2. The proyision of verbal reports concurrem&lyﬁ,'th the

completion of an experlmental task l{
1ntertu1n1n$’of thre exper1menta1 tas

" the taﬁ. T'h“",v.lea'ds . Solieg ade- off P

e

reports, one must be & ,ue'pf the effect they may have

Pon the processes be1ng reported Probes may interfere
with a person who 1swabsorbed in the task (Hayes and -

Flower, 1980). However, prqbes #Q increase the.

frequency ot the report (Olshavggy 1976-1977). Use af 'p_l.,’ﬂf

non spécific, nonque1ngﬂ?nd bland counsell1ng type

¥ »

reports also are recommended/}Garner and Alexander r>
a198%%@Gord0n, 1970; Erlcson and Slmon, 1980). . e i'é

kX Subject Selectlon for 1nc1u51on in verbal reportlng

LY

procedures is a key factor. While research u51ng verbal

7

P report data hasﬁpsed .subjects ranglng from elght years'

“

v .

“old to cr?ege professors, most studlers have used
universit students. Problems ex1st w1th younger and

less verbal subjects who may prodUCe less verbal reports




- that responses should snot be forced 1nto any

w

M

than older more verbal subjects. As well, factors such
as ”automatlzed” responses and subject anx1ety 1n a’

4

ver¥al repOrt1ng procedure are factors to be cons1dered

s e

Ad]ustlng task difficulty to ensure the task is

- )
de-automatized and ensuring subjects feel- comfortablej:‘~: ’

g

P
+

were 3uggested.

e 2

Analysis of verbal repor’ protocols requlire advance’

response classification schemes. Fareed (1971) adv1sed

o ¢

4

pre existing .categories.’ Not all)strategles are reported
directly leavxng the researcher ép 1nfer some of the.

strategies. Use of an 1nter rate€fre11ab111ty procedure

Y

"to ensure cons1stency of 1nterpretatlon was recommended

While traning of raters may axdbrater performance, it) b

may decre'el‘?é" the validity by;v;producing an i’i%ropriate v

b

yfconvergence of perspecblve.

6.

K

o

Where posélble, multlple 1nd1catlons of.. the task should
be recorded. Afflerback and Johnson stated that the .
researcher should verlfy verbal reports of subg@cts as

in the example of verlfylng that a person who stated, t} .

/

“l
am sk1mm1ng the page" was @@ d01ng by observ1ng eye
» o

movements. AS well, concurrent retrospectlve and
L4

nlntrospectlve reports can be used along with . subject

pod - L -

performance and experlmenter observatlon of the
subject's behavior. , ) - ' . A L4

Wh1le trade offs exist in'the use of ver@gl reportf

data, used approprlately, verbal reports can offer .a unigue *

N
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%
oppottunity to. view cognitive processing. Rather than focus
on the limitations of such a venture, the door of
opportunity to minimize and acknowledge limitations should

[
be accessed. . : ’ ~ . 2

G. Summary

whlletrecent applxcq§1on% of cogn1t1ve training
-M;A

progfams have ylelded prom151ng results, many questlons

~:e/ %gmq%%Qto befanswered For example, the inmipact on 1nd1v1dual

“Vstudents,of %trategy training programs is relatlvely unknown

.glven the use of group data based on global product orlented

ér ‘*‘*‘.A;

_ outcome medsures as rep;esented in receﬁt studxes by samuels
et.al. (1984) and Narrol e“‘hl"QJQBZ)- . I
rAs-we}l, the belief that the’mentally handicapped do
not spontaneously generate.strategies, fail toﬁmohitor their
progress (Ashman' 1984), possess an inert verbal system
(Luria, ‘1961) and may not be able to benef it from cogn1t1ve
Dtraining (Nichol et.al., 1982 combine to redJ%% the

quantlty of academlc strategy deve lopment reﬁearch
h-

partlcularly in the area of readlng (Terry and- Pakgs, 1985) .

Desplte these}:oncerns, some researchers such as ’

) Y

Feuerstexn (1980) and Meichenbaum (1974) developed

‘i

technlques which may prove qseful w1th educable mentally

.

handicapped 'Howeveg, many of these procedures 1nq}udbng the

use of - a Socrat1c dlalogue (Collins et. al., 1977) have not

been attempted with the educable. mentally handlcapped

'
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Perhaps a more serious concern is the lack of
standardized. procedures to obtain gualita¥ive and
quaq%lflable data regardlng the: nature of strategy use and
the impact of cognitive training on existing strategies.
Recent attempts ét combining introspective and retrospective
techniqqes wrth cloze passages as developed by Taylor
(]953)£w1n&rospectlon passages (Olshavsky, 1977), "scrambled
stériesabfuisen, 1982), and maxn’%dea selectlon (Brown and
Sm1ley,'197?) -offer promls1ng leads. However, the procei@res

ggaveibéeﬁm:w?krglzed by a number of authors such as Nesb1tt
and Wll&@ﬁg(1977) Cavanaugh and -Perlmutter (1982). Despite
the . crlggfyﬁms worthy findings are possible using well
de51gnh x?rbal report data (Ericson and Slmon, 1980 and
Afflaﬁéqu and Johnson, 1984) .

,Q\’ The present stuay has been de51gned to explore existing

A ,
‘J*}rga@ ng,comprehen51on strategies in educable mentally

%;
!

‘ff%ba ég ed adolescents, to determine which measures best

L {j o i«

: P e .
sy the uQe%of those strategles.and to examine the impact of

J o
.shorf‘term»cognft}ve intervention programs on existing g
. - r,\ P
. strategies. Chapter 111 prOV1des a detalled overv1ew of t

g ’ B . . / \\\ b
S t Udy . ’ , : _7/ -

ponge



111, METHODOLOGY

In this chapter, rhe design o¥ the study is outlined.
Ineluded are the procedures that were followed in
determining the sample, in selecting'and designing the
materxals and test instruments, in administering and scoring
ﬂge test 1nstruments, in selectlng and trajning the
confederate teachers, 1n selecting and designing the

1nstruct10nal techn1ques, and scorlng the 1nt¥ospect1ve

audlo and video tapes The limitations of the study also are

outlined in this section.

. NL‘The‘Sample
All fifteen aﬁudents in the sample were in their flfth’

‘;at L.Y. Calrns School in Edmonton, Alberta. The

istu ents were randomly selected from the total group of
}.ﬁlfth }éhﬂ{studenls at L Y. Caxrns School so that all
fifteen had the following characteristics in common'
1. possessed a full scale, verbal and performance “
A i&*elligence guotient between 60-70 on'a Wechsler
Intelligence Scale for Children - Revised (administered
: wlthhn,the past four years’ In‘addition all scaled

scores’ had to be w1th1n one standard dev1at10n of each

I
o

other., * L ‘g” t?
 §

2. _Possessed a vocabulary and reading comprehen51on grade -
Equ1valent w1th1n a 1.5 grade equ1valent range of each
/other The actual grade range’ for vocabulary was 4 2 to

5.6 while the actual grade range for comprehens1on was

- 74



-

reports.

Ty’ ‘ ' 75

4.f to 5.2 according to the Stanford 5iagnostic Reading

C , R
Test Brown Level. O

.. s}

3. Did not possess anpy emotional, physical, sensory,

cultural or language differences as indicated by the
teachers, counsellors and administrators at L.Y. Cairns
School:; nor from a review of srudent files while
attending other schoolsgv o

>

4. Were between the ages of 16.7 years of age and 18.6

o

years of age at the time of the study.

. The sample of students was selected limit the range
e b

: @
of intellectual, reading and experlentqu factors. It was

hoped that on some characteristics, the sample would be

relatively homogeneous. While the Auditory vocabulary

subgest on the Stanford Diagnostic Read1 was

-ut1llzed 1nformat19n on 51ght yocaﬁ%lary ased on the Sighr

VOcabulary subtest of the Wlde Range Achievement Test also
was gathered. A range in grade eguivalents of 4.1 to 5 ‘§°was

found on the Sight Vocabulary subtest of the Wide Range

Achievement Test. Given the similarity among vocabulary and

reading comprehension based on the three measures, it was

. held that the global reading level of the students was in

the ‘range of grade 4 to 6. This was confirmed by teacher A

«

3

L.Y. Calrns Scyﬁbl was selected because it provides

.programs for educablc nentally handgcapped adolescents in

Edmonton, Alberta. The school serves a5 a central recelver

school for students in programs operated.by Edmonton Publ1c

-

]

&

@
&

A Ny r

o i
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Schools in the City of Edonton. As well, a number of school
jurisdictions in the area surrounding the C1ty of Equntong

refer students to L.Y. Cairns School. It was hle that

students in the sample would be repres;ntative of older -

adolescent educable mentally handicapped students in the
Edmonton area.

‘The flfteen students were randomly selected from 25
students who fit the descriptions outlined above. These
fifteen students were randomly assfgned to one of three
instructional conditions with the result that 3 females and

> males were assigned to each instructional condition.

B. The Setting
i ( ‘x‘
Experimental procedures were conducted in offices and = °
small rooms located at L.Y. Cairns School. Routine school
batkground ncise, messages through the public address system

and classroom period organizaﬁion contributed to the .

ecological validity of the study. All students were released

\ . K . . .
Efom their regular academic classes at convenient times to,

particiﬁa;e in the study. None of the studefts missed their

phy§icalxeducation classes nor shop classes. Academic

LS

petiods that were considéred essential by&the teacher or the

student were not missed. As well, parental .permission was

gained relative to student participation priot to beginning

the "study. - R

it
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o " €. The Research Deeign : V .3u
;ww” v This sfudy was designed as an exploratory venture to
‘ dégermine the feasibility of identifying the feadinq
\ comprehensxon strategies of educable mentally handicapped Q“h
adolescents. As well, the 1mpact of two short term cogn1t1mkuu‘
training approaches was investigated. Within the context bf
. exploring methods, materials, instruments, procedures anqv :
: | v
the capacitiFs of the educable mehtally handicapped J”f
adolescent \t pérticipate in and benefit from'strategy‘%yﬁ
inéerucﬁib five specific.purposes were‘specified:
1. To :? ore the nature*of strategies utilized by educable
men;ally handicapped adolescents in a reading
' Lﬂ B f coqg;ehen;ion/exercise. |
| J2.-‘Toj§etermine which of four previously selected types of
@
| reading assessment?techniques would elicit reading
. comprehen51on strategies. -
o
‘3. Do detErmlne the nature of self acceptance for academic
ia achievement and global ouﬁoomes held by the‘educable
mentally handlcapped .adojescent. ;
Q.X To determine the academlc problem solv1ng st;eteg1es of
‘“’ﬁ' . the educable mentally handlcapped adolescent . .
, 5. Yo determine the 1mpactiof short term instructional
A ' ‘,fihterventions utLlizing fwo pfeviously ¥elected
.3,_[;2, ﬁl%ﬁgtb\ instructional procedures on exlstlng strategies, self

- R
' G

. ceptance ﬁor resgonaxb;lmty for outcomes and teacherv

,' '"\‘4& W

EA Y Bl

RTea) B iw‘ L . c,,q;

vy pexceptloﬁs of acd&emié‘problem ‘s0lVifAg straﬁégles.
Lo g “'3 .

R B 3 : ,
o p2d e . “



Because this stugy was designed as an exploratory field
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stud& to ekamine methodoloéy @nalntens1ve case - study
approach was Utlllzed acrossitreatment ‘and 1nstfuctors. As
well, a quasi experimental prea&%;t/post~test cont&o&qgfoigj
design (Campbell aad Stanley, 1960) with an N of 1 random
a551gnment ‘per cell was ytilized in an attempt to ensure
r1gor in the methodology, and to enhance confidence in the
findings. Since educational research ultimately has to be of
use to two of the many partnersS in the educational endeavor,
the student and the teacher, four instructors in addition to

the author were utilized in the instructional process. Any

effect resulting from one instructional procedure could b.’

viewed with greater credibility since it would havento occur . -

»
across five different instructors.

D. Organ1zat10n of the Study

Flgure I outllnes the ‘organization and.sequence of the
study. Prior to 1n1t1at1ng the exploratory study , a small
.apilot study 1nv01V1ng six educable mentally handlcapped
adolesents simi}ar to those in the study in age, years in
school, ihtelligence and reading level was conducted to
evaluate the qnstrumentSVand materials. Results are reported

n W
f

throughtout the’ body of thls“chapter.

¥

0

e,



RN

Rrgure I.'

S N ‘ ' ,g\{
o

) sgquence of Evants in_ the Study

. T | R IR
' GATHERING BACKGROUND DATA

‘II «
RANDOM ASSIGNMENT

e

I
CONDUCTING PRE THINK ALOUD ASSESSMENTS

~ - ( I - | | ) . ‘ ., - . . \'
v v S
CONDUCTING THINK ALOUD TRAINING S

RS S

I ;o | CONDUCTING THINK NLOUD PRE INSTRUCTION ASSESSMENTS

oo S : g v » .
: PROVISION OF INSTRUCTION N }
. ”f '

’ ‘ VII
CONDUCTING THINK ALOUD POST INSTRUCTION ASSESSMENTS

,\w ‘ e : : k VITI v
s ‘ o CONDUCTING PEER TEACHING

+ . IX : '
CONDUCTING INTERVIEWS



"o

- Thxnk aloud pre. -~

!

. . d' - ' ‘ j 80

‘ . . ; 5 ‘ - . o . —
Background data and assxgnment of students.
./

Followxng the collectlon of background school data

1nclud1ng read1ng and 1ntellxgen0e .test scores, students

_ vere randomly assxgned to one of five 1nstructors and one of

.A

“three 1nstruct10nal conditions as outl1ned in F1gure 11.

.Pre think aloud.

Selected 1nstruments 1nclud1ng two measures of locus of

ontrol a teacher rating scale, and readlng passages

desxgned as cloze, scrambled sentences and idea un1t storles ‘

vere administered to deteralné student functlonlng w1thout‘

the 1nﬁluence of th1nk aloud Thls was called the pre think

<aloud condltlon. All the read1ng passages and the two locus

of control scales were pnesented in a random order. AS well

.

ieach ‘type of readlng passage was repeated three tlmes. A

randomlzed presentat1on of the three’ passages across

2students and 1nstructors was used.

,Thxnk aloud tra1n1gg, ’:_»&

Follow1ng collectlon of the pre aloud data, students
C A

were tralned to th1nk aloud. Two math problems were used to

“train students to thlnk aloud wh1le solv1ng a problem.

&

-

Followlng completlon ofvthe thlnk aloud training, a

serles of readxng passages de51gned to measure student

/

strategy use as e11c1ted by overt 1ntrospect1ve

'.verbalxzat1ons and responses to retrospectxve questlon1ng on

sqrambled sentences, cloze, lntrospect1on.and-1dea unit
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selectxons was admznlstered The pessages were presenteddin
random order across 1nstructors and students\ As w1th the
pre th1nk*aloud assessment, the order of repeating the three
passages was random1zed This sessxon was calied think aloud
pre since it 1nvolved the gather1ng of data usxng a ‘think
aloud procedure pr1or to the 1ntervent1on.

’

. Intervention.

Following collect1on of thd data in the aloud pre

~ condition, those students 1h the 1nstruct1onal cond1t1onsr
1rece1ved one of two 1nstructlona1 approaches. Students in
the qontrol graoup continued the1r regular classroom

instruction. "

Think aloud post assessment.

Following the 1ntervent1on, another three vers1ons of
the readlng passages in each of the scrambled cloze, idea
unit and 1ntrospect1ve passages requlrlng overt

introspective verballzatlons and responses to retrospectlve

?

questioning was adm1n1stered in a random order across type
of passage, 1nstructor and student. As well, both measures
of locus of control, the readlng assessment and the teacher
rating scale were repeated. This Session was labelled think
aloud post because it ceme after the'intervention and i
required a think aloud component. s

®

‘Peer teaching.

Follow1ng collection of the data in tne aloud pOstf
cond1t1on, students 1n the study were asked to assxst a
younger student in a read1ng comprehen51on exerc1se. ' The

.
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purpose of this activity was to determine whe ﬁer’any of the
strategies gained during the interventien would be used by

the .students in_workiqg with a younger student, '

Interv;ew.

f
Upon complet1on of the peer teaching, students were

in:erViewedvregerding'their percept1ons'of the total

process;,
Because of the attempt to maxntaln a valued

teacher/learner relat10nsh1p throughout the study, students

1-were referred to as students not subjects, researchers vere

in peer teaching vere;referred to.as

{
referred to as 1nstructors (one of whom was the authgr)

teachers contxnued to be called teachers, students 1nvolved
,students as teachers
Figure I1I

Schematic View of Study

INSTRUCTIONAL CONDITIONS - = .

Control LSET% © SIT*s
1 sStudent 12 Student Student 14
‘male. female ‘male female .
I 2 . Student 15 Student Student 7
N female . male female ‘male
S : . .
T -3 Student 11 Student Student 3.
R female .,male male female
U -
C 4 . Student 1 Student Student 10
T male . female female female
0 T - o
R 5 Student 13 Student Student 8
S ' male female female male
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'» LSET: Learner Strateg1qp Enabl1ng Thxnklng
L3 SIT"Self Instructzonal Training _
i The Ingtruments
< Publ:lhod Instrdnonts ' . . \

_A. The Wechsler Intelligence Scale. For Chlldrgn Revxsed

In order to select students who fell Vlthlﬂ a
relatively homogeneous 1ntellectual group, ‘the Wechsler
Intell1genCe Scale for Children - Revxsed was selected to

' determ1ne current intellectual funct1on1ng Based on the
premlse that while individual fluctuat1ons may be great,
there is a greater stability of intelligence testfscores for

- older and lower functioning individuals (Mcéall et. al.,
1973), results of assessments conducted w1th1n the prevzous
four years were utlllzed As well, some students had
received previous adm1n1stratxons of the Wechsler w1th a

high degree of consistency be1ng found in test results.

-~

'Factors contributing to the selectlon of the Wechsler )

>1ncluded 1ts adequate valldlty using a var1ety of ablllty
and ‘achievement measures and its h1gh rel1ab111t1es ‘
(Sattler, 1982). Known 11m1tatzons of the. WISC R such as.
limited ava1lab111ty of norms for children older than 16
years 8 months of age and 11m1ted floor effects d1d not
apply to the. present sample. None of the students at the
time of ‘testing were older than 16 years 8 months, nor did
‘any of the students score below a full scale IQ of 60

‘2 - The._ Stanford D1agnost1c Readlng Test Brown Level T

———
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The Stanford was utilized to obtain‘a global reading
comprehension score. As well} the auditory vocabulary
subtest was administered to‘provide information on the
current vocabulary level of students. Only students with
codslstent (vith1n one grade level) vocabulary and read1ﬁg .
comprehensxon scores were. selected'to part1c1pate in the /
VVStudy Selectxon of the Stanford was based on 1ts excellent

,standardlzat1on procedure, relxab1l1ty levels and criter1on
- related valzd1ty (Salv1a and Ysseldyke, 1985). The Brown
.Level was selected as per gu1de11nes prov1ded in the.
sAdmlnlstrat1on and Iﬂ!empretat1on Manual (1976) These

tgu1de11nes stated that the Brown Level is 1ntended for use

w1th low ach1ev1ng (grades 5 through '8) high school

students. The Green Level was found to have .a ce111ng effect

'nith a s1m11ar group of students 1nvolved in a pilot study
\

‘by the/author.

3 The Sight V abulary subtest of the W1de Range

‘Ach1evement Te t\

The WRAT had been adm1n1stered w1th1n the past six

.hmonths at L.Y. Cairns School The resultS'“f the 51ght |
rvocabulary subtest were used to provide another check wlth
the Aud1tory VOcabulary subtest of the Stanford. A;hwell
>s1ght vocabulary was in the same receptlve mode that
.'students would use in the study ‘Since the WRAT has no

v va11d1ty or rellablllty data,'was 1nadequately standardlzed

kiand has a limlted behav1or samp11ng,’scores were used purely

- as rough 1ndlcators of current s1ght vocabulary.
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4. Locus of Conttol Util1zing_

The Rotter Internal/!xternal Control Scale (Rotter, 1966)

' )The Intellectual Achievement ReAppnslbility (IAR)

Questxonna1re (Crandall et.al,, 196S5)

" Both the Rotter and the IAR were utllxzed to determxne
whether students accepted self responsxb111ty for the
outcomes of their actions or ‘attributed outcomes to external
factors such as lugk and task difficulty. While the Rotter
IE Scale is reported to he the most used and serviceable
test for adult populatlons to assess 1nd1v1dua1‘dlfferences
in acceptance of self responsxbl1ty for outcomes, 1t 15 less
, than perfect (Phares: 1976). In order to prov1de a broadcr
| perspect1ve and to enhance quant1tat1ve observatxons of the’
self acceptance for outcomes or 1ocus of control factor, the-
IAR Questionnaire also was'utllxzed.'The IAR,Quest1onna1re |
lexam1nes children's beliefs regardlng respon51bl1ty for
- outcomes in academlc achievement s1tuatlons. While the IAR
Questlonnalre may be in need of further reflnement, it may
be the most serv1ceable measure of locus of control bel1e£s
~in ch1ldren in the relat1vely spec1£1c areas of
1ntellectual academxc ach1evement (Phares, 1976) .

Author Designed Instrunents

\\\\\\Al Teacher Ratlng of Student Approach to

Classroom Academxc Problem Situations

Follow1ng a- rev1ew of the l1terature on cogn1t1ve

educatlon, a teacher rat1ng scale (see Appendix A) was
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designed. The purpose of the teacher rating scale was to *
determine teacher perceptions of student approaches to
classroom academit ‘problem solving situﬁtions,ipatticularly

as they related to reading activities. A total of tgh

statements’ were given. Language Arts and Mathematics

’ . . . .
.teachers were asked to rate on a five point Likert scale

their‘percgptions of student approaches'to academic problem \

. solving in mathematxcs and language arts. el u@p work.,

The pr1mary 1nformat10n gained from thgpi#&}ﬁg scale | Jsin,

indicates whether or not students approach problems in a
systematic’mannefi Questio\s relate to whether or not the’

student: ‘ \

1. is focﬁsed onvdirections (#4)

2. clarifies and-ensqres.directions are understood (#5)

3;\ organizeé self prior to initiating action (#'s 1 and 2)

4. 1is focused on relevant information (#3)

. utilizes a systematic approach in work (#6)
utilizes spatial organizational skills (#9)
7. develops and tests hypothesis regarding problem solution

(#8)

}

8. communicates clearly and in detail (#'s 7 and 10).

‘These concepts_pertain to information provided by Feuerstein

et.al. (1980) relative te@ deficient cognitive functions.

' Deflcxts in these areas 1nd1cate a potential dxfflculty in

processing information at the input (items 4 and 5),

elaborat1on (items 1, 2, 3, 6, 8, and 9) and output (ltems 7

- and 10) stages. As well, items 1 and 2 and items 7 and 10
w——————— ) N
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A

tap similar information in an attempt to provide a
reliability check of teacher completxon of the scale.

Thé rating scale was txeld tested with a group of
teachers not involved in this study as well as with
colleagues in the Ph.D. program in BEducational Psychology at
the University of Alberta. As vell, the scale vas reviewved

by three faculty involved in,cognitive'edbcation programs.
| The purpose of the review was to ensure interpretations of
items were similar and that statements wvere readily
"understandable. Suggested changes were incorporated into the
version used in this study.

¥

Reading Materials ‘

It was decided to utilize four types of reading
strategy assessment materials to defermine the existence of
strategic behavior in the reading performahce of the
mentally handicapped student. As well, it was hoped that the
four types of passages would ensure maximum generation and
confirmation of reading comprehension strategies across a
variety of conceptual domains.

All'materials were field tested with graduate student
colleagues and with six educable mentally handicapped
students similar to those in the study. b

Factors affec}ing the selection and nature of materials
"included:

1. Length: Passages. had to be long enough to provide a

range of verbal responses, yet short enough to avoid

Y
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frustration and fatigue (Gore, 1983).
Difficulty: Passages had to be sufficiently difficult to
cause the reader to monitor their comprehension using a

{
conscious mode thereby avoiding automatized responses,

However, passages could not be so difficult as to lead

to frustration (Brown, 1980f.
Natﬁre.of‘Passage:‘Within the cloze and introspective
passages, non fiction expository material was used in
all conditions. Mitchell (1981) found a greater
incidence of statements reflecting monitoring in non
fiction reading situations. The idea unit passages were
selected from those used in the Brown and Smiley (1977)
study. All ideaxunit‘passages=uére rated as fictional.
In each cloze ané introsptecive passage the main idea
was judged‘torbe explicitly rather .than implicitly
stated;

Coptent: In an attempt to ensure ecological yalfdity,
the passages more or less matched the typical read{ng
material used by the students and encountered in the
school situationf However, this aspect presented a
difficulty in obtaining materials that have not been
used by students. Checks with teachers, and students
prior to random assignment to the study as well as a
review of the cumulative reports indicated with a
reasonable degree of confidence that students had not
dealt with thg materials at their current level. While

the reading passéges were selected by the researcher, it

-
)
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w;s felt that this did not adversely affect tﬁe
ecologicai valrdity of the study” since most reading
material read'gy students at the school level is not
self selected. Furthermore, readers of self selected
material may choose material requiring less cogriitive
effort, and consequently lgss monitoring may ensue.

With the exception of passages for the ‘idea unit
selection taken from Brown and Smiley (1977), reading
material was selected and adapted from grades 4, 5 and 6
supplementary reading programs such as Reader's Digest New
Reading Skill Builders and Reader's Digest Educational
Division Science Readers. Materials were checked for reading
level, content,blength, difficulty and passage hature?
Modifications were incorporated and the reading level
verified through the use of Fry Readability Graph (1977).
While the Fry Readability Graph is a gross measure, it has
been found to correlate (.85) with the Dale-Chall .
Readability Formula designed for materials froﬁ fourth éraae
thrbugh college level (Burns and Roe, 1980).

All reading passages and assessment ;echniqués were
field tested on six students with a similar background to
thosé in the study including reading level, intellectual
functioning, age and sex. Further modifications based on
field testing were incorporated into the passages used 1in
the present study. . '
Because field testing‘indicated a neea to modify all

intended approaches to suit the reading comprehension skills
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of the educable mentally handicapped, each reading stsage
_type and procedure is described in some deta1l Copxes of
the passages for Pre-Think Aloud are found in Appendix B,
Appendix C contans copies of the Think Aloud Pre
Intervention measures. The Think Aloud Post Interveation
meﬁsures are contained in Appendix D.

Cloze Passages

Fry readability measures confirmed the reading level of
the cloze passages ranged from grade 5.0 to grade 5.7 (see b
Table I). Whiie ﬁhis would suggest that all the passages are
of.roughly equivalent difficulty, the cloze‘readability
procedure was used.as an additional control measure.

For the purposes of determining the cloze readability,
all passages to be used in this study were administered to
six students of similar background to those in the study. It
would appear that story 4 in the pre aioud measure and story
7 in the aloud post measure were somewhat more difflcult
while story 2 in the pre aloud measure may have been a
little easier for students (see Table I11). Despite this
possible difference, it was decided to include all passages,
since the differences did not appear signifiéant. Passage
order was randomized across all six students.who assisted in
the field testing. It should be noted- that because of a
limited student pool, some of these students may ‘have been
. different from students in the main study fof reasons other

than reading level or"intelligence guotient.
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Table 1
Fry Readability Scores for Cloze Passages

-«

-

Passhge Readability Average
) Grade
Score
. 1 5.
Pre Aloud ¢ 2 5.0 5.2
4 5.1
3 5.5
Aloud Pre 5 5.7 5.4
6 5.0
7 5.0
Aloud Post B 5.5 5.2
9 . 5.2
Table II

Cloze Prodedure Percentage
Correct Scores for Field Test Group

Passage Percentage Scores \
Participant

1 2 4 3 5 6 7 8 9
1 25 20 24 25 26 25 23 27 21
2 27 25 22 26 27 26 21 29 28
3 21 25 21 21 23 20 20 23 22
.4 29 29 27 30 28 27 25 26 29
5 30 39 29 32 34 31 27 33 35
6 22 27 20 20 19 19 17 15 15

X % 25.6 29.0 23.8 25.6 25.2 24.6 22.2 25.5 25.0

~.

e
-
-~

e,

s

Results of both reviews appear to indicate that the
passades were of sufficient difficulty to ensure monitoring,

yet avoiding frustration.
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| The length of the passages was"set at apprdximately 296
to 355 words w1th an average deletion ratio of 9 3/ 1
Words deleted were llmlted to nouns and verbs w1th a few\
adjectlves be1ng,de1eted The ratlonabe for deletlng nouns,
and verbs grew out of an earl1er exploratory test1ng of )
sample cloze passages tah a group of 3 educable mentally
handlcapped students. Results 1nd1cated that .these students

became extremely frustrated f1nd1ng words other than nouns

A S,

o and verbs. It was felt that the key aspect in the ;L“sent

- study was . to tap the’ exlstence of strategles, not to

1

_generate statlst1cally dlscrlmlnatlng comprehen51on

| passages. No t1tle was prov1ded for the‘passages. Typlcally,

the first sentence 1nc1uded a blank space where feasible.
vW1th a few exceptions, substltute.words were not accepted.

: While theSe procedures do not represent the typ1cal format
: »

for us1ng the cloze-as a measurlng dev1ce (Tlerney et al.,
i

’1980) these changes vere necessary 1n order to achleve what
r,appeared to be a fungtlonal passage “to e11c1t strategles by

the educable_mentally handrcapped adolescent.

LY

)

:Introspective Passages
| Fry readablllty measures conflrmed the readlng level of
the 1ntrospect1ve passages to range from grade 4.5 to grade
5.7 (see Table 111). The 1ntrospect1ye procedure followed
'“technlques descrlbed by Olshavsky (1977), and Chrlstopherson

et. al (1981) Spec1f1cally,'a dot was placed at the end of

S

_fV;each sentence ‘and- students were requested to read stop, and

d;thlnk aloud at each dot No pre. “think aloud passages vere

.
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Table III
- Fry Raadabxllty Scores for lntrospcctxve Passages .
‘Passagev' ‘ ~ Readability Average
Grade '
A . - : ' Score
‘ _ 1 4.5 )
_Aloud Pre -2 4.5 ‘ 4.8
~Aloud Post 5 5.7 . 5.0
: 6 5.1 '

*used’since"the‘pre'think aloud process involueddsilent
reading renderinglthe use of introspection‘meaninglesstin
‘this cquitioﬁ.'

‘\Scrambled Sentences o - e S "d '_d//,
In order to examlne the sequenc1ng ab111t1es of //dl-

/

educable mentally handlcapped adolescents, stor1es were
2

adapted from grade 4 level readers Whlle based on/the ,

‘de51gn used by Yussen (1982) the passages were composed of

/
/

: actual sentences ‘rather than p1ctures o /

In a pilot study w1th a group of students slmﬁlar to.
'1the students in the researcn 1t was found tnat educable.
»mentally handlcapped adolescents could not handle 10ng (mored
than 20 sentences) passages and had d1ff1culty Sequenc1ng
sho@t (as few ‘as four sentences) passages. ThlS conf1rmed a.
bellef held by Yussen (1982) ‘that the amount of mater1al to

-be sequenced may 1mpact on the students' ablllty t0'sequence

a story.

\
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Table IV

schanblédlsentgncgs -- Number Correct for Field

Test Group

o~

Length

Sentence

Participant

on

Correct

vZZVZO®
ovzzozZzm

ozoZZOO

vzovoZus
puvZZZzoUo
voZwZzow

VZUZZUO

vouz2zZoe

Number

N Tnw

L ength

vovzozw,

_Numb%: Correct

Sentence

o

‘"Correct

Num b[e r

e N ©

-«

4

Ea

" Number Correct

Length

Sen tence

corr e-c~t‘”i

N u‘m b e r

ZoZZUO

OZVZZZAN

zZo2zZZOAN

vzLUZZZN

Number Correct
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) As a result of the pllot study, a ser1es of : 27 storxés
'fwere adapted from grade 4 hxgh 1nterest low vocabulary level
comprehens1on trarnrng (Readers ngest) Three ‘stories vere
developed at each of 3, and 7 sentence lengths | |
"correSpondlng to 3 5 and 7 1dea un1ts for the three
.4cond1t1ons in the present research These new passages vere
‘field. tested on\s1x students resultxng in a range of success
.vpatterns 1nd1cat1ng that the passages were d1ff1cu1t enough .
',to ensure mon1tor1ng yet not 7o) dlffrcult as to become .

dfrustrat1ng (see Table IV).

l~Idea Unlt | '

S1x passages ut111zed in research by Brown and Smlley
:(1977) were selected fpr use in the present study The‘
-passages were f1ctlona1 and were wr1tten at.’ the grade 4 }j'
‘readrng level | o o

‘Brown and Smlley (1977) used an approachdadopted fromlb
lJohnson (1970) that 1nvolved asklng SUb]eCtS to cla551fy .
1nformat10n w1th1n a passage as to 1ts 1mportance(level

-.across four levels of 1mportance. The pllot group of V’"3f{“

mentally handlcapped adolescents could not complete the task.»‘

'desplte belng able to deflne or belng 1nstructed regardlng
the nature of a maln/ldea. Th1s f1nd1ng was not totally |
_surprlslng since Brown and Smlley (1977) found that six year-"
'olds could not d1fferent1ate between the four levels of

_rrmportance.‘Further,‘1n 1977, Brown and Smlley found that

. third graders were unable to d1fferent1ate between the g
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levels of importance while.fifth graders could separate only.
'the h1gh level from the other three. thle the reSUlts of
gthe study are suspect due to mater1a1 complexxty, un1t size
'and the dlfflculty level of the rat1ng task it 1nd1cated
the need to mod1fy the task to tap whether or hot . educable
;mentally handlcapped adolescents dlscern the most 1mportantv
'tpparts of a story. ' | | | | |
' S1nce 1t 1s an: assumpt1on that the gxst of a story
"corresponds to the maln 1dea, and the concept of a main 1dea
vmay not be well rooted. students were asked to select twelve
' most 1mportant parts of the story so that a fellow studentv

~could understand what the story was about w1thout hav1ng to

"1f‘read the whole story Utlllzatlon of thlS technxque appeared._ :

vto assist students 1n the pllOt study complete the task

| Three graduate students selected and ranked the 12 mostejl
‘important 1deas in. the six storles prlor to use 1n the o
'study. These rank1ngs are 1nd1cated in the passages. One.

»Jhundred precent agreement was obtalned for the ranklngs. '

F. The Interventxon

Two tra1n1ng procedures were utilized in addltlon to
_‘the control group whlch rece1ved trad1t10na1 classroom'
»1;nstructlon. T
Self Instructlonal Traxnxng (SIT)

Th1s procedure 1nvolved teach1ng the student

‘,fverballzat1ons that follow.a step—by—step sequence. ‘The
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lverballzationsvthat are‘related‘to the'specific'objectives

" 1977) Exght bas1c steps exlsted in the self- 1nstructxonal

| “in the problem solvxng strategxes, are modelled hy the

1nstructor and then rehearsed by the spb]ect (Mexchenbaum,

il

process.

1.,'Problem Def1n1txon~ "What is 1t I have to do?“

2. Focus Attent1on:_"l haVe to concentrate on what 1t 1s I

have to do.”"

3. Read "F1rst 1 read the paragraph "

»4; ,Ideas. "Now 1 w1ll look to f1nd what the paragraph 1s

ahout.

5, Main'Idea: "Now I w111 see what the maxn 1dea 1s.

6. Descr1b1ng "Now I w1ll tell the teachereahout thls.‘

' t‘7. tupothe51s Test1ng.,”Now I ll check to see 1£ 1 am

_rlght.'
"The 1nstructor,,wh11e work1ng through the procedure
wzth the student provzded 1mmed1ate correct1ve feedback as

the student progressed Sample comments ut1llzed to assxst

.lnfth feedback 1ncluded

"Yes, that s right "

-/

/

/

not qu1te - what other 1dea d1d you not1ce 1n th157'

bec use‘ffrbf};”r, what else might f1t here’“ldc~‘ ‘ ’
Appendlx E .contains the package of mater1als developedj
for7the Self Instructlonal.Ta1n1ng Procedure. The Self
Instructzonal Tra1n1ng Procedure 1s much more |

teacher d1rected than the second technlque known as Learner
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Strategies Enabling Thinking,(LszT).

‘Lcarner Strategxas 'Enabling Thinkxng (LSET)

LSET is a much more student centered and directed .

:procedure‘than is the Self Instructional Training procedure.
It is-based'on-the'work of Piaget (1972), Feuerstein et al

_(1980) and. VngtSky (1962) ,regard1ng actxve student ;

1nvolvement in a medxatlonal approach the use of a Socratxc

dxalogue based on the work of Coll1ns (1977) and the :

‘ ’concept of student generated strateg1es (LeV1n, 1976) Whlle;;

"-LSET utlllzes the 1ntent of the cognxtlve psychology

paradxgm exempllfled by Me1chenbaum (1977) regard1ng the

“concept that the cr1t1ca1 determlnants of human behaV1or 1lie
fdwlthmn the - 1nd1v1dual 1t 15 not a8 structured self
hf'1nstructlonal procedure ut1lzzlng teacher modelllng. LSET .
bfocuses on the learners development and mon1tor1ng of the1rtf'

‘own | strateg1es -- hence,,the empha51s on Learner Strategzes.

LSET is azmed at help1ng the: learner develop and/or

recogn1ze the ex1stence of strategles for effect1ve’

v_learnlng Further, LSET a1ms at help1ng the learner apply
'-,Jthese strateg1es effect1ve1y The 1mp051t1on of 1nstructor
rtrategxes 1s not advocated Rather, the empha51s must be on

.help1ng ‘the learner elicit and reveal a clear,'conc1se and

spec1f1c expre551on of the strategy as well as how when and

'where to apply the most effect1ve strategy. Modellng by the o

| teacher of the correct procedure is not\hdvocated since th1s

conveys an 1mp11c1t message to the learner that "I can t do';
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lxt thhout help - Such a m1nd set 1s held to reinfoce an

external locus. of control which results in weakened future v

[

attempts to solve a problem.

The role of the 1nstructor in LSET is to engage the

'Student in a socratzc d1alogue to systematxcally lead the

learner through~the provxs1on of clar1fy1ng Questions to an

"insight into how to solve the problem and to provxde the

‘learner thh the opportunxty to apply the process 8o that

_the outcome 18 ach1eved LSET involves the teacher and

learner as mutual partners in a cooperatlvely planned

'learn1ng experience whereby both teacher and learner have

the potent1a1 to grow. Steps in the 1nteract1on 1nclude-

1,

fto learn

- Setting the 7tage of mutual agreement on the goal to be

ach1eved Thls beglns process of 1nternal locus of

~ control,

.'_Mutually clarlfyxng the nature of the goal.v

Mutually clarlfyxng tlmellnes regard1ng worklng a

together.

;.,Examlnxng reasons for learn1ng not only selected o
'content,,but also the process of learnxng ;V' |
..:Ut111zlng academ1c content a Socrat1c type dlalogue
ialmed at help1ng the student acqu1re, malntaxn and
\generallze effectlve strateg1es for use 1n academlc:
v’problem solv1ng 51tuatlons is contlnued Th1s 1ntegrates

‘“how " a: student learns w1th "what" a student is. requxred

")

' Ut111z1ng procedures to ensure the strateg1es become
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automatized;‘This‘may‘include the use of student
'generated‘ﬁnemonic devices or any other student
generated technique to reinforce strategy use and

retention. Since the focus of'the present study was more
' on'acquisition‘and maintenance than on generalization,

this aspect vas not emphasized.

7. Ut111zxng posltxve re1nforcement proceduresland

'conveylng both exp11c1tly and implicitly that the {
‘student has the potential to benefit. |

8. Mutually assess1ng the effect1veness of strategy use.

9. Utxlleng procedures so that students come to monitor

thelr ‘own performance to be both a part1c1pant and an
observer-of the 1earn1ng process. Refers to meta
skills in efficient learners. .

Some key instruCtor’behaviors to practice and reinforce

“in 1mplement1ng these steps included:

1. Allowlng txme for the student to respond (Rowe, 1971)

2.‘ Accept1ng, bu1ld1ng upon, 1ntegrat1ng and xtendlng

student ideas through actlve student part1c1patxon

,(Flanders,'1969)

:3. 'Ensurlng 1nformat1on presented by the student 15 clearly

'understood by all part1c1pants (Klev1n,:1958),

4. Requlrlng that add1txonal 1nformatlon and reasons for

~and agalnst a statement are prov1ded (Andre, 1979).

Key factors in the learnlng env1ronment that are

, advocated in ‘the LSET approach 1nc1uded

1.° Mutual respect for the partlcxpators in the learn1ng
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situation.
2. The instructor has a clear plan in mind.
3. Both process and content are addressed in the plan.
4. A repertoire of concrete and abstract exaﬂpies are

available to the instructor to iilustrate,gextend and

|5
R

clarify statements by students.

5., The instructor exercises judgement as to .
ek

and when to accept. Pressures placed on é% ents in

n to probe

the student. While students in theypresent‘s@dﬁ? did not
display evidence of emotional prqblems,&a high level of
frustration was expected at times due to taskarequehcy
and complexity. Not all students wanted_to pa:ticipate{
The keen judgement of instructors was necessary to judge

appropriate‘times to give the studentfspace and time to

think through a 51tuat1on.

Appendix G conta1ns the. package of materlals developed

‘for Learner Strateg1es~Enab11ng Thinking Prqcedure.

‘Time Frame

Both interveﬁtions ;erebundertaken immediately
followlng assessment. All tra1n1ng took place within a one
week perlod over three days with a seventy minute period
each day. Wh{le.thls is a lenghly,tame period covering two

typical class sessions, the time was necessary to complete

the task. A break of up to five minutes was available at the

end of the first thirty-five minute period. Following the
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4

completion of training a criterion passage and comprehension
questions were administered. In the event that the criterion
of 80% success wes not reached, further training would be
conducted. It is interesting to note that "all but one

student reached criterion on their tirst ettempt. The
criterﬁon‘passage and comprehensionquestions.are found in
Appendix H. A second criterion'passage was available if
required..Follou-up assessment took place in the following
week'such that all post intervention assessments began

within a two-day period of the intervention.

Instructor Backgrounds and Training of Instructors.

A rande of backgrounds was obtained in the instrucional

group. Included in the group of five was an unemployed
. teacher with approx1mately twenty years exper1ence, two
retired teachers (1 male, 1 female) with approxlmately
tnirty years experience each, one housewife -with a high
school education and the author who had approximately twelve
years experlence 1n teaching, psychology and adm1n1strat10n.
The housewife was included tor two reasons. One reason
related to a difficulty finding trained teachers with the

t ime to participate in the study. A second reason related to
the de51re to determine whether any differences would take
'place between persons trained and experlenced in education
versus a person wlthout such a background The remaining
three 1nstructors held Bachelor level training. Two had
secondary level teaching exper1ence, whlle the third had

elementary level experxence. Table v prov1des a summ;rymofv/

l, »,.,
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this information. These additional instructors were utilized
to provide increased ecological validity and to provide some
methodological insights into the training necessary‘to
implement the instructional techniques.

{ While many classroom teaehers aim at delivering both a
"product” and a "process” oriented curriculum, the reality
is that their education ;rd professional training were very
much "product” oriented. For many, intréduction to cognitive
problem solving strategies implies an intensive unlearning
‘processg Hence the nece551ty of teacher in-service to assist '
teachers to effectlvely and ef£1c1ently ut1112e the
techniques that only have begun to be outlined in cognitive
models such as LSET and SIT. Sabatino et.al. (1981) stated
that in thelr opinion a ser1ous breakdown in training for
‘content acqu151t1on is occurring in the m1ddle and secondary
schools. Indeed, Bruner noted such a failure while
evaluating the state of Americeh<ﬁpucatibn and endorsed the
vneed for meta—cognitive'education;on all levels. In
addition, he‘recegnized the fact that the key for the
successful ihcefporatioﬁ'of such a program would require an
improved and revised teacher training prqcedufe (Hall,
1982). | |

In-sefvice wae aimed at ensuring an understanding of
the model, its intent and its applicatioﬁ. From there,
teachers need time”to practice, modify, refine and become

comfortable with their own specific teaching procedures.

This cannot be imposed. It can be reinforced, clarified and
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Table V
Background of Instructors
Instructor | Teaching Education Current
Exper. . Status
i 1 0 Grade 12 Housewife
i 2 30 Bachelors Retired
3 20 Bachelors Unemployed
4 30 Bachelors Retired
5 (Author) 12 Ph.D. Student
L : Coursework

i«

refined in an environment of mutural respect much as the
instrﬁctors‘ classroom is intended to be.

Therefore,‘all instructors received approximately five
intensive three-hour sesSioﬁs ihvolviné training and
practice in both SIT and LSET procedures. As well, all
instructional sessigns'were audio-taped and monitored by the
author. Meetings were h;ld following and preceeding each
instructional session to ensure compliance with established
pfoéedures. |

It is important to note that a;l instrucﬁors were

‘trainéd'iﬁ collaborative interview techniques as outlined by
Gorden (1980). This'trainihg was utilized to facilitate the
"establishment of rapport bétween the insturctor and the
student and to facilitate enhanced openesé on the part of
'stddénts.

Directions for the administration of each of the
reading passages are‘presented in Appendix G. Because five
instructors were involved in the administration of the

AN 1

passages, several training sessions including colleague
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practicé were utilized. None of the instructors began
assessment until competence was achieved. As well, all
sessions were audio recorded and monitored by the author.
Follow-up meetings were held three times a week to discuss

progress and issues.

G. Peer Teaching '

With the completion of the training and past
intervention aSSgssment, students were requested to
volunteer to teach a younger student at L.Y, Cairns School.

The purpose jof this activity was to determine the
nature and extent of strategy maiq}enance and
~transferability following training. As well, a secondary
purpose was to determine whether or not any other strategies
would emerge on the part of the student who was to act as ’
teacher.

A reading passage at the reading level of the younger
confederate was seleéted. The passage was reviewed with the
student teachefr to ensure familiarity with all the words.
However, no other discussion of the‘ﬁassage was undertaken.
The purpose of the procédure was explained to the younger
confederate and to the parents of the younger student. N

The student as teacher was asked to review the passage
with the younger student so that the younger student would
be able to tell what the passage was about following

completion of the instruction. No other directions or

instructions were provided to the student as teacher. All
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Wlth the\completlon of the entlre study, a psychologlst

who had been famlllar Wlth the study de51gn, materials, !

‘purposes, 11m1tat10ns, settlng and the nature of the

}pstudents conducted a de- brleflng session with the students.

of the”de—brleflng was to review what had taken
,pl%ce in the study, to gather student perceptlons of the
assessmen s, the 1nstructors, and the 1ntervent10n-.to

7

gather student suggest1ons for reflnement to the. study and

‘_fto ascerta1n the natufe of follOW*up the students may desire

or, requ1re.‘An external person was used 1n an attempt to

- ensure enhanced openness on the part of the students.

|

'~:regard1ng the study Thlsase551on was v1deo taped for

"*fana1y51s.

4

I;lData»AnalySiS’,‘

:Strategy Assessment* o Co e ’ e

A ratlng sheet was dev1sed to record the presence and

1nc1dence of strategy use by the students (see ‘Appendix 1).

:The author rev1ewed all audlo and v1deo tapes three t1mes.
_ Durlng the f1rst se551on, a scannlng procedure was used to
‘hdetermlne the nature of the content of the tapes In the

.second rev1ew, a careful analy51s of presentlng strateg1es

‘ -
X

vwas used to Verrfy the nature and extent of strategles. The

b 4 e i

]

4
3

H
3
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th1rd reV1ew session was used to verlfy the nature. and
extentlof strategles 1denbm@1ed 1n the second rev1ewv o ’
sessio | fir« 4 .
In add1t10n to the review of strategles by the author, - ’;%ﬁ

'two addxtlonal persons enrolled 1n E%e Ph. .D. program in

~-Educatlonal Psychology at the Un1ve51ty of Alberta vere

vemployed to review a randomly sefected portlon of the tapes.v'
‘~Both persons were famlllar with strategy assessment
procedures. Raters were asked to rev1ew ‘the tapes blind to
gather the1r own perceptlons on the existance of strateg1esr
None of the raters were 1nformed as to the nature of the

group to whlch any partlcular student belonged Prlor to the

”,second”rev1ew by raters, a se551on was- held to clarlfy any

LS

questlons the raters may have.

The purpose of rater rev1ew was to ensure the
'con51stency of rater Judgements. Of the 103 aud1o tapes,-
random sample of 50 were reviewd by one colleague. A second

' ,colleague rev1ewed a random sample of 17 tapes,‘ten of which -

"were the " same as those rev1ewed by the other raters.

'..Inter rater rellablllty 1nd1cated a hlgh degree of

con51stency between the raters regardlng perceptlons.of the
'exlstance of a strategy In fact,'an approxlmately 98% . b”
agreement rate was found w1th dlfferences taklng place in
v‘the frequency of strategles rather than in the type of
Strategles. Where the small degree of dlsagreement d1d take
'place, dlscu551ons between the raters resolved the .

differences.
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The same procedure involving two raters was used in the =

”analysis‘of the_video-tapes.‘ -

~Ana1ysxs of Ind1v1dual Performance
Because th1s was de51gned as an exploratory study, it
s 1mportant to understand the effect of the assessment and

1ntervent1on procedures on 1nd1v1duals. The concept of

c11n1cal 51gn1f1cance has been used to denote the effects of"

han 1ntervent1on on a single person (Hugdahl and Ost, 1981)
‘Wlth regard to readlng comprehen51on thlS has been deflned
" as a ga1n of 4 months or more, typlcally representlng a
change of 5 1n ‘the raw score whlch is approx1mate1y ‘two
"'thlrds of a standard dev1atlon. AS far as other measures
_were concerned and for the purposes of this® study, cllnlcal
- 51gn1f1cance was con51dered to exlst if the raw score_y
vchanged by 3 p01nts on scrambled sentences, 10 p01nts on the
teacher ratlng scale and 15 points on the cloze passages...
These calculatlons represent movement of one th1rd of the’
total score on . scrambled sentences, one categor1cal change‘
on the teacher ratlngs and approx1mately 15 percent on the

cloze passages (based on pllot study f1nd1ngs) As well_

noted by 'Hugdahl and Ost (1981), clinical 51gn1f1cance 1s a -

,_matter of professlonal ]udgement within pre- establ1shed

.gu1de11nesr

Whlle attempts were made to create a homogeneous group _

for study, it was found that in fact the group was - very

,_heterogeneous on the varlables to be studied. Coupled w1th
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 the small number of students avallable for study,»v.é‘:'
vw1th1n -group var1ab111ty whlch would be present in any group
of studentS»would make the valid 1:terpretatlon of results
1d1ff1cult (Brlcker and L1ttman, 1982) For example,swhlle
the ents formed a t1ghtly cohe51ve group on IQ and
*readlng achlevement scores, avwlde;range of,preva1llng i,h

strategles ex1sted on the aloud pre read1ng strategy

: assessment._There was no way of psed1ct1ng th1s thh any

, degree of conf1dence prlor ‘to beglnnlng\the study wlth the

result that random a551gnment to 1nstructors had been
'.completed Further, 1t wasiyeld that the key to the
intensive collaboratlve relatlonshlp between student and
‘1nstructor and the. av01dance of creat1ng the studentr_.v
perceptlon that this, was another rote study using students‘
-as subjects was suff1c1ently 1mportant to requlre that
1nstructors and students begln to work together qu1ck1y

Thls resulted in 1nstructors collect1ng all the data.

;:"_.

Another reason. for us1ng 1nten51ve 1nd1v1dual analy51s~¥

frelates to the fact ‘that sometlmes averag1ng results may.

'obscure meanlngful 1nd1v1dual varlatlons (Glass et al.,

1975). Even if an exper1mental group performs statlst1cally O

better than a control'group, 1% 1s p0551ble that some
1nd1v1duals have - not changed, or may have deterlorated
'(Leltenberg, 1973) In. applled settlngs dec151ons on which

1ntervent1on is best sulted to a. spec1f1c 1nd1v1dual is. of

partlcular 1mportance. However, w1th group averages, one is

‘funable to hypothe51ze which 1nd1v1dual characterlstlcs may

s



5;-et al., i974)A

;also enable an eas1er determ1nat1on of the magn1tude of an
".observed change. ThlS determ1nat1on fac1l1tates a dec151on
’as to whether the 1ntervent10n has any c11n1cal s1gn1f1cance‘

‘ (Gottman, 1973)

»qualltat1ve ana1y51s of strategy exlstence, use and change

,as a result of 1ntervent10n. Procedures borrowed from

'order1ng and synthe51s const1tute the main process okidata

'analy51s in the present“study.
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be correlatedpwith‘jmprovement or deterioration (Brinbrauer,

Use of an 1ntens1ve analy51s of 1nd1v1dua1 students

t Therefore[ the performance of each student w1ll ‘be -

documented and plotted to enable both. a v1sual and oy v

3

'ethnography and qual1tat1ve research (Goetz and Le Compte, R -

1984) 1nvolv1ng comparlng,‘contrastlng, aggregat1ng,“

3. Statxst1ca1 Analysxs

Because of the small number of: students and the
heterogenlty of the sample the results of the stat15t1cal

procedures may be con51dered to be somewhat suspect._

However, by making several assumptlons outllned below, some
stat1st1cal procedures were completed to determlne whether
’;any 1ntervent10ns showed stat1st1ca1 ‘as well as c11n1cal

'promise;

 As well, 'analySis.of:the.number of'strategies generated

1s somewhat meanlngless w1thout a con51derat10n of the

5qua11ty of those strategles._However, some statlstlcal

P
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-procedures ut111z1ng raw score data on the standardgied

v11f1 |

v

1read1ng tests, the results of correct responses in the cloze
passages, the results of 1tems correct on scrambled |
sentences is p0551b1e{ Whlle a stat1st1cal analy51s of the‘
'number of correctly selected 1dea un1ts was also possxble,i
.'thls task was SO dlffxcult and frustratlng for students as_
:not to warrant statlstlcal analy91s. k |
Because of the small number of students in the study;_’
Jan analy51s of” the 1nteractlon between tra1ners and
treatment was not p0551ble.‘However a one- way analys1s of .
pvar1ance was cdmpleted to determ1ne whether or : not a
51gn1f1cant dlfference exlsted between the tralners on all

'«the varlables that prov1ded quantltatlve data. As well

two- way analy51s of varrance u51ng repeated measures was

- performed to determlne whether or pot a 51gn1f1cant

d1fference exlsted among the 1ntervent10ns. This ana1y51sh‘
was repeated for each quantlflable dependent varlable. The
-'Scheffe (1959) ‘a more rlgorous procedure, was used to test
’the 51gn1f1cance of compar1sons.‘h _ h .
The correlatlon of varlables such as locus of control
““1ntelllgence,_read1ng level strategy productlon and teacher
hratlngs, was 1ncluded to determlne whether any: of the |
'hvarlables were correlated Pearson Product Moment_
:.-Correlatlon coeff1c1ents of the varlatlons of each group and

"the 51gn1f1cance levels were: calculated
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- Dec1srons Based on ultiple Sources’of ﬁata
It 1s 1mportant to: note that whlle a nUmber of_

l1m1tat1ons are ev1dent in exploratory research as outllned .

in’ the followlng sectlon, th1s study utlllzed a. tr1angle

"s’cross—reference approach to ver1fy f1nd1ngs. For example,

‘data ga1ned from 1ntrospect1ve and retrospect1ve student
‘twports was conflrmed by direct behav1or observat1on and by o
teSE scores on the same or . related 1nstruments.

"Spec1f1cally, in the case of the cloze procedure, the‘_~
| student who reported re readlng the flrst paragraph and
using a word in- l1ne three would have been observed and

”_audlo—taped,whlle d01ng that AS well, ‘the. actual answer

r:sheet would be avallable to exam1ne.
B 'K..Limitations .

-l; Th1s research was l1m1ted to the educable mentally
"-rhand1capped adolescents enrolled durlng the academlcb
:tyear 1982~ 83, 1n L Y Ca1rns School w1th1n the Edmonton-'
' Publ1c School Dlstr1ct Edmonton, Alberta. The study was?
‘also 11m1ted to those students who recelve parental |
'jperm1551on and were w1111ng to part1c1pate in the
'tresearch Therefore ,'the sample may not be represent1Vev
b‘fof the populat1on belng Surveyed |
2. Students may have known they vere part1c1pat1ng 1n a f
E 'research pro;ect. As- well all students recelved “‘

7; pretestlng It 1s not known what effects these factors

BN
i

bt




E Assessment dev1ces coverlng comprehensxon monxtor1ng
For the most part, SIT and LSET was compared relat1ve to,:
‘_the1r effect on the part1c1pant rather than as compared N

”concernlng effect1Veness of one technxque over the other

can be substant1ated This. was an exploratory study to

of cogn1t1Ve data such as self reports. Such reports may

,be lncomplete, reactlve to the perce1ved env1ronment

1ncons1stent w1th behav1oral observatlons, 1d1osyncrat1c L ol

5
¥

}Erlcsson and Slmon (1980) have concluded that verbal

13

‘had on the results of the study.

1acked emp1r1cal support part1cularly in thelr use with

specxal populat1ons 5uch as EMH adolescents.

l S

B S S s

'pto each other. AS such no def1n1t1ve comments

determlne 1n1t1al 1mpact and methodolog1cal needs for

further detalled analys1s and for the matchlng of

jtechnlque w1th learner as suggested by Cra1ghead et al

(1978) and Melchenbaum (1979) Both Feuersteln et al

’(1979) and Melchenbaum (1979) have noted the the need
vfor long term tra1n1ng to observe an 1mpact on
cognltzve/metacognltlve sk1lls. Nevertheless,‘some

general trends were open to observatlon.

:Genert and Turk (1981) have summar1zed the lxmltatlons

and blased by 1nvest19ator 1nterpretat1on. However, :

_freports e11c1ted with care and 1nterpreted with full

understandlng of the. c1rcumstances under whlch they wqre'
obtalned are'a valuable and rellable source of data, -

part1cularly 1f collected concurrently wlth o%her




';ywho was a confederate of the . author.I‘

V',the language ab111ty of the student. Spec1f1cally,

‘5;there is. some debate over the 1n£luence of language on

'records of behavior. This issue was discussed more fully

'1n Chapter 11,

‘f 1ts use may have become :1¢) automatxzed that it was not
‘therefore not subject to a verbal report. Brown (1980)
to obta;n a precmse knowledge of the component processes
in read1ng. Therefore students 1n the study vere .

A related 11mitat10n to number 5 and number 6 1nvolves

ﬁeducable mentally handlcapped adolescents may not ‘have -

uhthe ab111ty to verballze the1r 1nner thoughts. thle.-
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3

Because a strategy may be so well known and ut111zed
w1th1n the consc1ous cbntrol of the student and

has suggested that 1ngenu1ty regard1ng the assessment of

readlng comprehensxon strateg1es was necessary in order

requested to 1nstruct a younger student at the school

"read1ng, support for the p051t10ns of Huey (1908) |
.'Vygotsky (1962) and Kllne and Kline (1975) that there is
- an internal Pepresentatlon ot rnner speech that is
‘~central to the- comprehen51on of a wrltten message is

growlng Further based on the work of 1nformat1on

proce551ng theor1sts, 1t was held that be1ng able to.

“recelve and 1nterpret 1nformatlon does not necessar1ly

mean one can express that 1nformat1on (Bruner, 1966) It

was hoped that by observ1ng the students act;ons, the1r

'wrltten responses and not1ng the observatlons of thelr



- the notlng of what is 1mportant to remember was

,:dependent upon each student s subjectlve 1nterpretatlon'

. oflthe cr1terlon.
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teachers along with the verbal responses of the ' ‘ f'~w;
students, .the resultlng data trlangle would enhance

confidence in the f1nd1ngs. As well, the ‘use of a

| cllnlcal 1nterv1ew format (Gorden 1980) . should

\ .
fac111tate a collaborat1ve relatlonshlp effectlng an , .

v

openness ‘on the part of part1c1pants.

_The assessments, partlcularly the thlnk aloud

procedures, may lead to. learning above and beyond the

’-strategy traznlng Spec1f1cally, th1nk aloud procedures

may have enhanced a focusslng of attent1on. However, the‘v

"assessments should be included as a part of - the SIT and E
‘LSET match of learner ‘and techn1que. As such any
1mprovements would be expected to contlnue ;n all
d51tuat10ns in whlch these parad;gms were appropr1ately

_ applled As well -some. 1nd1catlon of the effect of the

thlnk ‘aloud procedure would be p0551ble due . to the

_comparlsons between pre aloud and aloud pre measures.-

vStudents were asked to- read carefully because the

passages would be dlscussed upon completlon. Th1s
message ‘was glven in: an attempt to  ensure some degree of
care in readlng While the d1rect1on was 1ntentlonally .
amb1guous and subject to 1nterpretat1on in order to
e11c1t more typlcal readlng comprehen51on strategles,;it

may have added to the heterogen1ty of the sample in thatA

R




1V. RESULTS AND ANALYSIS

The results of the study are presented in graphic-fdrm
along with a qualitatiue description of the nature and
progress of each student. ho outstanding physical sensory,
emot10nal soc1al or cultural characterlstlcs were uncovered
in a review of student ‘records or through dlscussxons w1th
the school counsell1ng staff.

The qualrtat1ve and graph1c review of 1nd1v1dual
-studentsvis foilowed by a summary of 1nformat10n obtalned
'from,the attempts by students on the main idea passages, the
final interview and the peer teaching. The'idea units are
reported separataly because of the extreme frustrat1on the
task caused students, re5ult1ng in a d15cont1nuat1on ot this
‘aspect of ‘the study. Peer teachlng and the flnal interview
.were comblned due to’the low number of students who
part1c1pated The final sectlon prov1des a synthe51s of the
data to answer the research questlons. Tt 1ncorporates an -
analysis. of the quantltatlve data gathered in the study‘

A Qualxtatxve Summary

'In order to facilitate the organlzatlon of the data tor
the reader, the qual1tat1ve summary of~events by student has
been grouped according to the nature of the 1ntervent1on'
'beglnnxng with the control group and conclud1ng w1th the
Self.instruotional tra1n1ng group Scores for the Stanford

Diagnhostic Reading Test, the scrambled sentences and the

cloze passages are contalned in Table VI, with scores for

116
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the IAR, the Rotter and the teacher ratings contained in
¥ .

Eﬁ'le VIiT. The order of presentation.is for organizational
JEr) ,

effectiveness and does not represent the order of'passage in
the study. Whilé satistical analysis was computed using raw
v”§cores for all quantifiable data, the'results of the
Sfanfotd Diagnostic Reading Test were reéorted in this
section ‘as grade equivalents .as an'aid to conceptualiziné
standing. Due to thé limitations of discussing grade
equivalents, clinical~significance for thé,qualitative
sUmmary,»while presented as a gain or loss equivalent to a
.4 or greater grade equivalent, is based on a changé of 5 in
the raw scofe; which represents approximately two thirds of

- a standard déviation_
Control

Student One ‘

This 18.6 year old female was in her fifth year of a
six year program at L.Y. Cairns. Following random assignment
to°the control group, she worked with instructor 4 (the male
unemployed teacher) during the study. Student. one had a full
scale intelligence quotient of 70 on the WISCSR. With the
exception of the idea unit passages she completed all tasks
required of her in a positive manner. She was unavailable
for the video-tape and final interview due to illness.
‘Because school was closing a subsequent meeting could not be

arranged. :

. Stanford Diagnostic Reading Test-Brown Level.

Student one did not demonstrate any change between -the
pre and post testing on this measure. Her grade equivalent
on auditory volcabulary was approximately the same on both
measures. On the comprehension subtest no significant change

was observed (see Table VI).

L L Al R
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¢ : N ‘

Locus of Control Scales. . o , :

~ Student one did not demonstrate any real changes from
pre to post .or either the IAR or ‘the Rotter Scales. On the
Ratter, .in both pre and post conditions student One tended
‘not to accept self responsibility for global outcomes (see

. Table VII). On.the IAR in both pre and post measures,

. Student One tended towards accepting self responsibility for
academic success, but not for academic failure. In total,

-~ the results of the IAR indicated that Student One tended
more towards accepting self responsibility for academic
achievement (see Table VII}. . ' B

- Teacher Ratings ‘ ' ' oo A :
’ T Ratings by her math teacher -in pre and post conditions
were highly consistent indicating that in mathematics,
Student One tended to be focused, to pay attention to

E ;~detail, to be organized and to proceed in .a .systematic

 manner. However, the-ratings by her language arts teacher 1in
- both pre and post conditions tended to mirror those in the

" math class indicating a lack of attention to. detail, a
 failure to focus, and an inability to use precise language
~in explaining events (see Table VII1). This difference may be
.~ due to the different requirements of the courses.

' Introspection Passages . o
-7 During the pre 1intervention measure few strategies
emerged. ‘It appeared that Student One would read the passage:
 stopping for a brief time at the dot. When she stopped she
‘simply restated the line she had just read. However some
attempt at. interpretation was made. Thejinperpretations were
very concrete. in nature and did not go beyond the :
information given. In response to retrospective questioning,
Student One.stated that she did read ahead silently.
However, behavior observation did not confirm this, nor was
‘;q«scanningjahegdffeature[confirmed..The~lack of focus,
clarification of directions and clearness of verbal
_responses reported by her language arts teacher were
confirmed. - B S o
v . ---In the post intervention measure, the use of ' '
‘interpretations decreased slightly (see Tables VIII and XI1). o

~Clarity of expression was still lacking. As well,

‘interpretations remained concrete in nature. A tendancy
towards trying to.understand what the passages were about.

emerged in two of the three passages. However, ;?is was not Y
well established. ' . _ E :

Scrambled Sentences ' o

' The scrambled sentences did not reveal many«clear
strategies for arranging items in the correct order.
Rereading or restating seemed to be-the most prominent
. method used in the pre aloud, aloud pre and aloud post’
conditions. The student did not volunteer a lot of
information nor did she expand upon ‘her reasons during

retrospective guestioning.

-
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“Figure three demonstrates the preformance’of Student

- One on‘scrambled,sentenCe'COmpletion;vAs indicated a .slight
decline in performance toqkfplace‘w;th-the.addition'of‘think
aloud in the pré‘condition._HoweVer, a clinically. -
significant improvement took place in the aloud post
condition. Since no related intervention took place it is
‘difficult to explain this gain. pPerhaps it was related to
practice since the effect was seen-in all students in the
control group. . - o S

Cloze Passages . ‘ , - S ‘ : L

_ "When.presented'with the first cloze passage in the pre
"aloud condition, Student One sat quietly for abeut two _
minutes before beginning. For a while, as time went on, she ,
became more content with the work and appeared to enjoy the:
stories. However, towards the end .of the aloud pre condition
and during the aloud pOst‘condition,'she-became more and =
more frustration. While fatigue with the exercise may have
'been~agfactor,‘it,was‘conclued~that a real reason may'have
been the perception that all that was being done was trying
,out-varioﬂs”measUres‘Without'providing any active o -
~ instruction beyond the.classroom.. During the aloud post
" condition, Student One stated she not want to continue.
However, as a result of the rapport between the student and
‘her instructor she agreed to continue. Indeed, the Lo
expression of the wish to. stop seemed to have .lessened the
frustration with continuing. o - ‘ -
» The strategies that emerged- in both the aloud pre and
post conditions include@ rereading and restating the word
immediately preceeding the blank as a clue. Questioning .for

5'rthe'reasons,for‘selecting'a'wordvfrequently'elicited the

statement that "it sounds right" or "] don't know...it just
. popped .in my head." As with the introspection and idea unit
passages little interpretation of events was made. When an
interpretation was attempted, it was very concrete and tied . .
to the passage. R FRR o o . S

~ The instructor noted that the student frequently lost
track of her place on the page and would read or jump ahead
‘loosing her concept of the passage. On one occasion she

- questioned herself as to.the locatjon on which she was
.reading. Frequently she had to go -pack and_rereéd several
‘lines to understand and K ain her place. This confirmed her
~ lack of consistent. focus ¥ d lack of organization in work as
- noted by her language arts teacher-and during the )
introspection.reSponses,'Howéver,-Student One exhibited a
great deal of perseverence in all tasks. I

, ‘A review of Figure 1V indicates little -difference.
‘between aloud pre and pre aloud conditions, but a-
sutstantial gain on the aloud post measure. R
_ Student one was not available for the video.tape Or the = .
final interview. - B S

&

.
R S
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;Stﬁdent Eleven

This'iBuZ'year’old male student worked with instructor

3 (the female retired teacher) during the study. Assigned tof:v‘

the control group, Student Eleven had a full scale IQ of 70

‘on the Wechsler Intelligence Scale for Children—Revised.

With the exception of the idea unit passages, he completed

-all the assigned tasks in the Study{'While~€xpressing-
-fatigue with the process this student was cooperative. As.

well, a positive pleasing manner emerged throughout the
sessions. o ' R o

stanford Diagnostic Reading Test—Brown Lord R

A slight gain in reading scores was observed in both
vocabulary and reading comprehension between the pre and
post assessment (see Table VI1). The slight change was:not:

i

,considered‘significant,given the.predetermined_decision'_

rule.

Locus of Control Scales

While a strong changé‘in!pfe—post'méasures’on;both
chus.of~controlﬁscales'was’not-ObServed; there was a slight

" tendancy toward a greater emphasis.on non acceptance of self

responsibility ‘for global outcomes as measured by ‘the
Rotter . However, responsibility for academic achievement was

" ‘recorded on the ‘IAR (see Table VII). This difference was

instruments. = IR N
Generally, Student Eleven tended 'z_rce‘ive' external

~attributed to'thehlargeﬁstandard-deviation1in/both

eventS‘as_being'the‘determinants of ou §. ‘This tendency

was strenghtened in pre to post assess: v
pre and post conditions, student eleven did not tend to ‘
accept self*responsibiiity'fgkfsuCCesses (see Table VIIX. o
, 2 ‘ -3 R = o SEREE S

Teacher Ratings . - R
Ratings by his math teacher

indicatedvthat_in‘béthfprévf

" and post conditions, Student Eleven tended to lack a focus, -
- did not attend well to detail and did not .appear ‘organized

or to proceed in a systematic manner in problem solving (see
Table VII). The language arts teacher ¢onfirmed.and E '

‘strengthened this finding in the pre rating. However, a

clinically significant change was reported by the language'
arts teacher in the post.rating with a 15 point improvement '
being earned (see Table VII). The teacher reported enhanced

- attention while directions were given as well as an
increased ability to focus and communicate. '

Introspectibn Passages o A , L
During the aloud pre méasure several strategies emerged
and were confirmed in the aloud post measures. As well, it

became evident that Student Eleven did exhibit comprehension-*

monitoring. in that the student would make statments such as
"Let's see, this one is about...I think it would be.,..,"
Another example was "This is much harder than the first

Es. As well in both -



i
: ,,5,\1“"“‘
b

w

%

‘jAs well, during the story on ‘
going to be a hard one". At the end of the fist paragraph he

- _emerged .in each case. ) I i L :
: "No real differences .in the types of strategies emerged.

”CloZeﬁPassages”
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- one." However, StratqgieS‘tO'assist in monitoring were not
fully developed. During the passage on quicksand; the

. ‘student stopped about two thirds through the story. and

quesitoned himself whether or not the passage was =

contradicting something he had read earlier. He then looked

 back, but had .trouble locating the exact position of the
“idea and lost his flow of thought. In ‘the story on the " o

" peavers he hypothesized that something would happen, but did

not verify whether the hypoghesis was true (see Table VIII).
" the CPR he commented, "This is'

confirmed it was hard. o o o

.- Student eleven ftequently,made]interpnetations,ab0ut
and comments on what he was reading. These were often:
inaccurate or related to personal experiences that

fdetreactedpfrom?understanding.of\the passagef;lndeed;Vhe"

often would continue explaining the personal experience .

'forgettinglabout'thé.Story. While personal experience may be

a Strategy,to.assist ih;understanding a story, for student
eleven, the strategy impairedfunderstanding;fDifficulty»with

"abstrating information and or a lack of basic¢ information

such as knowing East and West directionality also

interferred with his comprehension of some stories.

Other strategies that emerged,inéludedvattempts-tofl

“understand the main theme of the story, to use visual

imagery, and ‘to ask the instructor. However, with the
exception:of_questioning‘the ihstructorq;difficulties

‘Vbétween“aloud_pre and aloud post. However, the guantity of

and confidenae if the use of some strategies did increase

- (see Tables VIII, XI, X1I, and XIII). As well, his use of . -
 ‘guessing ceased. This'may have been what led to the '
- perceived change in thejteachers'rating.of'the*stUdent?s

_strategic.appfoach‘to’academic problems in language arts.

" scrambled Sentences X S REEEE v o
' Student eleven completed the shorter scramble sentences

very quickly, but was slower completing the 7 sentence

items. Freqguent comments to himself were made. Examples

include: "Wow! I'm mixed up." and "Good! This is getting

‘better."” and "Ah! Let's see now?" .

" His most prevelant approach-and strategy to arranging

‘the scrambled sentences was to read, restate, interpret in a
‘concrete way, organize and reread the sentences (see Table

VIII). o : . S o : .
"No differences between pre aloud and aloud pre emerged.

However, a decrease in performance took place'frqm,aloud pre.

to aloud post (see Figure V).

-8

The instructor observed an interesting characteristic

b‘tegarding:the'reading.rate of Student Eleven.-While'readingf
“aloud, the studentgcompleted the passages much more quickly



‘Raw Scores

Raw Score -

'»{'e o s

Fig.5. Performance of Student 11 on Scrambled Senfences

Pre Aloud Aloud Pre Aloud Post
| Scrombled Sentences ' |

 Fig.6.. Performance of Student 11 on Cloze Passages
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"and'with greatér-5cc0récy'thhh’when reédihg*silentl?lunderf fT'
" the pre aloud condition. It would,appearythat'rgading aloud
- and thinking,aloud’improvéd performance and rate (see Table

~ vi). It may be that £¢r*thi§ﬂstudent,'think'aIQUd provided a' -
- performance aid to task completion. S T
© AS with the introspection and scrambled sentence

passages, Student -Eleven demonstrated monitoring of his-
performance. Evidence of this was based on commens such as . .
"Wait, this looks'wrongvback»here;ﬁit‘shouldgbg,ﬁfood”r_‘
‘cause its down here, right?" Then he wouyld return and
correct the word.'Indged,'hetappeared to have better success
with doing this in the cloze passages than in verifying
information'invthe\introSpection}passagesVas_evidenced,in' _
his improved pe:ﬁormance,_However;;inﬂabout fifty. percent of

the cases he was unable to correct the word despite

' recognizing an error existed. This may have been due to a =

‘that he could not-spell substituting an incorrect word that

‘lack of vocabulary. As well, he was observed to change words

ahe_cou1d<5pell,;Eyentually,'heﬁCame'to give the instructor,_ ‘”

h.:theawo;dfsaying he could not, spell it. This took place
following repeated suggestions by the instructor to =
‘undertake such an action. - T - o

.. "The finding 1n‘the'introspéction'pasééges*fhat.iookihé

N .

'p.Back,caUSed a loss of place was also found in the cloze

‘paSSQQes.‘Student'elevén,would‘nct spontaneouslyscan a
§ passage_for-£Earﬁof-getting\105t. ' : ‘

~ - With the exception of an inc;easea”fféquéncyqu-_-"' :
strategies and ' an improved~“air=of.cbnfidence“'repgrted by

" the instructor, no differences in types of strategies.

" between pre and post was observed.,Hoyever,‘Student.Eleven ‘
' did not guess at answers in the aloud post condition. The
‘types of strategies that emerged included rereading, =~
queStidning]Of_sglf_and~the'instructdr, making - . -
interpretations, using logic, using the main idea or theme
of. the story, guessing, making. inferences or suggesting '

o hypotheses, and sensing the mood of the story. However, -

hypotheses and guesses were not verified as to correctness,
intenpretatiOns‘werewnot-verified;,and‘rereéding’oftén'".'
caused .a loss of place .in the story. L B
Figure:VI?provides-a'review'of~the.increases in. . _
accuracy from pre aloud; through aloud pre to aloud post
measures. Differences may have been due to the increased
_attention and focus referred to by the language arts. -
teacher. This may have resulted from*an,increased»confﬁdeﬂce
in and resulting frequency of use of existing strategies,

' perhaps due to the think aloud procedu;e‘and~prac:ice._ v

| ;StUGenthwelﬁef , . L .
V This 16.8 year old female with‘a'EUIl‘scale‘IQ.on the
vv'Wechsler-lntelligence'Scale~fpr Children—Revised of 64
jvo;ked with instructor 1,(the”author):and was randomly .
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assigned to the control group. Wwhile no outstanding issues
emerged as a result of the cumulative file review and
discussions with the counseling and school staff regarding
emotional, cultural, sensory, physical or social W
characteristics, Student Twelve was very frustrated with the
approaches used in the study. She reported that an earlier
asthmatic condition reactivated itself during the study -
requiring medical attention. This caused her difficulty with
the think aloud measures. Despite repeated positive offers
to leave the study, she insisted on completing the measures
but chose not to participate in the peer teaching and the
final interview. : » o

While no formal post interview was conducted, the
instructor was able to arrange a spontaneous discussion
after the completion of the data collection. Student twelve
presented as a more relaxed individual, discussed the
sessions positively and appeared to be better able to
organize her responses. Her respiratory condition also had
obviously improved.

stanford Diagnostit Reading Test—Brown Level

Student twelve demonstrated a drop in achievement on
both vogabulary and reading comprehension from pre to post.
Her vocabulary score dropped 0.8 from 4.9 to 4.1 while her
comprehension score also dropped 0.8 from 4.4 to 3.6.- This
may have resulted from a motivational factor, her health
problem, her frustration with the study, a factor associated
with the test format, or, it may have been her true test '
score. It is considered clinically significant (see Table
vI). ' a

Locus of Control Scales

Student twelve tended to perceive outcomes resulting
more from external factors than self responsibility. This
finding was consistent on both the Rotter and the IAR. On
both tests there was some evidence of a small change toward
internal factors from pre to post (see Table VII). An
interesting finding was that she accepted greater.
responsibility for failure than for success. This was
consistent in both pre and post conditions (see Table VII).
This may have been related to her strong desire to complete
the assessments fearing non completion would be a failure
for which she was responsible. However, frequently she did
not attempt an answer nor did she attempt to interpret a
passage. o _ ‘

Teacher Ratings ,

Ratings by her math teacher indicated ‘a tendancy toward
non systematic behavior, a failure to focus and a failure to
organize her work. Some improvement was noted from pre to
post. Her language arts teacher perceived a similar
approach. As well, improvement from pre to post was observed
(see Table VII). Her failure to focus attention, to stop and
think before acting also was observed by the instructor.
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While the instructor did not observe any improvement, her
math and language arts teacher did. She indicated having
more trouble with math than with reading, although she
reported she was worse than her peers -in reading.

Introspection Passages * :

During the aloud pre and aloud post assessments,
Student Twelve applied very few strategies in her reading.
The few strategies that were used, were applied
inconsistently. When Student Twelve came to a dot she would
say "Period" and continue to read. Attempts at probing were
unsuccessful. She indicated.that she knew the dot was there
to make her stop and think. However, she did not need the
dot because she knew she was supposed to summarize what was
said up to the dot. This direction had not been given to
her. She stated she had never done anything like this
before. She said she preferred to read on without stopping
to think. However, she did periodically attempt a
restatement of what was read. She explained she was
summarizing what she just read. On one occassion,  she asked
the instructor what a word meant, then continued to read.

Scrambled Sentences :

- Her moSt common sStatement to questions regarding how
she put the sentence together was that "it makes sense. 1
read it and it's obviously this way!" This reason was given
whether the order was correct or incorrect. A review of
Figure VII demonstrates that she got very few correct in
either the pre aloud, aloud pre, or aloud post assessment

" conditions. ' )

Cloze Passages . .

The cloze passages elicited a few more strategies than
any of the other conditions. However, working on the
passages lead to some conclusions regarding her performance.
Student twelve was not very verbal. This was confirmed in
instructor/student interactions, in observations of her with
her peers, in a post study discussion and by her teachers.
Also, the hypothesis that while accepting some
responsibility for failure, she used failure avoidance
strategies to get out of work was confirmed. When required
to comnplete a task, she used a confrontational approach. in
her response. Whether right or wrong, she would make
definitive statements indicating she was right, or "that's
all that's needed," or "I know what's needed but I don't
need to do that." In this way she took a proactive stance
putting the onus on the other peyson to require a response.
Wwhen pushed to respond she‘wouléﬁﬁtate "it sounds right" or
"it popped into my head.” Requests for further clarification
resulted in "I don't know" or "I went over it in my mind."
Any other frequently used reason was that "it rhymes."

More positive strategies that did emerge in the cloze
. ‘passage included scanning and reading ahead, some looking
-~ back, the use of a semantic cue, and some inferencing or
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Fig.7. Performance of Student 12 on Scrambled Sentences
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hypothesis formation. However, the hypothesés were not
verified. For example, at one. point she stated, "I' bet those

“penguins are stupid”, while in a second example she stated
"Hm, the deer could be good to eat".

‘Accuracy in filling in the missing words indicated an
improvement from pre aloud to aloud pre and a drop in N

_performance on aloud post (see Figure VIII). The improvement

may have been due to the read and think aloud procedure
causing her to focus her attention. As well, it was observed
that she took longer to complete tasks in the aloud pre
condition than in the pre aloud contition. The drop in

~accuracy may have resulted from an attitudinal factor (she’

appeared negative towards the process), as a result of her
health and the resulting‘decreasetin encouragement to think
aloud. : ' : g .
Authors Comment :

“In terms of Student Twelve, the results are confounded
with a health problem, a potential attitudinal problem, and
avoidance of being confronted with assessment in an area the

;stuéent.recognizgd as a difficuly for her. Despite extensive
. attempts to reassure'student'twelve, a real‘“change in her
. relationship with the instructor was not eYident until the

u{pStUdy‘was completed.

‘Because the student was obviously bothered by the
procedure, yet wanted to complete the process, the
instructor ‘did- not probe responses to any great extent.:
Rather, -time towards the end of the project was spent on
discussions related to the positive aspects of her work. As
well, the student was not encouraged to think ‘aloud. This
may have caused further confounding of her results. In any

event, addressing the presenting situation was required.
Discussionsuwere,held.with’her parents, teachers, the
counsellor -and the -administration. '

involvement with-this student, however, was revealing

regarding the limitations of the procedures and contributed

"to the ecological validity of ‘the study. This aspect is

addressed_mofe fuylly in Chapter V.

~

' ) o
. s
o . s

Student Thirteem - =~ o R

This 16.]1’yéar old female Qith a full scale 1Q of 70

"on the Wechsler Intelligence Scale for Children—Revised was

in her fifth year at L.Y. Cairns School. She ‘worked with
instructor 5 (the male retired teacher) and hag been -

‘randomly assigned to the control group. Wgbh tlve exception

of the idea units, the video tape andfth&» inal interview
she completed all tasks positively and cooperatively during

the study. She was unavailable for the video tape and the
final interview due‘to leaving school-early to travel with

. i

" her parents. - |

Stanford Diagnostic‘ﬁeadinngest—Brth Level

S
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A slight gain in her pre to post reading scores was.
_observed in both vocabulary and comprehension (see Table
Vi). This gain was not considered clinically or '
statistically significant. '
Locus of Control Scales o .
~Student thirteen tended to accept more personal
responsibility for outcomes affecting her. Her scores were
within the -higher range of average for persons of her age on
the -Rotter. Both pre and post measures were consistent. AS
with the Rotter, no changes of a clinical significant nature
took place in the pre to post measures on the IAR scale (see
Table VII). Student thirteen tended to accept an average
amount of responsibility for her academic succedls and
failure when compared to students of. a similar age. However,
it should be noted that the normative sample for the Rotter:
was composed of college students. The normative sample for
the IAR was composed of normal achieving secondary school
students. ' :
Teacher Ratings » o
~ Once again, a high degree of consistency was found on
pre and post ratings, by both her math and her(language arts
teacher (see Table VII). Her math teacher tend to perceive
her -as lacking ogganization, failing to clarify \rections,
-~ setting off witholUt a plan and failing to focus hex - :
‘attention on thel'task at hand. This finding was the/ same in’
both pre and post conditions. To a lesser extent her
language arts teacher rated her very much the same in the
pre rating (30 of 50) and in the post rating (see Table
VII). '

=

Her instructor observed similar behaviour and indicated
she did not appear to monitor her actions. However, she was
‘quick to take cues from the instructor who had to hide the
stightest hint of agreement with a response. o ’

As well, Student_Thirtébn did not. think out loud as
spontaneously as some,bthervstudents.‘She required. many more
prompts .and responded with more insights,tozretrospective
guestions. This limited the validity of her results. With
‘this caution it 1is important to note that as time progressed

. in the study, she became more open. This is rather =~ = =
interesting since time was spent with each student building
- rapport prior to beginning the sessions. '
A final comment by -the instructor which was verified by
listening to the tapes and through discussions with her
teachers was that she was a very slow methodical reader and
‘Speaker.'TypiCally'she'required much longer to complete the
passages than other students averaging 90 minutes as
“compared to 45-60 minutes on passages. ' o

Introquption'PaSsaées ‘ C
"~ A number of I1nteresting findings took place "in these
. passages. While Student Thirteen appeared to be using the

«concept of main idea as a strategy 1in reading, questioning
~at the end of the session revealed that ‘she, could not
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describe the central or main concept or the intent of the
story. For example, in the passage on whales, she could not
grasp the point that whales are becoming extinct because
they are being killed. She saw ‘whales as a danger to modern
man, a point ‘not explicitly dealt with in the story. In =
another story dealing'with the CPR she posed the question of
vhy the railway was being built, a good comprehension 3
strategy. Later when she read the answer, she did not
integrate it.with with her earlier guestion. Indeed,
attempts by the instructor to indirectly and then directly
draw this to her attention failed. e

These examples point to a reason why simply providing a
total number of strategies used is meaningless. ‘1t . is the
gquality, use and competence with which the strategies are
used that is important. This aspect will be discussed in the
data synthesis section &f this chapter. . -~ . = '

' Use of strategies such-as interpretation and hypotheses
generation were observed.. However, they were not used -
appropriately nor were they verified by looking for further
information in the passage or through questioning the '
instructor. In fact,. the concept of what constituuted-a
hypothesis was not known by the student. , C .
- In several cases, passages were internalized and |

. questions taken as though they were directed to her -
personally. For example, in response to the -opening line in
.the passage on:superstition-which’readsv"Ate you . ' _
superstitious?™, Student Thirteen asked her instructor, "Do
1 ‘have to answer that?” ' _ B o o

_ _Another’ strategy that presented on one or two occasions
included sensing the mood.. S ' a

Scrambled Sentences - o
T 1t was .In completing the scrambled ,sentences that
student -thirteen's difficulty with thinking aloud became
most obvious. As well, it was observed that she ‘did not
h'integreate cOncgptS'Qr-materiqls well. For -example, shév'
‘would read the Sentences in isolation, repeating them
‘without attempting to see a relationship between them. This
finding wa®s reinforced by reports from her teachers.-

’ The typical  strateqy used by Student Thirteen in.
sequencing was that restating what had been read.
_ 1t was during the scrambled sentence section that her
.reléan.'ﬁpn.in§truct0f @ues became obvious. For example, at’
ong” pg¥at” the instructor asked her to provide him with some
rea%éns for her seguence of a particular group because she
had,n&?“verbalized her thoughts. Without speaking she
immediately began'to rearrange the units. It required three
explanations by the instructor to convince her that nothing
was wrong before she provided:a response ;£o his guestion and
stopped>trying_to:rearrange‘the'cafds. Herwresponse.wasr:hat‘
the order "seems right." It was cogg%rded that one of her

strategies is to monitor her teach&fjjs responses with the
slightest question being interpreted as an indication of
failure. - T '
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, Student thirteen reported enjoying this activity .
despite an increasing failure rate with an increase in unit
length. A review. of Figure IX reveals a drop in success with |
- the introduction of the think aloud procedure and an
increase -in correct responses in the aloud post condition.

Cloze Passages . S \ ‘ N
The cloze passages elicited some of the same strategies
ws did the .introspection passages. Included in the S

strategies.identified-in‘the‘cloze passage were rereading,

‘used in just about all stories but lacked a high success;
scanning forward, which was used about four times; reading
ahead; use Gf’logiﬁ&%@ot@e:,vwhich was used once in each of
three passages;';»ag'“,éﬁent,attempts at interpretation of
the information. J¥eedy gt common response which ‘was used in
the case of twenty\bpefiks was "it sounds right," "it seems
to fit," or "it makés sense.” o ; R

"While a high level of consistency pbetween -aloud pre and
aloud post measures existed, one passage in the aloud pre.
measure elicited use of"ansemantic cue (see Tables VIiI1 and
- X))o S : o

v The presence of theSe'Stréxegiesvwere,verified by all
" three raters involved in the review of the audio . tapes using
“the rater introspection sheet. R R
o Accuracy in finding the missing word indicated ‘“gfhﬁ
improvement from pre aloud to aloud pre to aloud post (&
. Figure X). These  improvements which were considered b
clinically significant,“mayvhaVe'been due to the effects of.
the read and think aloud procedures. Another possibility is’
the effect of practice and procedure familiarity. A third

- possible explanation may have involved the growing level of
relaxation and spontaneous respondind exhibited by Student
Thirteen as the study progressed. o : '

Student_Fiftéen'

This 16.7 year old male with a full scale IQ of 70 on.
the Wechsler Intelligence Scale for Childrén—Revised‘ﬁas-in
his fifth year at L.Y. Cairns School. He worked with
~instructor 2 (the housewife) and was randomly assigned to
the control group. However, within two weeks of beginning
the study, 1t became apparent that Student Fifteen wanted to
finish school. As 2 result, he periodically left school for
“varying periods. He completed the cloze passages, Stanford
- reading test and the Rotter. In addition, the teacher rating
scale was completed. It is interesting to note that while
Student Fifteen vanted to leave school his relationship with
the instructor was fairly positive. : Co . o

Stanford Diagnostice Reading Test—Brown Level
' A drop of 5 months was_recorded!in‘his pre to post
auditory vocabulary scores oOn the Stanford Diagnostic
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Fig.9. Performance of St"uden"fl_S on S‘cr‘dmb|ed Se:ntencesl
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" Reading Test. On the comprehension subtest, his grade o
equivalent also dropped 5 months from 5.1 to 4.6 (see Table-
' VI). This drop may have been due to his lack of interest in,
and desire to leave school and was considered clinically
significant.. ‘ -

. Locus of .Control Scales o v
"While no post test measure was available on the IAR,
the pre-test results indicated a person who accepted.a high
degree of responsibility for his successes (see Table VII).
This was confirmed during all assessments by the actions.of
Student Fifteen. He was insistent on knowing the. L
expectations, reasons and rationale for particularvteSts.[As'
well, the Rotter confirmed that Student Fifteen was highly .
accepting of personal responsibility for outcomes. (see Table
VII). : . SRS

‘Teacher Ratings : :
~ It is 1nteresting that despite his repeated requests
" for clarification as to how to proceed in the study, along
"with his repeated requests for assistance in interpreting .
directions and guestions 1in assessment items, this student
was seen by his language arts teacher as lacking any form of
organizational strategy. In addition, a failure to focus, a
“failure to monitor himself, a failure to clarify directions
‘and a failure to establish a plan of action were some of the
deficits in strategy planning identified by the language
arts teacher. S
1t may be that.the attempts at clarification with the
instructor were gamesmanship to establish his role as the
dominant male, a characteristic which surfaced in 'his work \
with the instructor and was later confirmed by his teachers.
Another possibility which has some support from the o
pbehavioral observations of the instructor was that despite =
asking all these questions, he did not integrate the answers .
into his responses. ' : s - o
’ ‘While the math teacher was somewhat more positive in -
his view of Student Fifteen, support for the perceptions of -
‘the language arts teacher was provided. ' I

Introspection Passages ST ,

Only one of these passa3es was completed with the ,
~ balance being dropped due to non-attendance. The predominant
_strategy in this passage was the use -0of interpretation
strategies. As well, references to personal examples
abounded. Unfortunately, use of these strategies tended to
detract from completing and uhderstanding the passage. This
finding of excessive reference to personal experiences.
detracting from.an understanding of ‘the passage may - -
correspond to the lack of focus in daily tasks reported by
his teachers. L . : : : :

Scrambled Senténées
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- None of these were attempted due to,noﬁfattendanCe.

Cloze Passagesi, e . S SRR

~ With the recognition that Student Fifteen was not going
to be present for all tasks, an attempt to have complete . .- -
. 'data_on .one task was made. I't-was successful with'the cloze
passages. As his scores indicate in Figure XI, Student
.Fifteen. scored well on the pre aloud condition. He improved
his accuracy on the aloud pretest but his performance on the .
aloud post dropped. . . ..o . ‘ I Tl
_ .1t may have been thatmotivatiqn'glaYed~aur01e<in_this'
result. However;\based;pn,behavioralro'serVationSAand o
‘reports from his teachers,.this‘nesponse‘wasAsomewhat<_
‘typical and depended on his ability to focus. Despite this
‘comment , the teachers and counsellors did not perceive this
‘situation to-be an emotional one, rather 'they associated it
with his typical behavior heightened by the approaching =
summer holidays. =~ R IR '
.~ . Despite is relatively high level of performance,” - ° ‘
~Student Fifteen did little:introspection’and'téspodded only
 briefly to retrospective guestions. Therefore some - .
. ‘estimation is necessary on the part of the author and _ .
. raters. His main strategy appeared '‘to relyon get».tindz'%he,
- main idea of the passage by interpretation with some .
\ 'rereading, then'fillingyin;the.blanks;Aks‘well}'he used. -

" personal experience repeatedly. It was amazing to note the
‘increased focus and strategic planning in the cloze as -
opposed to. in the introspection session. This may be related .
_to the fact that his math teacher, who would have more class

_ - structure than in language arts, reported, him to be more
.  organized-  than did his language arts teacher. L
¢+ ° 7 Little change in strategy use was observed between pre
‘and post assessment conditions (see Tables VIII and X1).

jbvefviev‘bf Cohiidl G:éuﬁ  “
~Th¢_cqntroi‘grdﬁp'ﬁéﬁded tofaccep£_sélfvfespénsibi}iéf 
forf$u¢¢és§,in*potﬁlpfe égd pQSt'cqﬁditiqns.‘Hbﬁejéf}ith?f
 tended to:shift;towérds aécépting léss‘reépdnSibilitfafprl
failures in the post conc.tion. | B ‘
‘ Genefally;’the cbh:f qroup,ﬁés:pe;teivéd bi'their
math and ian§ﬁage_arts tesr =TS oh';he;teachef-rating $ca;é'
ﬁgs.impuléivei failing to use systéméﬁic'plaﬁﬁihg,;failing;to o

' communicate clearly, lacking_a'foéussed.attenfion,~uSing';?
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trial and error responses and fa111ng to clar1fy d1rect10ns.

In the cloze passages, performance tended to 1mprove
across pre aloud to aloud pre to aloud post. However, in
scrambled sentences a drop in performance was recorded with
the 1ntroductlon,of thlnk aloud.

Only one of the'Students in the control'group utilized

a mon1tor1ng strategy. Four of the students requlred a

concrete approach to problem solvingwhile it could not be:

.certlan whether the. flfth student was a contrete or abstract

"hypothe51s generatlon and . scannlng. As well, some students

thlnker.
A varlety of strategles emerged under pre and post
condltlons. Included were attempts at 1nterpretatlon,

readlng ahead, rereadrng, re—statement attempts at

-attempted to utlllze v1sua1 1magery personal exper1ences,

reference to the main 1dea, reference to the mood of the

story and questlonlng of self and others as strategles

“thtle change in the types of strategles generated from the,

: pre to post measures was recorded.

In the peer teachlng 51tuatlon these students tended to

be passxve It 1s 1mportant to note that while three

‘ fstudents felt pos1t1ve about - the process, - one d1d not en]oy

the strategy assessment Another student did not complete

~all the tasks,-apparently as a-result of wishing to leave

~school.
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Stﬁdent Two

This 18.2 year old female with a full scale IQ of 70 on
the Wechsler Intelligence Scale for Children—Revised worked
with Instructor Four (the unemployed teacher) and was
randomly assigned to the LSET group. with the exception of
the idea units, she completed all assigned tasks in a
positive.cooperative manner. She became guite open in her
discussion as time passed, and felt more positive about
herself and her work in the study. .

stanford Diagnostic Reading Test—Brown Level , : :
~A slight gain of 1 month was recorded 1n her vocabulary:
scores from pre to post. However, in reading comprehension a
gain of 7 months was recorded (see Table VI) This gain in
comprehension may be considered clinically significant.
‘Reasons for the positive shift for this student may be
attributed to the intervention as a marked difference in
attitude, confidence and strategy use was evident at the end
of the study. However, it was not expected to be
demonstrated on such a global measure .as the Stanford
Diagnostic Reading Test. Other factors . including chance
.error may have played a role. ‘ :
)

- Locus of Control Scales o ' o

Student two tended to be accepting of self
responsibility for outcomes according tQ both measures on:
both pre and post conditions (see Table V). A slight shift
toward an increased acceptance of self responsibility for
success was observed on the IAR comarisons resulting in a
gain of 3 points from pre to post on the total score. The
post test scores are considered to. be in the low average
range for her age peers. A similiar slight movement toward
acceptance of personal responsibility for outcomes was
observed on the Rotter (see Table VII). These scores on the
Rotter are considered in the high average. range for her age
peers. -

Teacher Ratings - :

A gain of 20 points between ithe pre and post rating by
her math teacher was recorded. AS well, a gain of 18 points
between the pre and post rating by her language arts teacher
was recorded (see Table VII). This meant that -teacher
perceptions of her approach to academic work shifted from
perceiving her as disorganized, lacking focus, failing to
pay attention and failing to proceed in a systemat ic manner
to a more positive view of a person who attended to and
clarified directions, organized and planned her work and
attempted to provide greater clarity in her. answers. It is
‘important to note that some shift from the score cf 50 1in




144

the pre test rating by the math teacher would have been
expected simply as a statistical artifact of regression
toward the mean. However, the total shift is considered
clinically significant. o

This change in strategic behavior was confirmed by the
instructor, and by observations recorded on audio tape. As
well, in the final interview, student two stated that she
viewed her approach to problems differently. .

The greater shift perceived by the math teacher over
the shift perceived by the language arts teacher may have
been explained by the student in the final interview. She
asked the interviewer, "Did you know that these strategies
can be used in math?"” In the ensuing discussion, it was
revealed that while math strategies had nat been trained in
the study, the student had spontaneously generalized the
reading strategies to assist her in math. This finding was
expected only with longer term training. It was concluded
that the training had an impact on this persan since she -
readily incorporated new strategies into her repertoir ‘and *
generalized their use to other settings. Such an occurance
typically is not expected of a person with a full scale IQ
of 70. While this happened in only one case, it does hold
promise for further exploration. .

Introspection Passages. . ‘

Use of the introspection passages -generated a richness
of . strategies in both aloud pre and aleud post conditions.
Two additional strategies were elicited in the aloud post
condition. Specifically, the student use visual imagery and
main idea in the post aloud assessment. The use of main 1dea
as a strategy was a part of the intervention. ’

Strategies used in the alpud pre condition were used
"more freqguently and with greater corfidence in the aloud

. post condition. These included interpretation, drawing

inferences and making hypothesis, use of perosnal
experience, sensing the mood and recalling that an idea
expressed earlier.in the passage was repeated later 1n the
passage. In thegpost aloud condition, there was greater use
of these strategies along with attempts at verification of
hypotheses, and interpretations. This was accomplished by
scanning over the passage, rereading, Of reading ahead when
she stopped at a dot (see Tables VIII, XI, XII and XIII),.

This trend towards an enhanced use of type and :
frequency of strategies also was found in the cloze
procedure. :

Scramb.ed Sentences

Whiie the scrambled sentences task did not elic:it as
‘rich a variety of strategies as did the cloze and
introspection procedures, examples of "meta" cognitive
monitoring were revealed. For example, Student Two on four
occassions made comments such as "This one 1s more difficult
rhan..." or "This one is real easy! I won't have trouble
with this.” ’
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!

In aloud pre and aloud post coditions, Student Two
would read each card, then she would attempt to organize the
cards and reread the total set. Strategies that did emerge
included use of a logical seguence and reference to key
words that cued the correct order. .

While a review of Figure XII reveals that Student Two
scored 100% on the pre aloud, aloud pre and aloud post
conditions, her timing improved across all three coditions
moving from about three minutes on the pre aloud condition 2
for seven units to about two minutes on the aloud post
condition for seven units. ' '

Cloze Passages
During the aloud pre assessment condition, strategies

elicited included attempts at interpretation, generating
"hypotheses, use of personal experience or background
knowledge and sensing the mood. As well, comments indicating
"meta" cognitive monitoring of the perceived difficulty
‘level of the passages were made. For example, when reading
the story on the penguins she commented, "OK! This is a more
difficult one.” : - : :

In the aloud post codition these . same strategles were
elicited. However, Student Two was more confident and made
more attempts to verify hypotheses and interpretations. This
was facilitated through her use of the additional strategy
of main idea or thinking through what the passage was about.

As well, she questioned herself, guest . .r=d the instructor,
reread sections, read ahead, and used #-arning forward and
backward for confimatory information, to find a similar
word. %

_Use of these additional strategies and the think al
procedure are believed to have contributed to her o
improvement in accuracy from pre aloud to aloud pre and tg%&,\
aloud post as represented in Figure XIII. s '

Intervention .

No outstanding incidents were recorded during. the
instructional process. Student Two was cooperative,
interested, readily accepted assistance, was quick to
respond, participated in the process and accepted a
leadership role—all part of the LSET procedure. Her verbal
abilities appeared well suited to the process and her
confidence grew as she progressed. The instructor reported
that the experlience was positive for both he and the
. student. Student Two achieved 100% on the first criterion
passage . '

Student Four

This 17.3 year old male with a full scale IQ of 70 on
the Wechsler Intelligence Scale for Children~Revised worked
with instructor 3 (the retired female teacher). Student four
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was randomly assigned to the LSET group. He was in his fifth
year at L.Y. Cairns School. He completed all parts of the
study with the exception of the main idea units, the video
tape and the final interview. He did not want to participate
in the peer teaching and was unavailable for the interview.
4

Stanford Diagnosatic Reading Test-—Brown Level

While a siight increase 1n pre-post vocabulary scores
was recorded, no clinical signifance was attached to the
gain (see Table Vv1). A surprising finding was that a drop of
4 months was recorded in the pre-post comprehension scores
(see Table VI). While the drop may represent regression, a
chance finding or an artifact of the teS8t format, it also
may have resulted from the think aloud procedure or the
intervention utilized in the study. The drop is considered
clinically significant. :

Inconsistent findings were confirmed in other measures
‘and from behavioral observations of this student. In
general, no strong shifts occured in any direction. However,
~small gains and losses were revealed across hll situations.

Locus of Control Scales

“Once again inconsistent results were observed with
ctudent Four. On the Rotter, Student Four tended to view
outcomes as being controlled more by external than personal
factors. This finding was strengthened from pre to post
assessment (see Table VII). ‘

However, on the IAR Student Four was within the average
range for his age peers accepting some responsibility for
academic successes and failures. As well, a slight shift
towards greater acceptance of personal responsibility for
aca?emic outcomes was observed from pre to post (see Table
VIiIi).

Instructor observations supported by teacher feedback
tended to support the, findings of «the IAR. Since the two
tests measure locus of agdntrol from a different perspective,
it may be that events s«in-general such as reflected on the
Rotter are viewed as more beyond his control while academic
events are viewed as mdre within his control.

Teacher Ratings-

Generally, Student Four was perceived as lacking
organizational skills; the ability to focus, attend to
directions and establish a plan of action. Teachers reported
having difficulty rating Student Four because of his
inconsistent interest and work habits. While no radical
behavior problems were reported, it appears as one teacher
commented that Student Four was a "middle of the road type
with good days and bad; but none of them are that good, or
that bad!" The instructor disputed this statement. She felt
that some days were much worse for Student-Four, 1in
particular she noted more difficult days during the
intervention and during d&ssessments involving the
introspection passage§ and the cloze passage o? folktales. A
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check with_sdhool personnel revealed that,this‘behavfor was'

~ unusual. It may have resulted from: the one to.one situation,
‘the teaching and management style of the instructor, the
tasks required of Student Four, or some. combination of these
.and other unknown variables. . S
. Despite the identification of these problems, it 1is
.impgrtant to remember that rapport was maintained. As well,

the, student expressed positive feelings about the instructor

and the study when guestioned by one of the school
counsellors in an attempt to determine whether any reason
for the more dramatic behaviors could be determined. Also;
in a discussion with the instructor, the student stated that
he thought that the approach of trying out new methods was -
a result of this study. . . = = . R
. A shift indicating a slight improvement in use of

strategic classroom behaviors as indicated on the rating
scale by the math teacher from pre to post was recorded. The
‘same two point shift was recorded by the language arts
teacher from pre to post (see Table VII). ' '

Intr0§pection'Passageé : ' ‘ v _
In the aloud pre assessment. Student Four generated some
hypotheses about the material he was reading. However, he

- 4

- did not check on 'the accuracy of his hypotheses. An example

" that may have best exemplified one of his more. common

~ approaches-to comprehending a story was contained in a

statement he made several times during the aloud pre
condition, "I don't know this,. no, 1'11 skip it." Another
‘favorite statement following a dot in the aloud pre .- -~

condition was "that sounds right."zRetfospective questioning

brought a repeat of "I don't know, seems to be right".

~ During the post assessment %he maintained use of the
hypothesis generation strategy and did on one occassion try"
“to verify its appropriateness. Other strategies elicited in
the posticondition‘included.use of personalexperience and
‘use of visual imagery. His use of personal experiences
interfered with his understanding. of the passage as
‘evidenced in®subsequent discussions on. the passage. For
example, he told of reading a ‘'story about the whale who

killed people. Later interpretations reflected the danger of

~whales to man. In addition he formed some interpretations
but did not verify the appropriateness of those
interpretations. o :

" “During the post session, Student Four became very upset

with the story on superstition but felt very positive about
the story on whales. It appears that the reference to "luck

determining events in life" angered him. This may be related

to information gained on the Rotter which indicated that he
viewed outcomes as being more under influences beyond his
control, sSuch as luck. S . o
It is important to note that he .did not use the - ‘
statement "that sounds right" after a single dot in the post
condition. Rather, he seégched for other in%erprétive or

K . . ¥ ,
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good and hoped that the teaching profession would improve as
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Scrambled Sentences

; During the pre aloud conditiog
tired and supported his head by {
the aloud pre condition. Howeve ) he aloud post
condition he was more energetic . rTead items faster. In
all three conditions he would read, re-order cards and
reread the cards. It is interesting that, as depicted in

fAhdent Four appeared?
nd. This continued in

-~ Figqure X1V, there was a small improvement in successful

completion from pre aloud to aloud pre to aloud post.
Strategies that emerged in the pre condition included
asking the instructor clarification '‘and statements to the
effect that "it.wounds right”. :
A greater variety of strategies emerged during post

testing. These included theuse of personal experience which
tended to interfere with completion of the task. Reference
to the main idea of the story was also present. This had .

been part of the training package. As well, there was one
use of semantic cue. Use of "it sounds right" decdreased, but.
it was still present. ' o , '

' Cloze Passages -~ ' ‘

1t was interesting that Student four apptoached'thesé
passages with confidence.. However, at the brginning of the

“aloud pre assessment procedure, the confidence and positive -

feeling had turned to anger. This may have been a factor in
the drop in the number-of blanks correctly completed in the
aloud pre condition from, those correctly completed in-the
pre aloud condition (see Figure XV). As well, the instructor
dropped some of the retrospective guestioning in order to

maintain rapport. This resulted in little clarification as

to how Student Four was reasoning.

‘ At the end of the assessment 1in the'pre conditioh},
student four stated that he felt he was wasting his time.

‘The instructor reviewed the intent of the study. She stated

that they:would work together on some reading activities a
little later. This appeared to satisfy Student Four and he
agreed to continues : - o S
During the pre testing the most common statement by
Student Four was "it sounds right” and "it popped 1nto my
head". Few spontaneOusythink>aloud comments were made.
However, it did appear as though the student was using the

‘concept of main idea to assist him fill in someé of the

blanks. v w ‘ .
The use of the response "it popped into my head"” was

\

dropped in the aloud post condition. Another strategy that

emerged included rereading, He maintained and expanded on
the use of the strategies of main idea and visual imagery.
Both of these were fpart of the intervention program. :

" gtudent Four did monitér-himself and his reading in the
aloud post condition. For exampke, he commented on the

~difficulty of one passage 'in relation to a second pasSage{

Oon another occasion he had made a.mistake in paragraph:one,

-
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A

but saw the correct word in paragraph three. Then he :

returned to correct the word. This was scored as an example

of recall. o o .
While his accuracy level dropped with the introduction

of the think aloud procedure, his aloud.post performance

improved (see Table VII and Figure XV).

'It*appears that both in terms of strategy use and
accuracy, the intervention did have some limited but
positive import. K ' :

Intervention e |
~.Student four was restless during training. There were

- expressions of both frustration. and anger with the process..
-'At one point the student took the microphone of the recorder

and stated, "Listen you people at the university, I want you
to know how hard this is." ' ' | ~
‘ The instructor discussed this statement with the
student. While both decided t'o continue, 1t was apparent
from the remarks made by the student in the discussion that
the assessment process was too long, that the constant .
requirement to plan ahead and think about what was being
read in the intervention was viewed as confrontational and
overly demanding, that the procedure produced too much -
stress to focus attentdon and perform with accuracy. For
this student, and perhaps for other .students of a.similar
disposition, the LSET procedure may be viewed as too ) ‘

demanding and some intermediary steps may -be necessary to

ease the transition. : - v R
This finding is an important one and exemplifies the
rapport and openess that existed between the student and the
instructor."Also,'it.exemplifies‘how_aS‘researcheﬂs we '
sometimes persevére beyond desirable limits despite
recognition of a potential problem in order . to test the

\limits of a procedure. While this was not an intentional

abuse of the students feelings, it offers a cautionary note
for group research where this event may not have become
evident. Steps were implemented to ensure that the student
was more comfortable with the balance of the process..One

“example was the dropping of prompts, the reduction &f

retrospective questioning and provision-of an increased
number of times off task. ' C v -

" Student four achieved 80% on the first criterion
passage. Despite reaching criterion, the instructor felt
that this was .a chance happening, However, no further
intervention.was attempged in order to preserve rapport..

. - Rl : . @ .

Student Five'

This 16.7 year old maleswith a full scale IQ’of 70 on
the Wechsler Intelligence Sca}e for Children - Revised
worked with instructor.1'(gﬁg@buthor).’Student five was
randomly assigned £o the' LSET group. He was in his fifgh
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.. year at L.Y. Cairns School. With the exception of the main
idea units, he completed all parts of the study in a
positive, co-operative manner. Good rapport was established
and maintained throughout the study. Student five had a high
level of perseverance. ' SN .
Stanford Diagnogtic Reading Test - Brown Level

No clinically significant differences between pre and

. post vocabulary and pre and post comprehension scores were
obtained (see Table'VI). The small gains were within those
expected in a retesting situation.. o '

Locus of Control Scales . S ‘ v
~Once again, only small changes between pre and post
‘measures of locus of control were. observed. According to
- results obtained on the IAR; Student Five accepted B
‘responsibility for his successes to a greater extent than he
‘accepted responsibility for his failures (see Table VII). In
total a 3-point gain ‘was observed from the pre to post ‘
assessment condition (see Table VII). His post measures were
.~ about average for his age peers. This small.trend to being
more accepting of self responsibility for outcomes was
- céhfirmed by the results on the Rotter. While he perceived
" . general events as subject to factors beyond his control, a
small 2-point shift toward perceptions of self
' .responsibility for outcomes was observed. Based on the
A Rotter ‘he. was much more externally dominated than his age
 peers. R . B '
- The differente between the Rotter and the IAR may be
.~ due to the fact that the IAR measures perceptions, of N
I academic achievement while the Rotter measures .more global
% perceptions. This hypothesis was supported by discussions
" withk Student Five during his final interview. ' e

%

N

oA .
“Teachd? Ratings . _ v ,
Generally, Student Five was perceived by both his math
and his language arts teacher in the pre test conditlon as
lacking organizational ablil:ity, preciseness in communication
and the ability tc focus, attend and establish a systematic .
pian cf action (see Table ViI). These comments were -
confirmed by the instructor. , . ;
An improvement cf 13 pcints was indicated by the
language arts teacher in the. post intervention rating. This
- climicaiay sigrificant improvemert was not observed by the
' ‘math teacher whc indicated a similar rating on the pre test
s" rating (see Table VII). However, the instructor, did¢hnot
perceive such a radical shift in student use cf’sfrategic
pehaviour. The instructor would have given a rating
somewhere betweer the rating given by ‘the twc teachers. This
_interpretaticr was.confirmed by two colleagues involved, in '
ine research -ne interviewer and a rater who .listened tc

the audic-tapes and viewecd v.dec-tapes. ¢

a

~
st
R

v

Insrospection Passages

- &
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Student five was a very slow methodical worker. He took
time to recount each and every detajl of the preceding
sections 'in a passage. As well, he would spend long periods
restating and interpreting the sentence that preceded a dot.
Every word was subject to a comment . S :
_ Strategies that emerged during the aloud pre condition
included limited use of reading ahead; use of inferences and
_ _hypothesis generation, but not hypothesis testing or o
verification: and interpreting a sentenceas a single entity
without relating.it to the main idea. o

While aloud post testing revealed an enhanced use of
strategies both in quality and quantity, strategy use was
tied to concrete examples .and application. Among the ‘aloud
post condition strategies was some use of visual imagery.
However, this strategy was found in the aloud pre cloze
passage and should not be viewed as resulting from the
intervention, Limited use of the main idea of the passage
was evident along with verifying any predictions/hypotheses
or inferences he had drawn. An example of hypothesis
verification took place in the passage on superstition.
student five read the items regarding. sports figures
spitting for good luck. He stated, "Hm, I bet they tell
about actors wishing each other to break a leg for luck.
Hey! Yeah, there it 1s. See I told you that would be here.”
Use of the main idea was discussed in training. L

A final strategy that emerged in the introspection
passages was that of posing questions to himself and to the
instructor. Despite training to ask guestions before and °
during the reading of a passage, Student Five had used this
strategy in the cloze aloud pre condition. While use of the
guestioning strategy cannot be associated with training, its
effectiveness and application appeared to improve (see Table.
VIII, XI, XIT and XIII). - |

Scrambled Sentences : _ :
Tn the pre aloud condition, student Five scored 7
correct out of a possible 9 (see Figure XVI). His strategies
seemed to work well for him and included reteading, some

_interpretation and some inferencing or hypothesis.
! generation. - :

During retrospective questioning following completion
of the aloud pre assessment, Student Five reported that he
would choose the first and last items and. then £il1l in the
middle. However, in response to many of the guestions
Student Five would comment "it pops into my head", or "it
sounds right". . o o ’

. A greater quantity and quality of strategies emerged
during the aloud post assessment. The use of stateg&gts such
as "it pops into.my head” and "it sounds right” were"
dropped. In its place was an attempt to judge logical
sequence using semantic cues. AS well, the strategies of
. rereading and hypothesis testing were strengthened and used
more freguently. e -
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While his_scbré pped to 4 out of 9 with the
_introduction of think oud, it went back to 7 out of 9 in

" the aloud post condition (see Table V1). Because of his slow

reading style, the think aloud procedure may have caused a
loss of comceptual flow since the student was required to
'both‘read,.think and express himself. While it was hoped
that the collaborative interview format may assist in open
communication,. the point that some students have to stop and
‘think before organizing a sentence may have interfered with
the spontaneous introspective response, particularly with a
'student who proceeds Slowly and methodically.- U

Cloze Passages _ _ o o ‘
. As with other, students, the cloze passage provided the
- greatest information relative to strategy use. . ' '

* The performance of Student.Five consistently improved
from pre aloud to aloud pre culminating with a ¢linically
_ significant improvement in aloud post. This is visually

 depicted in Figure XVII. SR '

© A number of strategies were used during the aloud pre

condition. These included a rereading strategy and a .
scanning forward strategy. Howewer, Student Five did not \
move further than one line away from his preserit line when
he was rereading, limiting the effectiveness of the S
strategy. Questions to the instructor and self questioning
techniques.also. were used as was limited use of visual. .
"imagery and personal experience. A specific example of the
use of pereonal experience and visual imagery took place in
the passage,on‘whitetble'deer»during'which the student v
described his view of a deer. The student referenced seeing
~a deer in Jasper and said he.could see it running with its
tail curled up. S S

On one occasion Student Five made use of the main idea
of the story to fill in a blank. However, retrospective
questioning revealed that he did not recognize the ,
_significance of his action, nor did he know what a main idea
entailed. On another occasion he used a semantic cue but did
not realize what he had done. In other words, while some
strategies were within his repertoire, he was not using them
consist®ntly nor could he apply them if asked. This was
interpreted to indicate ‘a lack of meta awareness of
strategies and strategy use. o R .

While his favourite response to requests for reasons as
"to why he selected a certain word was that "it sounds right”
or "it just popped 1into my head", frequently he made -
hypotheses predicting what might happen. However, he did not
test to determine the accuracy of these attempts, nor did he
recognize a failure. In other words, there was little
evidence of "meta" cognitive monitoring. o

One particularly interesting finding was that while
discussing the passage upon completion of his work, Student
Five 'gave text specific (Drum, 1975 and Fagen, 1981) type
recalls, that is,:he provided minimally altered information
from the passage that. he recalled. As well, the information

*



instructor, he did state that he found,
difficult and of limited use during the’

156

was in the same order. While ahalysis of recall was not a

feature of this study, it was interesting to note almost

perfect recall. However, when asked a comprehension gquestion
about the passage that had been recalled so well, the
student was unable to provide an answer. o

Despite the presence of these strategies in the pre

conditions, most answers were based on random guesses. That

is, Student Five was not really aware of existing strategies

nor did he apply them consistently when he was aware of
their presence. ' N ' . -

' Aloud post testing revealed that use of statements such
as "it pops into my head" or "it sounds right" were dropped.
The main idea strategy which was taught during the :
intervention was used with more freguency. However, this

strategy was not well mastered.

The reading ahead and rereading strategies evident in
the aloud pre assessment were used with more accuracy and

- more frequency. Both of these strategies were taught in the

intervention along with the use of self gquestioning and
organizing one's work. These strategies emerged more

consistently as well.

‘His attempts at hypbthésis generation and testing as
well as his attempts at interpretating what was being said
improved in the post testing. However, his ability to

integrate information was severely impaired and limited to

~ use in short paragraphs. He could not deal with a whole
~story. This interfered with the effective use of the

hypothesis generation and verification strategy. While this
was addressed during training, it was not the central focus

"of the training. Recall_ép the post situation was found to
'8

be the same as in the pr ituation, text specific. However,
this was not a spontaneous strategy. Perhaps his lack of
ability to answer comprehension guestions was related to his
inability to integrate chunks of information. .

Intervention _ ‘ :
The period of training proceeded in much the same

‘manner as did the assessments. Student five was very slow in

his responses. He required concrete examples and hﬁ@&
difficulty holding, retrieving or integrating trainings °

information. Because of his ability to provide text specific‘

recall, it was hypothesized that his difficulty dealing with
information on new strategy technigues resulted from his

‘difficulties with the integration of new concepts.

There was a belief on the part of the instructor that

for this student, the procedure caused f tigue and was too

confrontive. Whi'le the student did not gfmit this to the
j¢ techniques very
*®inal interview.

Mastery on the first criterion pggsage was achieved at

" the 90 percent level. While he utilized many of the

strategies in the criterion passage®% he did not apply them
as readily during post testing. Ong example was the use of
underlining or checking important Jjnformation to assist in

-

&
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finding the main idea.

Student Six

This 17.6 year old female with a full scale IQ of 67 on
the Wechsler Intelligence Scale for Children - Revised
worked with Instructor Two, the housewife. Student six was
randomly assigned to the LSET group. With the exception of
the main idea units, she completed all assigned tasks in a
friendly, co-operative manner.

Stanford’Diagnostic Reading Test - Brown Level .
While no real differences emerged between the pre and
post grade equivalent scores on the vocabulary test, a gain
of six months was observed between pre and post grade
equivalent scores on the comprehension test (see Table VI).
This gain may be due to a chance factor, an artifact of the
test, or be an indication of her true performance. While any
of the above may be true, it also is possible thar the
combination of the think aloud procedure and the
intervention had a positive impact on her comprehension

Jlevel. _ ,

Locus of Control Scales

Student Six tended to perceive herself as being:
responsible for both her academic successes and failures 1n
the pre test condition using the IAR scoring slightly above

‘the average of her age peers (see Table VIi1). Despite the

high pretest score, a move towards enhanced self acceptance
of responsibility for outcomes was recorded in the post test
condition, pasticularly as it applied to self responsibility
for success (see Table VII). : :

"However, this tendency for accepting self
responsibility for academic matters did not extend to
general outcomes. Scores on the Rotter indicated that for
her age peers, she tended to view general world outcomes as
more beyond her control in both pre and post conditions (see

- Table VII).

Teacher Ratings .
, A very significant improvement of her organizational
approaches to academic problem solving was perceived by both
her math and language arts teachers. Pre intervention scores
indicated that she was perceived as lacking the ability to
focus, attend to directions and establish a systematic plan
Of attack. As well, clarity in communication was reported to
be a problem. Post intervention scores showed a 17-point .
improvement in the rating by the math teacher and a 26-point
rating by the language arts teacher (see Table’ VII).

It was concluded that the individual attention, the
think aloud procedure, the LSET intervention and the
resulting building in self confidence combined to effect
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rhese changes. This conclusion was basgd on observations by -
her instructor, her teachers, the interviewer and the raters.
who reviewed her audio and vided tapes. It appears that a
clinically significant shift in her approach to problems
resulted. A check with her family did not reveal any other
plausible explanations for this change.

Introspection Passages : ‘
It was interesting to observe‘the use of a self ¢
questioning technigue in one of the aloud pre stories
dealing with beavers. Unfortunately, while she could pose
the guestipn regarding the nature of a surprise, she did not
know how to find the answer. Few strategles emerged, and
most of the strategies were not well used. Examples included
attempts at hypothesis generation, but not hypothesis
verificati®n; use of personal experience Or background
information; and one attempt tO interpret a passage by using
an analogy. While this proved helpful to her, her
difficulties dealing with abstract information interfered
with the full success of this venture in terms of assisting
her to understand the passage. In the cloze passages aloud
pre condition, student six ignored periods and tended to
rush through passages. However, on the introspection
passages, the use of the dot appeared to have forced her to
stop and think before moving on. L

Post testing added scanning (forward and backward) as a
new strategy to assist 1in grasping the main idea of the
story. Thils strategy had been taught during the
intervention. While she had used the notion of main idea in
cloze passage of the aloud pre condition, in response to
retrospective questioning it became apparent that she did
not understand the concept of & main idea. In the aloud post
introspection passages, she was using it effectively to help
integrate more information. Use cf the main idea to help
understand a passage was an important part of training.

Other strateglies to emerge during post testing included
rereading and reading ahead. While not used in pre testing,
both of these strategies emerged in a limited way in the
‘cloze aloud pre condition. In the aloud post introspection
assessment, they were used with more confidence. o

On all post testing, the two raters who reviewed the
audio tapes and her 1nstructor commented that this seemed to-
be a different person from the pre testing. She was much
more verbal, more confident, volunteered more information.
This change alsc was observed Dy her teachers and parents.
Her instructor stated that this began to be noticed during
the LSET training. ' Two examples of her increased verbal
activity and use of strategies are typified by the following
comments during an introspection story: ’

1. "Hm? I don't know what to think here. I'll read more
to see if it helps.” ' , L

2. "OK, that's one paragraph. Before 1 go into the next
one, I'm going to read the first one again to make sure I
know what's going on here.” : B



This type of behavior was part of the LSET training
procedure. Another example to confirm strategy use was found
_through retrospective questioning. She stated that she often
glanced back to get an idea of what she was reading to help
her understand what the story was about. This was
interpreted to be a look back strategy since it was "looking
back" to a specific reference point in a deliberate move to
retrive information. ‘ ’

Scrambled Sentences

During the pre testing conditions few strategies were
observed. Some attempts of interpretation and a rereading
strategy existed. She made some comments which led the
instructor to believe .that she had a very low self concept
of herself in comparison to her siblings and her school
peers. Examples included "I'm not good at reading", "My
brothers are better in school than I am"™ and "I'm the
dummy". Since building a positive self concept was to be
part of the LSET procedure, some limited understanding of
- the impact of this on Student Six could be gained.

In fact, her self concept improved dramatically during
post testing -- far more than expected. One example was her
comment about her siblings, "Boy I showed ~last -
night, now I can get the answer as well as he can!" New.
strategies observed in post testing included the use of a
scanning technique and use of semantic cues. In addition,
Student Six verbalized monitoring herself making statments
such as, "No, that doesn't sound right, it don't fit,...I'll
try another". Rereading, interpreting and drawing hypotheses
were strategies that continued from pre testing. ‘

Given the dramatic change 1in self concept and strategy
use, it was surprising as depicted in Figure XVIII that no
real improvements in the number of correct completions took
place from pre aloud to aloud pre to aloud post.

Cloze. Passages : :

During the pre testing the most. common approach used by
student Six was to read quickly through the passage,
ignoring periods and guessing missing words. Some rereading
and interpretation strategies emerged. As well, in one case
she stopped and tried toO gein the mair dea of the passage
but failed. An interesting observation was that Student Six
upon finishing a passage would count the number of items
missed and write it down.

Following intervention and during post testing two new
strategies emerged and were used consistently and
effectively. These were scanning and use of semantic cues.
As well, other strategies such as self guestioning, present
in the aloud pre introspection section, were used more
effectively. Student six, also sought clarification from the
‘instructor and used personal experiences to assist her in
the passage. An example of her self questioning technique
and scanning technigue is proyided in this comment: "Darn, I
know 1 saw that, where is it,»oh, where? Where? Where?
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Here!" Rereading, reading ahead and e of logical sequence
as strategies also were observed. AsWwell, retrospective
questioning revealed use of the statement "it sounds right".
while this is_not an effective strategy, it seemed to work
for Student Six. Attempts Qp clarify what was meant by "it
sounds right" were unsucce sful.

Evidence that the strategies were working can be seen
graphically in Figure XIX. An increased accuracy in the
comple;%on of, blanks from pre aloud to aloud pre to aloud
post (¥ of 103) was observed.

Intervention

an observable change took place in Stuggnt Six during
the intervention. The instructor noted that the student
became much more confident, more verbal, attended to
directions, organized her work, and attempted to provide
clarity in her answers. Interest, motivation and rapport was
perceived to be at a high level. This finding was supported
by the observations of her teachers. ’

While the student still had trouble with abstract ideas
she responded well to the concept of finding the main idea
and using it to understand the passages. She achieved 100
percent on the first criterion test. Her capturing of the
falavour of LSET is epitomized in her own teaching of a
younger confederate. She was eager, dynamic, sat close to

. v the:younger student, maintaned eye contact and used phrases

~ such a% "Let's hear that brain work...Next...Keep going, I
.want ®o hear how well you do this...Think back...What's the

. -gtory-about...Look up here and think about what Sally is
» doing..." , ‘ -

£t

Toa

9,

)

-

s = This 17.3 year old female with a full scale IQ of 70 on ¢

4 the Wechsler Intelligence Scale for Children - Revised

. worKed with Instructor Five (the retired male teacher). ég
“her fifth year at school, she was randomly assigned to i¥

' LSET group. With the exception of the idea units, peer Ve

.
»

“ - teaching and final interview she completed all tasks. She

Yo o
o

fvf! - 'stanford Diagnostic Reading Test - Brown Level

" 'was uynavailable for the peer teaching and final interview ////”’f\\\\
e

due to.leaving school early. P

: " A .small gain of three months was recorded on both the
vocabulary and comprehension subtests (see Table VI). This’
gain may be due to the intervention, a chance tfactor or
result from an artifact of the test. 1t was not considered
“significant. ' - g@
Locus of Control Scales .

Student nine accepted self responsibility for academic
success and for academic failure, tending towards a high

&

Ge
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dfgree"of'self responsibiiity for her academic achievement.
Iy

ttle shift in the scores was recorded from pre to post
testing. These scores were slightly above average for her

- age peers.

-

While a grgater'shift took place from pre to post on

the Rotter, it apears that, when compared to her age mates,

Student Nine tended.to view general outcomes.as being lesk
within her control than academicoutcomes (see Table VII)..
Teacher Ratings . -7 - '

A dramatic shift in the view held of her by her
language arts teacher was recorded. In the pre test
condition, her language arts teacher saw her as
disorganized, and failing to attend to directions, to focus
her attention, and to develop a systematic plan. While a
little more positive with regard to.clarity in gommunication
her math teachér 'held a similar“iew (see Table VII).

' Her rating by the lahguage arts teacher in the post
test improved significantly indicating that she was '
pérceived/as-being”more,attentiveL more clear.in her. ”

o

communications, better. organized and utilizing a. systematic

plan of attack. While this perception was shared by her
instructor, it was not shared by her math teacher who only
slightly altered his rating of her’ (see Table VII). -
. It may be that she applied the strategies attained in
thé reading comprehension passages but did not 'generalize
the striategies beyond reading and reading-related subject
matter/ Another interpretation suggested following a review

of the audio-tapes by both the author and one of the raters

was that Stydent Nine had learned a lot of surface.

_strategies which,portrayed,greatly‘enhaﬁcedNCOmpetence,
'However, these"vere strategies which~did not truly assist
“her everyday-comprehension..Thig would account for the -

little change in rating by the math teacher. However, it
does” not account .for the gains made in cloze and scrambled

‘sentence ,accuracy.

£
N

introspgction Passages:

Only a.feW_stgategie$ émegged‘dﬁfiﬁg,the aloud pre -

'conditﬁon;ﬁAs'well,«;hese'fveStpﬁtegies were not . .
efﬁectivbly'utiriaed. . o R
o Her most frequent{response.when;she:reaChed.a'dqt'§qs

4

tb~repééE“Whétksherhad“jUst red. Little integration of the
ideas in ‘the passage took place. While some hypotheses and:

inferences were generated, these wete not tested nor - .

~confirmed. A limited amount of non-productive scanning did
 take place. " -

'During the aloud post asseSSmept;cpnditjon,nStudent
Nine exhibited a greater number as well’as more effective
use of strategies.- She summarized what had been read. and %
integrated new infdrmation'withvpreceeding information.

-Indeed on- at least 'three occasions she commented, "Boy I'm
. getting better.” . : S ko

e
’ - oy

v .
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While she was limited to a narrow rangé of

abstractions, she ‘appeared to use the concept of main idea
to grasp theé@eaning of the story and to help understand the

context of the passage. This was ,illustrated in the passage
on superstition in which.she expressed the main idea of the.
passage but did not generate ideas beyond the specific
examples in the passage. . _

Student nine did not. readily volunteer information

during introsQéction‘with the result that a.greaf@r-amount"“ﬁ

of retrospective gquestions had to be used. The danger 'in
this is that the gquestion may elicit a desired answer

leading to a false conclusion. It was felt by the raters who

_reviewed the audiotapes that this may have contributed to an
overly positive. perception ©of improved per@armah%ngy her
instructor. ' , W S . "fza-g, ‘
" Nevertheless, new strategies included ‘sl of*@a%% idea,
use of summarizing and use of scanning. Enhancec‘sﬁ%'se,_ £ a
rereading $tratégy and an inferpretation strategy used:. in
the aloud pre condition of scrambled sentences also.was
cbserved. ' ' . - o

Scrambled Sentences Little difference .between pre aloud and
‘aloud pre- and aloud post were observed (see Figure XX). '

‘ Despite the lack of quantitétive.difference, a ,
“‘gualitative difference emerged in the use of;strategies.\For
‘example, the verbalizations by Student Nine indicated that
" she began o monitor her actions more closely. In addition,

-she .became more verbal and more forward. Following
comblggiog'pi selected scrambled sentences using reading,;
qereadxngyw§canhing%'”@hinﬁerpretat;ve stratedies, Student
Nﬁne‘sfﬁzﬁﬁﬁ“flwxngﬂfuﬁis is right.T She displayedga ‘gréat
deal of pleasure’with the ;asi that’ was lacking in the aloud
pre condgtion.. e - o :

"Often strategies would be combined. This was an unusual
findinig  since many of the students used one strategy and
then' another, rather than' Using two or more at one time.
Among- the strategies combined were guestioning the :
instructor,,qUestioningfhérself and using the main:..idea. One
example of this is found.in the following comments by ,
Student Nine: . o o ' -

‘ 's see, it*s about that kind of ahimal, ah, ah,
\is it? (instructor does not reply)...I know
but..\I...the marmot! yea!" : o ‘ -
while thedguestioning strategy was used in the aloud pre
-condition, it#was not well used. Unfortynately, her proper
use of the'sqgtegy-did<nbt help improve her text ' = -
performance.’ T e e

" Other strategies used,in both pre and post condition
‘included rereading, making interpretations aqdegenem§¢ﬁgg;
hypotheses. . I S "**”@%ﬁﬂw“

. : , i, -

T e . i A% T
@ > oW

s N . K i o -

A . . .\‘; N N "~ o R Y "__-7 ’ :
Cloze Passages Lo ERE Q&WW o ﬁmfgg'

During the aloud pre conditidbn the student was more
dependant on the instructor for guidance th&%ﬁin\the aloud

°
B,

F

5 N
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post condition. Student nine was not good at verbalizing,

nor was she good using the introspectiwe ‘approach. Prompts
by the instructor as well as use of retrospective :
guestioning were necessary to elicit the type of strategy
utilized. This was true in both pre and post test
conditions. ' _

1t is possible that Student Nine learned some cues from
the instructor's questions relative to understanding the

passage. As well, it is possible that Student Nine had not

internalized the sttategies, resulting in a short term gain.
This lack of internalization became evident to the raters
who listened to the tapes. However, her instructor believed
real progress as indicated by her scores had been made.
While Doth interpretations are plausible, the conclusion
reached was that new and more effetive use of existing :
strategies was ‘evident in the aloud post condition. However,

: . . . o
use of these strategles was not well developed.

- Despite the pessimisgtic conclusion, it 1s important to
remember that the use of main. idea improved from pre to post
testing. As well,.Student Nine understood the nature of a
main idea in the post test condition whereasghe had not the
pre test condiftejgn. ’ o ' e ‘

ReferencH "it poppgd into my head” and "it sohlnds
right" were r@fi¥sced by more systematici and effective
strategies suchlas scanning the whole passage for clues
during the post test situaklon. As well, hypothesis testing
and .ase of persanal experie were among. the §;rate§§es
that fmproved between pre & St assessmentsit
w  while frustrated with Mre'task in the pre condition,
she enjoyed ‘the task during post testing. AsS well, her .-

tendency to miss clues in the pretest condition was helped
by her scanning strategy in the post test condﬁ;ion; ,

Her scores improved from pre‘aloud to aloud pre and to
aloud post. These are graphically represented in Figure XXIf?C

Some confidence in the finding that strategy use ‘improved

_following training is drawn from her improved scores.

»

-

Intervention : ~ _ :
No outstanding characteristics were observed during the

LSET training. Student nine was co-operative, interested and.

motivated. Indeed, she’begame more verbal. and mare self

.confident during training. It should be remembered that this

Yo

‘Overview of LSET Group . '

‘may be an artifact of the situation. However, students in- -

other groups did not exhibit such improved.scores.‘Student
nine achieved 90 gpercent on the first criteria passage and
expressed pleasure with her work. . >

S

v

!

The LSET group tendedito aécept a "tle.moﬁe'self‘ -

responsibility for success in both pre;aﬁa post condiitions

1. . . 2

- -~
-
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geaxnesées hi gnrlgntec by teachers. However, 1mprovemeﬂts

ﬁollowlng the intervention, o s

+han their age peers. However, they accepted self

s _ , , |
responsibility for fallure tc the same extent as thelr age
peers.

Generaily, teachers saw the studehts»in the LSET group

as tending toward use cof very little focussed or systematic’

% . . . v |

behavior. A lack of precise language in their communication,

§

fai.ure,tc generate hypothesés when working on a problem,
. TR
-ack‘ng organizational skills, falling to attend to and

clar:fy directions, and act‘ig rmpu151vely were among the

S

D

ere’no*ed in alil the students on the post intervention

\)‘“‘,

ratzng by teaébers. Y .
' .kﬁﬁ B . : ‘ _a :
wWhile rlbrieammprovement inceither the cloze or ' L

strambled»sg@ ence passages ?25 observed follow1ng the

oo

‘ , & ‘
introdpction‘of the think aloud‘procedﬁ%gl a c11n1cally o

. : | | RN
significant improvement took place in thé cloZe»pgssages - L

=
=

N

g

Two pf the students requ1red a concrete- approach to S
problem solV1mg However four and p0551b1y f1ve of the 5‘:@p :
students monltored thelr performance in the post

intervention assessment, an 1ncrease of three. .

: A variety of strategiles emerged under pre and .post.

;cond1tlons, incIUding use of recall, interpretation, reading

ahead, scannlng questlonlng self and others, use of.
' \ ‘ .
personal experiences, sensihg«the mood, use of the main
Ad '

_idea, use-of semantlc and syntactic. cues, hypothe51s e

geheration and testlng, use of v1sual imagery and use of -

°



logical Sequence. Follow1ng the intervention procedure an.
1mprovement in strategy use was glserved from both a
:qualltat1ve and quantxtat1ve ‘perspective. For exampl%ﬁsthe
stratégy of understand1ng the main idea as an aid to task
completlon was used by all fzve students in the post
condition whereas#pnly four students used the main. 1dea

strategy in the pre test condition. More significant

thanthis slight 1ncrease was the obse&yet that this

strategy was- appl1ed more effect1: Senced in the

“ scoreswobtalned on the passages. Y. O ample of more
B 3 4.

ef ct%@e stratey ‘*;‘ hat emengetw ;‘attempting to verify

an hypothe51s.‘
‘ ~ In the peef Lol 31 procedure students in the LSET

jion tendéd‘tovbe proactive leaders.

ﬁ group, w1th one ext:e
A R T .
S o They modelled the type of instruction they had received

during the 1ntervent10n and attempted to direct strategy use

by the younger confedenate. .
‘ It: 1s 1mportant to notesthat durgng the final 1nterw¢!'
and durlng the tralnagg process, three ‘students expressed

;feeilngs of belng pressur;d by the LSET technlque. Howev r,

¥

- %mw»’*%@nll but one felt 1t was useful. Instructors supportedothls

perceptlon in a follow up 1nterv1ew followrng completion.of

3
- o

the study. Instructor 3, (the retlred female teacher) stated

that the egchnlque was en]oyable and a return to what good

o 7

) teac g -was all about.“ None of the 1nstructors expressed a

4 . [

dlsllke for the: procedure. However, three were concerned

with the requirements regarding,lessonapreparatlon.

g
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Locus of Control Scales .

‘reason for this shift issnot known. "How

Self Instructionalhtraining Group

-

Student Three g
This 18.6 year old female with a full scale IQ of 67 on
the Wechsler Intelligence,Scalergpg,children - Revised i
worked with Instructor Three (the retired female :tegther) in
the SIT group. All tasks were completed in qxto-operativep
positive manner. v Sy ¢

: N ' R UL ;
stanford Diagnostic geading;Test - Brown Level - - R

No changes were observed on the vocabulary subtest in”¥

- pre and post assessments. As well, no significant

differences on the comprehension test were observed in the
pre and post asseSsments (see Table VI). Co
s < . L

s, . 13

An 1nteresting shift‘aWQEﬁ{rom accepting self
responsibility for academic o¥ more general outcomes took
place between pre and pqost cafiditions for Student Three (see
Table VII). Despite .this charge, Student Three remained in
the high average range for her @ge.peefs‘on the post test in
terms of acceptance of self :esponsibility. The movement on
self responsibility for faslure between pre and post on the
Rotter away from self reéponsibility for’ outcomes (see Table
VII).gshile small, was consid_ered.clinicgg‘interesting. A

, it may Qe
related to the insgructor‘directed“%trage y training” used it
SIT. '

L

Teacher Ratings .

Generally, both the' math and language arts teachers
perceived an an improvement 1in the: organizational, attending
and communication strategies of student Thff¥e (see Table
VIii). . ». :

Improvements did not appear to be so strong gcgording
to the instructor's pgrception. The instructor sta¥ed thdt
the student brought ggsignificant number of strategies with
her which were refinéé.as-a result of the training process.
This perception was confirmed by the raters who reviewed the’
audio tapes of the pre ‘and post assessments. Perhaps the.

- difference of opinion exists because the teachers did not

have the opportunity to observe hergstrateglc‘behavior in

‘the pre test condition. With the completfdn of training

student Three began asking more clarification questiohs
which fotussed the attention of her teachers on this aspect?

This possibility was confirmed by the teachers in'a ’ ‘
follow-up discussion. SN B
‘ : . S

Introspection -Passages o A

Student Three appeared to-hawe difficulty with the

,inprospection passages. She ignored the period. in the aloud
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Ex

W

pre condition, preferring to read
stop and restate the information.
the idea units, this student had e
recall. , . . K v
Among the strategies of rerea
summarizing and interpreting, Stud

 mood of some passages. While shg S
" like the think aloud procedure, Bh

about' being trapped in quicksand m

While self and instructor que
emerged during the post testing co
differences -between pre and post w
questioning of thg instructor stra

of the pre assessment. conditions a

‘iniclass -behavior. It seemed to em

may be related tothe instructor-—i

*SUT’ procedure.” Also, this may acco
*6t, ‘gontrol. : '

Scrambled Sentences
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on4ntil she was ready to
As with her performance on
xcellent text specific

ding, restating,

ent Three would sense the
tated thatvshe did not

e stated that reading

ade her feel cold.
stioning strategies
ndition, no other

ere observed. The -

tegy was not used in any
nd was not .a part of her
erge following traring and
mposed plan used in the
unt for the shift in locus

~“Student three cpn51stenply; in“both pre and post

d

conditions, first redd allvthe car
the’ first ‘and Jast card, follo%ed

«cards. In selecting_the middle car

‘order, interpret th@P sequence of e
y “ B .

>

-

and reread. .

. Retrospective clarification g

comment  that "it makes sense” .
While no differences emerged

from pre to post, it was interesti

strategies while used with confide

great deal of successes. She score

ds, then® she.would select

by selection of the middle’

ds, she would use logical
vents, scan over‘the,ga{ds

uestions elicited the

in the type'of strategy
ng to observe that the
nce did not result in a
d 0 on the pre aloud, 1 on

the aloud pre and 4 on the aloud post (see Figure XXI11). It

appears that Student Trree knew an
strategie§. However, this use of t

‘effective in the scgambled passage

monitor her progress. As well, use
selecting the first and last card
her progress. .

‘ The low score on the scramble
surprising given her statement tha
comicss Perhaps these materials we
her motivation waned. This was not
instructor. , . !

: ¥

Cloze Passages _ :
Unlike.the scrambled sentence

significantly better on the cloze

gains from pre aloud to aloud pre

d used a nuber -of
he Q&iategies was not
s. Pethaps she did not
Qf the strategy of
may have interferedwwith.

sentences is all the more

t she reads a lot of
re too ea§y'fqr1her and
apparent to the’ .

-

s, Studept Three per formed
passages. Significant
to aloud post were made

(see Figure XXIII). These gains.were attributed.to the

introduction of the think aloud pr

- intervention.

As well, some differences in

" petween the pre and post measures.
. ] , ‘

ocedure and the . ..
Strategy'use emerged
"Foyr example, Student
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Fig.22. Performance of Student 3 on Scrambled Sentences
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" Three did not fead ahead in the pre condition, nor did she

question the instructer. Further, she dropped use of
comments such as "it sounds right” and "it popped into my .
nead" during the post condition. A wide range of strategies
were elicited in both the pre and post conditions.
Specifically, the student utilized. syntactic and semantic
cues, rereading, summarizing and interpreting and logical
sequence. Use of the main idea of the story was a

particularly well developed strategy. It appeared that

student use of the strategies became more effective if the

‘post test condition. However, as with findings in the

introspection)passages‘and scrambled sentences, student
three did not appear to be able to consistently effect a
correct answer despite use of an apprpriate strategy.
B )
Intervention
No outstanding characteristics were observed during the
SIT training. Student three was co-operative, interested and

. appeared motivated. She did not become more verbal as.the
‘study progressed, nor did she become more confident. Some,

tendency to look to the instructor for aid appeared to
develop. This finding coincides with .the finding . of a switch
to a more external locus of control as measured by the
Rotter and 'in the IAR. An improvement 1in the effective use
of strateqﬁes was observed. As well, some improvement in the
type of strategies used was noted. However, this ‘did not ’
consistently translate into improved performance on tests.

She achieved 90 péercent on the first criterion passage.

This 17.6 year old male with a full scale IQ of 69 on
the Wechsler Intelligence Scale for Children—Revised worked
with instructor 2 (the housewife) in the SIT group..While no
outstanding physical, social, emotional, cultural or sensory
characteristics surfaced in the review of his school files

‘or in consultation with school counsellors, Student Seven

qggplayed a high levelsof frustration with a number of the
tasks. Rapport between the student and the instructor was -
excellent during the assessmént and intervention phases of
the study. With the exception of the idea units, peer ,
teaching and final interview all tasks were.com leted as .
required. S&udent seven did not wlsh to partici$5te in the
peer teaching and was unavailable for the final intérview.
Stanford Diagnostic Reading Test-sBrown Level - :
A slight clinically non significant gain on the

“vocabulary subtest between .the pre and the post test

situatidns was observed. On the comprehension subtest a gain
of 5 months was recorded (see Table Vi). The gain in
comprehension was considered clinically significant

" following a review of teacher and instructor perceptions

<
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relative to organizational Strategies.
While there may be many reasons for the gain 1t 1s
: . 1) B .
hypothesized that the gailn resuylted trom a combination of

the think aloud procedure and-. the SIT inteMention given his

enhanced strategy use from-bre to post conditions.

Locus of Control Sscales

No differences were observed from pre to post on either

the IAR or the Rotter. On the IAR Student Seven accepted
self responsibility for his academic syccesses and failure
at about the same rate as hlSs age peerg. However , Student
Seven perceived more global outcomes to be somewhat beyond
his control scoring well above average for his age peers
(see Table VII), : ‘ .
Teacher Rat1lngs _ : . -

Both the math and language arts teachers perceived an
improvement in the approach to acgdemic problem solving
taken by Student Seven (see Table VII). In the pretest
condition @he teacher indicated a t€ndency to perceive
Student Seven as lacking clarity in communication, falling

to focus his attention and failing to proceed in .a

systematic manner; ail of,wbich were confirmed by the
instructor.

However., perceptions 2y both the math and language ar®s

reachers of Student Seven 2N the rating scale were
improved following completion o tervention (see Table
VII).'ﬁhile there are a num8§r‘of. ble explanations for
this gain, it was con%luded 'hat .the procedures of gtopping'

to think aloud, and being trained tO consider what Qne: is,
doing prior to proceeding fad a poSitive 1lmpact ©On Student
Seven. ‘ : ' EE

R
3D i

Jﬁ(rospegtion Passages '

T During the aloud pre condition Stydent Seven did not
demonstrate spontanecus think aloud behaviors despite
repeated training sessions and reMinders. Frequently, he
would skip over dots. The four strategies utilized in the
pagsages were self questioning, reference to persanal
experiences, and attempts at interpretagtion and visual
imagery.. ' : &

In the aloud post assessment, Stuydent Seven asked
clarification guestions of the instructgr and -made attempts
at hypothes¥s generation. However, he did not verify the

. accuracy of his hypotheses. Use of main idea identification
also emerjj3>as a new strategy. It was applied in two of the

three stori€s. . ;

Two.€omments revealed some interesting attitudes and
background liiiormation about Student geven during the aloud
post introspection passages.-.He stated that he had a short
memory and cculd not deal with long stories, Secondly, he
became very uUpset with the passagé on superstitions. He
expressed displeasure with the passage and the concept of
luck. Specificallyhihe was concerned over the role of God

Y . . e .
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\ , k-
and witchcraft. He stated, "If you believe in luck, yQu
don't believe in God." It appeared that Student Seven
believed general outcomes were a part of God's work and luck
had nothing to do with those outcomes. '
It is interesting that his think aloud verbaliza*ions
improved in the post test condition.

Scrambled Sentences : .

In the pre conditions, student Seven in response ‘to
retrospective gquestioning often stated that "it sounds
right." He did not provide many introspective verbalizations
despite prompts and urging by his instructor. There was a
limited use of attempts to define a logical sequence in the
cards. As well, at least one attempt to use a semantic clue
was observed. Scanning forward was also used as a strateg¥s
) During post testing, self monitoring was used. He
stated, "This is a tough one!"™ and "Wow, hold on here...this
is not right."” Despite these statements, which indicated
monitoring, his performance did not improve from aloud pre
to aloud post. However, the addition of think aloud resulted
in a gain from 1 of 9 in the pre aloud condition to 5 of 9.
in the aloud post condition (see Figure XXIV).

It would appear that Student Seven could verbalize
using strategies under both introspective and.retrospective _
conditions. However, the strategies gid not result in o
improved performance. Further the strategies were not used
consistently nor-were they used appropriately. .

With the exception of reading ahead, Student Seven. .
tried to use logical story sedquence and responded with "it
sounds right"” to most of the retrospective guestions in -the
post condition. ' . n ‘ ;

No real change of any clinical significant was evident -
between pre and post. , ‘ o

~

Cloze Passages :

s with other students, the cloze passages elicited a
large number of strategies. However in both the pre and post
conditions the strategies did not ggesult in improvements in
accuracy with the possible exception of the introduction of
think aloud (see Figure XXV). '

Included in the aloud pre condition was the use of a
scanning forward technigue (the instructor felt this was not
meaningful); use of reference to personal experience (this
tended to detract from his efforts to comprehend the story);
tise of reading ahead leaving out blanks he could not : .
complete; use of a semantic clue (once); use of visual
imagery in the case of the story on the whitetall deer;v -
sensing the mood of the story (only once in a section -

dealing with baby deer); developing hypothese§ .but
~ to verify their -"coiec_tness (the instructgr ie;ﬁr,‘}jfﬁ
retrospective questboning that he did d§t?k@gy:fh‘
hypothesis. -was, nor how to' verify its validit TR
‘questioning, himself (this did not result in djrelte

o

-bahav ¥or tofﬁ&ﬁaﬂqpe'angfer); In response to urther =

= .

failing. .}
tHEouGh - o
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word was selcted and twice upon selecting t
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retrospectiJ% questioning, -Student Sgven frequently
responded with "I”donftﬁknow"; "It popped in my head", or
"It -gsounds righte" ¥ , B

Post testing revealed a slightly more meaningful use of
the strategies. However, this did not. result in improved
performance. While the \nning strategy improved to include
scanning backward, it wdsenon productive. As well, use of a
logical seguence strategy that surfaced in the scrambled
aloud pre condition was repeated unsuccessfully in the cloze
aloud post condition. Some attempts at hypothesis generation
as per the introspective post session were observed. Again,
these were not verified.

Wwhile Student Seven had a repetoire of strategies, sowe
of which resulted in correct selection of a word in both pre,
and post conditions, retrospective questioning revealed that
in approximately seventy percent of the cases he did not
know why or how he had selected the word. It appears that
the strategies and their use were not monitored and were
simple verbalizations on a sporadic basis. While there was .
some slight improvement in the post test condition, this was
limited. Perhaps the salient finding that Student Seven did
not regularly monitor his work effectively could gleaned
from his comment "Bang! I hit it right on the but again."
This comment was made at least three times ggen an incorrect

e correct wdrd.
Intervention

Student seven was very enthusiastic and pleased with
the SIT procedure. However, repeated attempts by the
instructor to help him retain the steps in the procedure
failed. Because too much extra time was being consgmed, the
author advised the instructor to try the first criterion
test despite "a lack of mastery over the steps. An 80%
accuracy Sscore was obtained on the first criterion test.
Further attempts to learn and restate the key steps in the
process were not successful. In total two extra training
periods were used to no avail. Despite this, the aloud posk
testing procedure was undertaken. It would appear that the
statement by Student Seven that he had a short memory was
accurate., With these exceptions, training proceeded as per
the standard routine. ~

N » - ” ;-‘\‘;A‘ «m. .
Student Eight * R . :

. This 16.11 year old male with a full scale IQ of 61 on
the Wechsler Intelligence Scale for Children—Revised worked
with instructor 5 (the retired fale teacher) following

random assignment to the SIT group. While Studeg&gEjght wask\
.

very. slow in his work, rapport was well establisfled between

*tre.instructor and the student. With the exception of the

"main iflea unit selection, Student Eight completed all tasks

in a positive cooperative manner.

0
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Stanford Diagnostic Reading Test—Brown Level ‘ /j,
Gains were recorded on both the vocabulary and

comprehension subtests (see Table VI). This type of movement

may be accounted for by-the normal test retest fluctuation
in scores. However, some facet ‘of the training may have

3

‘assisted in the improvement. Wit

h.regard to the

comprehension score, it .may’ be/ that the gain was the*result
of -the think aloud procedure coupled with SIT training. This.

interpretation is based on the f
scores increased folloW¥ing compl
think aloud procedure. However,

act that his cloze passage
etion of training in the ' -
the.gain was not supported

by gains in the cloze p@ssages,wfdllowing training, in

teacher ratings, in the perceptl
by the raters who reviewed the t

ons of his instructor, nor
apes. Therefore, the best’

(

_guess .is that the result is one of a chanhce factor. °

Locus of Control Scales
— While no change was recorde
self acceptance of responsibilit
a .small shift away from perceivi
- resulting from external factors
VIT). - T L
'+ . ‘Generally, Student Eight ac
for his successes and failures a
However, he did not accept self

d on the IAR relative to the
y for academic achievement,
ng more general outcomes
was recorded (see Table

cepted self responsibility
ccording to the IAR. o
responsibility for general

outcomes ‘in life on either-the pre or post administtagions

of the Rotter (see Table VII).
. While the IAR was within th
‘peers, scores on the Rotter tend
_of control. It may be that some
affected his Rotter score, but d
academiic achievement. ~~
Teacher Ratings -
Generally, no differences i
solving strategies were noted by
arts ‘teachers. A high consistenc
test scores was recorded (see Ta
that prior to and following inte
Student Eight as lacking organiz
focus his attention and failing
communication. - ’

Introspection Passages

"~ . The most common introspecti
Eight following a dot in the alo
and restate or reread the line.

semantic clue was used, but not

testing was used on approximatel
hypotheses were not verified.

' Following training Student

restatements and to reread. In a
of attempting interpretations, a
pre cloze passages. However most
_incorrect. Even when correct, St

¢ average range for his agé
ed toward an external locus
unknown extraneous factor

id not affect perceptions of

n the perception of proglem :
his math of his language '

y between pre test and post

ble VIii). This indicated
rvention, teachers perceived

ational skills, failing to

to utilize clarity in

ve response-made by Student
ud pre condition was to stop:
On one occassion use of a

recognized. Hypothesis -
y five occassions, but the

. S 7 .
Eight continued to use ‘
ddition, he added a strategy
strategy used in the aloud
of his interpretations were
udent Eight in response to

e
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réetrospective questioning did not -recognize that he had made
a correct interpretation. This was a consistent finding | .
across scrambled sentences and cloze passages. - '
Scrambled Sentences ) ‘

—1n the aloud pre condition, the only strategy to emerge
vas one involving rereading. A slight improvement from pre
aloud. to aloud pre to the aloud post was observed (see Table
VI and Fiqure XXVI). In the post assessment Student Eight
continued to use the rereading strategy but added an attempt
at determining the logical sequence of events. While he
recognized that an error had taken place, he did not know
how to correct the. cards, falling back into his rereading
strategy. Perhaps the training had somd\limited effect, but
lacked sufficient "internalization to be used confidently and
effectively. Use of attempts at interpreting the main, idea-
of the stories as in. the aloud post cloze assessment
condition also emerged sporadically. -For example, the |
student would state, "This one's about/King-Kong,..".‘

‘ 0 / .o

Cloze Passages I : : e . ,
Strategies common in the aloud pre test phase of the 1

cloze passages included reteaging, one attempt at _—
‘interpretation and one use of‘a semantic clue. Student eight

lacked a variety of strategies and lacked a spontaneity in
introspective think.aloud conditions. In response tqo more

diréct retrospective questions, Sxdgent_Eight‘would»state,
_ as a reason for selecting a word, that "It popped in my
~ head" or "it; sounds right.” ’ : . | | {

-~ A key question regarding Student Eight which arose in

each assessment condition and during the intervention --
coricerned the verbal abilities of this student. In many ways
he was similar ‘to student five in the LSET group. Yet, he
also lacked determination and the*intervention did not . -
interest him as in the case of Student Five. His teacher did
not indicate any differences in his verbal ability. from
other students.. l : ] o ~ s

. Was the lack of. progress by Student Eight related to a
lack of monitoring, a lack of verbal ability, or a o
combination of these and other factors? It 'is hypothesized
that a lack of monitoring skills, a‘lack of verbal ability
and a lack of ability to integrate material combined to
1imit the progress of Student Eight. While he attempted to
monitorMis performance, he lacked the strategies to confirm

and correct an errpr, and he lacked the abstracting ability.

‘necessary to integrate material. ~ /
‘ In the post jcondition, he dropped reference to "It
sounds right™ and "It popped into my head." He continued to
use axrereadingistrategy,'began\asking'the instructor for - : .
help in clarifying aspects of the story, attempted to relate = - :
 some of the stories to personal experiences and tried to t B
expand on the strategy of interpretation and use of semantic
cues. However, he could not explain-what was-meant by a
semantic cuye meant. ‘ .
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training program. Student eight had trouble using think

the steps and achieved 90% on the first criterion passage. o {

ability, it is beleived that Student Eight who scored an IQ

Student Ten

the idea unit selections, she completed all assigned tasks

, o . . 179

Despite these refinements which were considered
clinically significant, little difference in his alogg pre
and aloud post test performance was observed (see Figure.
XXVII). However, a significant gain took place following the
think aloud training. ' ' .

Intervention -
No outstanding characteristics were observed in the

aloud/introspective verbalizations all through the program.
This difficulty made instruction in self instructional
training more difficult. Nevertheless, the student learned

Author's Comment ‘
“While most of the students appeared to be of a similar -

of 61 had a lower potential than indicated. While pre

testing, school record review and staff perceptions did not

reveal or confirm this suspicion, it is held that a real

difference in potential did exist for this student. o
: o |

y

This 16.11 year old female with a full scale 1Q of 60
on the Wechsler Intelligence Scale for Children - Revised
was in her fifth year at L.Y. Cairns School. She was. E
randomly assigned to work with Instructor Four (the ‘ A
unemployed teacher) in the SIT group. With the exception of

in a positive co-operative manner. Rapport with her
instructor was well established.

Stanford Diagnostic Reading Test - Brown Level o

While a drop of one month was observed on each of the:
vocabulary and the comprehension subtests, no changes of a-
clinical or statistical significance were observed with
regard to her global reading (see Table VI). ' o

Locus of Control , » _ -

The Rotter scores indicated that Student Ten perceived
general life events to be controlled by factors external to
her. This perception increased from the pre assessment to
the post assessment (see Table VII). However, according to

"the IAR, Student Ten accepted self responsibility for ‘her

academic successes to the same extent as would her age

‘peersin both pre end post conditions. With regard to self

RO
v

responsibility for academic failures, Student Ten accepted
less self responsibility than her age peers (see Table VII).

Teacher Ratings

. Pre and post lntervention ratingé‘of’Student Ten by both her
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math and language teachers were congistent (see Table VII).
With the exception of the rating provided by the math
teacher of Student One, student Ten was perceived as having
the most organizational strate jes of the group in the
study. She was perceived as being relatively focussed,
paying attention to directions, and as attempting to plan
her work.,’ ‘ - ' .
 However, she was also one of the weaker academic

vperfg;mers of the group in her school work, Her performance

-

on the cloze passages also was one of the weakest, exceeded
_only by-one other student. in the pre aloud condition. In the
"aloud pre and aloud post conditions of the cloze she was the
weakest. As well, she was a very qguiet student who required
more than the typical number of prompts in order to proceed
with her introspective and retrospective responses. This was
confirmed by her instructor, by the raters of her tapes and
by her performance on the peer teaching component.
Her positive rating for organizational strategies was

not confirmed by her instructor or by the raters who

reviewed her -audio tapes. It is suspected that her quietness -
contributed to the perception of being organized and :
:focussed in her attention. ' e
. . . . Q
Introspection Passages S '
Few 1f any strategies emerged in these passages.

Student ten would read the sentence, stop at the dot and
‘wait. When asked what she was thinking, she would look at

the line. Sometimes she would ask the instructor the meaning

of a word, reread the sentence, state what the line was
about or simply sit and wait. The instructor had to prompt
her to move on in sixty percent of the cases. '

. Questions on the passages to determine her recall and
grasp of the story indicated that she did not understand \
abstractions, metaphors or that sayings such as "break a
leg" really meant good luck. She appeared to be very literal
and concrete in her thinking. When asked what the passage
was about, Student Ten would give one or two ideas that
appealed to her and end each summary with "and...and...and".
' No differences between pre and post intervention ‘
measures were observed. ‘ ‘ ;

Scrambled Sentences v v :

“Student ten read each card carefully in isolation. Then
she rearranged the cards without verbalizing her thoughts.
She indicated completion of the task without rereading the
finished product. ‘ ' ;o .

In the post testing, Student Ten still read the cards:
in isolation and tried to rearrange them. However, this time
in response to extensive probes she indicated that she was
trying to get them to fit together. Some attempts at- '
interpretation and a rereading strategy emerged. The
training and the think aloud procedure may have contributed
to the increase in performance from pre aloud to aloud pre
to aloud post as depicted in Figure XXVIII.-
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Cloze Passages . -
~Tn an attempt to ensure the most effective use of this

task, the instructor provided three practice sessions. It
appeared that the student did not grasp ‘the concept of think
aloud in combination with the cloze procedure following the
first practice session. Two additional sessions were
necessary. The& extra training may have contributed to the
increase in raw score from in the pte aloud condition in the
aloud pre condition (see Figure XXIX).

in the aloud pre condition, Student Ten was determined
to finish the passages and spent approximately two hours on
each one. With the exception of Student Five in LSET, no
other student spent more than thirty to forty-five minutes .
on each passage. While Student Ten became frustrated with
the task, she persevered to completion. - :

Strategies emerging in the aloud pre condition included
rereading and reading ahead. It was interesting to note that
Student .Ten did not grasp the main idea of the passages.
This_interfered with her successfully completing the blanks
“in many of the stories. For example, in a passage about ~
penguins one line said, "of all _ , the Adelie
is....". Student ten inserted the word "people"” in the
blank. When gquestioned as tof her reason, she replied that
people travel so she selected people. Despite repeated
‘questions, prompting and leading regarding the topic of
- penguins, Student Ten did not change her answer. However, in
another passage she correctly used and defended the word ‘
"pounds" based on a semantic cue, ) ‘

The post assessment revealed only one new strategy,
that of asking the instructor for help. While no help was
given, positive responses were made. Her performance’
increased from the aloud pre to the aloud post assegsment
(see Figure XXIX). ’ -

Intervention - , .

. The training sessions proved very difficult for Student
Ten. She had difficulty verbalizing the steps in the SIT
procedure. However, she did retain the steps with the help
of the mnemonic used in the SIT procedure following an extra
training session. As well, she achieved 90 percent accuracy

" on the first criterion passage., This was surprising given

_her difficulty during the pre and post assessments., However,
the criterion task was one of responding to specific
comprehension questions. This may have assisted her /in

organizing and retrieving information. The instructor
reported that she appeared to read and reread the criterion
passage.“She*did%ﬂqg\%gggap to use any of the organizational

’strategigs-provided 1 e training. R L

~Authors Note

ToTs student had the lowest full scale I1Q of the

fifteen students;_Whilevnot'confirmed in a review of fer

school records or in consultation with her teacher, it is
‘held that she had less potential to benefit from

4
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instruction. As well she did not respond well to either the
introspective or retrospective procedures. . -

7

Student Fourteen

This 16.11 year old female with a full scale IQ of 68
on the Wechsler Intelligence Scale for Children - Revised
was in her fifth year at L.Y. Cairns School. She was
randomly assigned to the SIT group and worked with
Instructor One (the author). .

While no outsranding emotional, social, cultural,
physical or sensory characteristics were detected in a
review of her school records or from discussions with school
counsellors, she learned about half way through &he. ik
that her mother was dying‘as a result of a.rapicl.,,'-'?-.""'i’.‘*"i
cancer. She decided to continue with the study. How, 'y %he
was upset by this news. It is not known vhat effect if any
this had on her performance. It appeared to the instructor
that following the learning of her mother's condition that
‘gtudent Fourteen had days when her) interest and motivation
in the tasks were not as high as pReviously indicated. As
well, she missed a number of sessions and periodically asked
to talk about the possible death of her mother with the®
instructor. This' caused some tasks to remain uncompleted as
the school year was coming to a close. As well, follow
assessments spread over a longer period of time foll
following the intervention. It is not known what effect if
any this extended period of aloud post assessment had on her
results. o '

The idea units were not completed due to the
frustration Student Fourteen experienced with the procedure.
With the exception of peer teaching and the final interview
in which Student Fourteen did not want to participate, all
tasks were completed in a positive co-operative manner.

stanford Diagnostic Reading Test - Brown Level

' A clinically significant drop in performance in
comprehension from pre to post was recorded (see Table VI).
While tge exact reason is not known, it was associated with
the health of her mother. As she had indicated, some days
were more difficult to deal with than others, Completion of
this task may have. taken place on such a day. This drop 1in
performance was not found on other tasks, Her vocabulary
“scores requiring less concentratfion and motivation did not
drop as much (see Table VI).

-~ Locus of Control
It was surprising to note that on the Rotter Student
Fourteen accepted so much responsibility for general
outcomes (see Table VII). While this score was.considered
average for her age mates, it was anticipated that the '
health of her mother and her quegtioning why it had to

ottt 2 s el
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happen would geflect a shift towards factors beyond her
control in the post intervention assessment.

She scored in the average range on the IAR with regard
to accepting self responsibility for success and for. failure
(see Table VII). However, some shifting towards less
responsibility for her failure and more for her success was
revealed during post testing. This finding corresponded with
verbal comments made by Student Fourteen to the instructor.
Specifically, she stated that she felt her school
performance would be dropping because of the illness of her
mother. Further, she stated that if she was able to hold up
it would be because she was strong. In other words, her

rades may drop because of a problem external to her, but if
he could do well, it would be because of her strength,

Teacher Ratings

GTven the conditions under which Student Fourteen was
living at the time of the study, it is surprising to find a
relatively consistent pre-post rating by both teachers,
Generally, she was rated by both her math and her language
arts teacher as lacking clarity in communication, failing to
attend to directions, failing to focus on her work and
failing torestablish a syst:zatic work plan (see Table VII).

These views also were held by the instructor. However, the
instructor felt some improvements were noticable in the post
assessment period.

Introspection Passages

While prompting on introspection was necessary, Student
Fourteen provided a number of insights into her functioning
in both the pre and post assessment conditions., Also, it was
discovered that she could not follow across lines without
the aid of her pen. While she had never used an aid to
follow lines previously, resulting in repeated shifting of
the focus of her vision from line to line, the introduction
of her pen as an aid to following where she was reading
helped. It is interesting that this was not recorded in her
file, nor had it been observed by her teachers.

Strategies that emerged upon presentation of the dot
included rereading, scanning ahead, attempts at
interpretation and hypothesis generation. No attempts at
hypothesis verification were recorded in the pre condition.
In the post condition these same strategies emerged with the
addition that she attempted to verify two of her hypotheses
and she attempted to summarize at the end of each paragraph
-- a part of the traning package. '

Scrambled Sentences

At one point in the pre aloud condition, Student
Fourteen said, "This is amazing, I never thought I could do
any of these.” For vhatever reason she did not succeed after
that point nor on the aloud pre or aloud post conditions.
Figure XXX provides a graphic view of her results.

It is-not known why this drop in performance took
place. She used strategies such as scanning the cards,
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Fig.30. Performance of Sfudent/M on Scrambled Sentences
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reading, attegpting to order the cards based on a logical =
progression, and sound/symbol associations in the aloud pre
test. As well, in the aloud, pre and post test she had used
attempts at figuring out the main idea, all withoUt a
demonstratable success. Thts was very frustrating for her.

Cloze Passages

Scores across the pre aloud, aloud pre and aloud post j
as depicted in Figure "XXXI indicated some gain in
performance, particularly with the addition of the think
aloud procedure.

Use of self guestioning, reading ahead, attempts at
interpretation and use of personal experience were among the
strategies that emerged in pre testing. As well, 1n response
to retrospective questioning, she would often state that "it
sounds right" or "it popped into my head”™. On two occasions,
she indicated that she was monitoring the difficulty level
of the story by making comments such as, "Boy, this is a
hard story”.

1n the post test situation, she utilized the same
strategies with somewhat greater fregquency. She dropped the
use of "it popped into my head” but retained "it sounds
right". Student fourteen added use of the main idea and
hypothesis verification to her strategies in the post test.
While a part of the training procedure, this strategy was
within her repertoire in the aloud pre condition of
scrambled sentences.

Student fourteen indicated at the beginning of each
session whether or not she was up to the activity. On days
that she did not feel positive, assessments were not
undertaken.

Intervention

The training sessions wefe completed in a positive
co-operative manner. She retained the steps of the SIT
procedure on her first attempt and scored 100 per cent in
her first attempt on the criterion passage. On the criterion
passage she retained and used all the steps such as
monitoring herself, using self questioning, questioning the
instructor, checking important points and making a summary.
with such a high level of performance, her results in post
testing were surprising. Perhaps the extra two days of time
between training and testing interfered with her retention
of the process. However, strategy analysis revealed use of

the summary and main idea features in post testing.

Author's Note v

For the information of the reader, her mother passed
away in August and Student Fourteen moved to Saskatchewan to
live with a sister. This was not a positive step for her.

e
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Overview of the SIT Group

Th; SIT group tended to accept self responsibility for
both their aéademiq failures and successes but not for
general outcomes. Little change in ﬁhe pre and post
intervention assessments was observed. .

G?nerally,~t9e SIT'group was perceived by their math
and language arts teachers to be somewhat impulsive, failing
to use systematac planning, tailiné to communicate clearly,
lacking a focus in their attention, using trial-and-error
responses and failing to clarify directions. A positive
shift was observed in the post intervention perceptionslby
teachers for two of the students.

A clinically significant improvement with the
introduction of the think aloud procedure and following the
intervention was observed on both the scrambled sentences
and the cloze passages.

Both pre and post assessment conditions elicited a
variety of strategies. Included were attempts at
interpretaion; rereading; restating; reading ahead;
scanning; use of personal experiences; visual imagery; main
idea; questioning of self and others; sensing the mood;
semantié and syntactic cues; and attempts at summafizing;
While none of the students in the SIT group was capable of
abstract thought, one student monitored her performance in
the intervention phase. Two additional students began to
monitor their performance following intervention. One change

from the pre to the pst assessment that was observed was an
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e

increase in Student Questioning’oftthe instructor, an almost

dependency type relat10nsh1p
In the peer teachlng procedure, ‘students in the SIT-

group tended to be. pa551ve in the1r teachxng style p8581ng

gn rote type of d1rectlons.

o

The f1na1 1nterv1ew revealed that students felt
p051t1ve abOut thelr experlence. It is. p0551ble that two - of
the students in the SIT group has less potent1al than d1d

other students 1n the study

i :
ot

Instructors reported that ‘they enjoyed the rote nature

of SIT In add1t1on they reported that the mnemonlc was a

tremendous help in malntalnlng the strategles. They

procedure. However they felt that whlle SIT was less
thre§§1ng to students it d1d not 1ncrea5e student verbal

pehaVior and-independence to the same extent as did: the LSET

procedure.

. B. Results ofrldea Unit Passages

W1th one exceptlon,v oneuof’the students-were able to

passages in the pre aloud condltlon were completed

unsuccessfully resultlng 1n a great deal of frustration for

the students._However, 1nstructors carrled on’ w1th the task
such that all students completed one of the passages 1n thel
aloud pre condltlon to determlne whether the think aloud

process would assist them Unfortunately, 1t d1d not.

ce

i1

PR
fcla h v

. ils o
a

:Acomplete the 1dea unit péssages. Typlcally the two 1dea un1t
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Rather than risk the loss of. rapport and/or cause.an
_undue degree of frustration for the student, 1t was dec1ded R
to dxscontxnue thls task. .

Only Student Three in the SIT was able to complete all
six of the passages. In fact,‘1n ‘all six stories she
-selected the same twelve 1dea un1ts chosen by the panel of,
raters, ‘v‘b'w,.' | | |

‘While she vas reluctant to-make a selection and spent
an extensxve amount of t1me on each passage (60 90 mlnutes)
‘Student Three appeared to use the concept of a kernal story
'referenc1ng the 1n1t1at1ng event attempt and conseguence as
outlined by. Ste1n and Glen (1975) In add1tlon, she appeared
to use main idea of the story to determlne the most |
blmportant aspects in a log1cal sequbnce.p"

1In the story on the kettle as w1th other stor1es,
",Student Three ‘would read and reread the passage.‘Among the
’other strateg1es utllzed by this student: were attempts at
71nterpretat10n and summar121ng. Typlcally she would outllne-r’
the key 1deas such as, ‘ _ | '

'"Hls w1fe wanted a kettle;‘he bought 1t he toundlit‘

heavy, SO . he left 1t and hlS vife had to go get 1t.
Thls type of summary 1nd1cated that she was able to abstract\
'1nformat1on and ‘to form conclu51ons. | -
No. dlfferences in strategles or accuracy was observed

,across the: pre aloud aloud pre or aloud post condltlons.

o
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C. Rer.ults of Peer #eaching
Oonly two of the five students in the control group,
three of the five students in the LSET group,and three of

'.thelfiye students in the SIT group participated in the peer

teachlng sxtuatxons. Reasons for. non. part1c1pat1on included
1llness,vabsentee1sm,‘and,a~desxrelnot to work with a
younger student. | | | k

Students in the control group who d1d part1c1pate 1v ' ﬁ//
-tended to be pa551ve as were students in the SIT group .
:kStudents in the SIT group passed along rote types of
dlrect1ons and d1d not undertake a proact1ve leadersh1p role

w1th the younger student. In fact, in two cases the

‘.h exper1ence was- not a p051t1ve one for the self concept of

the student who was actxng as teacher. The LSET students as ‘
_teachers w1th one except1on, were more proactlve, pulled

their cha1rs close to the younger student ma1nta1ned eye

contact, prov1ded proact1ve leadersh1p to the younger

'-confederate,_1ntroduced ‘geveral- strateg1c behav1ors, and in

';one,case modelled,the-behav1ors»of‘the 1nstructor,

lD.LResults of the Flnalvlnterview

| The purposes of the flnal 1nterV1ew were to determine
student perceptlons of the study, the assessment and
1nstruct1onal processes, thelr 1nstructors, and to rev1ew
what had been 1earned and as well as how it could be- applled
followlng the study ‘A secondary,purpose was to prov1de ‘any

follow up such as programmlng a1d that may have been
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' with fa1lure. Whll

 too easy for him

Ahwh11e this may
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necessary.

Typxcally the nine students who participated in the

‘ f1nal 1nterv1ew expressed posxtlve regard for their

1nstructors and most of the 1nstruct1onal processes.

However,‘some students reported fxnd1ng some aspects'of the

'asessment prosess bor1ng

-

One student in the LSET group who was very p051t1ve

",about the process told of u51ng the readxng strateg1es to

help her in her ‘math and in readzng novels at home. She

reported that thlS enhanced her status w1th her 51sters

s1nce she was now: able to dlSCUSS these books with them.:

'Another student in the LSET group stated that some of the

work had helped h1m a 11ttle, but that the whole process was

<€

‘too long, was boring “and that he d1d not need it because it

was too easy

Th1s declarat1onvrepresented an 1mportant aspect of
work w1th some mentally handlcapped students. It prOV1ded an
1ns1ght 1nto the th1nk1ng of one student who was

exper1enc1ng fa11ure as well as 1n51ght 1nto how to cope -

the work was d1ff1cult and requ1red a g:‘

vvhlgh degree of int grat1on, th1s student stated that it was'

o} bother. Be1ng confronted w1th teach1ng a

‘younger peer, £a1}1ng to pass on a large number of
hstrateg1es and p rce1v1ng fallure in the presence of a

- younger student is qu1te a b1t to handle for any person.

e an over- statement of the 1nc1dent it is.

important to r member the potentlal dangers in well
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intentioned activities. ,

A third student ih the LSET group expressed pleasure.
w1th the whole process, felt that she had changed for the
better as a result of her 1nvolvement in the study, shev
wished that school could be like this all the time,

Students in the SIT group also were p051t1ve about the

exper1ence, their 1nstructors and what they had learned

" However, it was 1nterest1ng to observe that none of these

students could verballze the steps in the self 1nstruct1onal

tra1n1ng package. No other s1gn1f1cant v1ews were obtalned

‘-

E. Data;Synthesis

&

fResearch Question'l'

‘What strategxes and/or patterns of strateg:es wete o

,utxlxzed 1n teadxng comprehens1on by adolescents labelled

educable mentally handxcapped und functxonxng in the grade 4 :

m‘“through 6- teadxng level’

For the purposes of answer1ng th1s questlon, data

'gathered in -the aloud pre assessment cond1t1on was ut1llzed

(see- Table VIII). Other data such as the aloud post data

have been 1nfluenced by tralnlng or some other unkgowh ™ "

“‘factor,

A review of the qualltatlve data in the precedlng

sectlon along with- the aloud pre data in Table VIII

’Indlcated that a varxety of strateg1es were ut111zed by the
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EMH adolescents involved in this study.

Included in the strategies sppntaneously used by the

EMH adolescents in the study were:

Restating information read earlier in the story;
Ssummarizing information read earlier in the story;-
Interpreting information read earlier in the story; .
Using an analogy to aid interpretation; o o
Using personal experiences to aid in interpreting the
story;. ~ L - - : .
Using visual imagery to aid in interpreting the story;

. Recalling information read 'in a previous section;

. Reading ahead; o o :

Rereading. a part of the story; -

. Looking -back; .~ T '

11. Scanning around the page - forward and backward;

12. Using the main idea or central theme of the story;

~ 13., Hypothesizing about the outcome; ' -

" 14, Checking to vetify'a'hypothesis;

15. Questioning of self; .

 16. Questioning of ethers; O :

17. Using the notion of-logical sequence; . -

18. Using semantic cues; P :

19. Using syntactic cues; ,

20. Sensing the mood of the story;

21. Using a sound symbol relationship;

22. Using a guessing strategy; o : R
23. Using intuitive strategies such as "it makes sense”, "it
- . popped into my head", "it sounds right". - :

LV NBWN =

O e - o

Of’the‘stfatégies identified, the following sttategieé
were used byv1 -v5 students in'thefstudy (see»Tﬁbléf10),

~ Using sound/symbol relations 1)
- Using. an analogy (1) - . ‘
.Recalling information. (1) :
‘Checking to verify hypotheses (1)

Using syntactic cues (1) |
Using sound/symbol relationship (1)
_.Summarizing (2) o
Using look back (2)
Guessing (2) = o o e
‘Using intuitive strategies such as[ﬁit-makes,sense"g(3)’- p
Using visual imagery (4) o R
'Sensing the mood (4)

~ Questioning self (5)

Questioning others (5)
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This indicated that the above strategies were used
infrequently by educable mentally handicqpped students in
the study. A low incidence of use was observed for these

strategies as shown 'in Table XII. This indicated -that not
only were these strategies,used by a smaller number of
students, their use wa5~infrequent. The incidence rate
ranged from 1 for the anaiogy stretegy to 27 for the i
1ntu1t1ve strategy of "it makes sense” .
The following strategxes 'were. used by 6 - 10 students
in the study (see Table X).
Us1ng intuitive strategles such as:
"it ‘'sounds rxght" (9) and
"it popped into my head (8)
Using the main idea (8)
Using semantic cues (8)
Reading ahead (7)
_~Scann1ng (7) '
Restating information (7) S
Using. personal experlenCe (7) '

Restatement (7) -
- Using logical- sequence (6)

R
‘This indicated’ that the above strategies were used
somewhat more‘frequehtly than_the fitst thirteen'
astrategxes As well it is 1mportant to note that restat1ng
information prev1ously read was one of the two most o
vfrequently used strategzes (see Table XII) “the other be1ng
'"attempts at 1nterpretat1on. Nevertheless it was used by only

~seven students in the study. The intuitivbe strategey of "it

»sounds rlght" used by nine students was observed

"

‘dapproxlmately 115 t1mes. The balance of these nine more 44/f*”"

frequently 1dent;f1ed strategles were used rathet

ihffequently:with highest inCidence rate being 58 for the
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gscanning strategy and.the lowest incidepce strategy (14)
being the use of sementic cues. These tesults were
interpreted to mean that while these strategies of reading
ahead, questioning self and use of semantic cues exist, they
are not highly used strategies by the educable mentally&

. handicapped students in this study.

The following three strategies were used most
25

frequently indicating that these were the most common (@}

strategies within the repertoire of:the educable mentalﬁ?‘

"x'\‘
Ein % 2

handicapped students in the study (see Table X

1. Rereading (13)
2. Attempting to form an interpretation (13)
3. Hypothe;1z1ng about the)ontcome (11)

A check of Table XII :evealed that these three
strategies used by most of the students in the present study
‘also were used more frequently. For‘example, the
interpretatlon strategy was used 278 t1mes, the‘rereading
strategy was used 98 times and the hypothesis generation
strategy was used B84 times. It was concluded that these
fthree strategles not only exlst within the populat1on but
are well establ1shed in the repertoire of these students.

In an attempt to summar1ze and categorize data about
the types of strateg1es used by educable mentally
hand1capped students in the present study, it is 1mportant
to note that most of the students (12) in the ]udgement of

the_lnstructors and raters were concrete th1nkers (see Table

“VIII ). Only one student who happened to be in the SIT group

’
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appeared capable of abstract thought. Three of the students

exhibited self monitoring behaviors in the aloud pre test

condition, one in each of the control, LSET and SIT groups.

1.

In addition to the types of strategies revealed in the

i

review, it is informative to note that:

wWhile thirﬁeen students chose to reread material, seven
6hose to read ahead, two attempted to summarize
information,- seven attempted to recall information,
eight attempted to find the main idea and four attempted
to form a visual image,

Thirteen students attempted‘to interpret sentences,
sections or in one case the entire passage as an aid to
completing the reading passage. Thirteen students also
used the rereading strategy twelve of whom were the
same. Seven of the eight who used the concept of main
jdea also used the interpretation strategy‘and'all gight
also ﬁsed rereading strategy.

Finding other overlaps and consistencies across

strategies that may be grouped did not seem to exist for.

these students. For example, while eight students used

the main idea as a strategy, only two used a summerizing:

strategy. The periodic use of a variety of strategies
that did not appear pre planned or systematic seems to
be the prevailing finding. With the exception of one
student who did not complete all the aloud asseséments,
use of stﬁatégies by students ranged from 5 to 13.

While this study was not designed to explore the
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effective use of strategies, some subjective comments
are possible given instruétor and rater comments. AS
well, a review of Table VIII and Table XII offered some
insights. For'example, eleven students generated 84
hypotheses about certain events, people, animals,

\
sentences or ideas contained in the passages. However,
only one of those students wMg also was the student
perceived to be capable of alz;ract thought and using a
self monitoring approach,'attempted to verify the
validity of her hypotheses.

Generally, it was felt by the instructors and the
raters who reviewed the tapes that while eéucable
mentally handicapped students do possess and attempt to
utilize a variety of strategies, most do not integrate
and in some cases recognize the information gained

through the use of the strategy.

Research Question 2

What reading assessment instruments provided
information regarding the strategies utilized in reading by
educable mentally/handi¢apped adole#cents?

Four types of instruments were adapted or developed to
identify infbfmation relative to strategy utilization by
educable mentally handicapped adolescents: idea unit
identification passages, introspection analysis passages,
scrambled sentences and cloze passages. The results of each

is presented.
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I1dea Unit Passages:

With one exception, none of the students could
complete this task. While all students attempted to
select the twelve lines they would chopse to tell a
friend about the most important parts of the story, only
one was able tovselect the'tvelve units. Other students
would select too many, too few, become lost with regard
to the task direction, cease to try, og become
frustrated and angry with themselves, the instructorvor
the researcher.

Because of the difficulty of the task for these
students ahd the frustration experienced by the students
in the pre aloud condition; only one attempt under the
~aloud pre condition was made. Typically, students would
repeatedly ask what it was they hgd to do, comment "I
don't know" or sit quietly, appearing to go up and down
the passages. It appeérs that the task was so
frustrating that few 1if any strategies weré verbalized.
Reasons for this frustration may have been related to
the content of the passages and/or to the reguired
procedure. In the interest of rapport, the task was
discontinued.

To be an effective elicitor of strategy use, this
task would requiré significant modification. It was «
found to be of no value in providing information
relative to the strategies used by EMH studenfs in

reading.
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Introspection Passages:

While one student simply read the word "period” and
became increasingly frustrated with the presentation of
the dot, these passages contributed to the
identification of a variety of strategies, specifically
nineteen (see Table IX ). Included in order of frequency
of use were:

-Interpretation (11)

-Hypothesizing (9) .

-Restating the sentence (5)

-Referring to a personal example (4)

-Reading Ahead (4)

-Rereading (3)

-Attempting to formulate the main idea (3)

~-Questioning arother person (2)

-Summarizing (2)

-Using visual imagery (2) v

-Look back (1) '

-Recalling (1)

-Scanning (1)
( ~Use of the intuitive strategy "it sounds right”
1)

-Use of semantic cues (1)

-Using an analogy (1)

-Questioning oneself (1)

" -Sensing the mood (1)

-

It is interesting that of the 23 strategies
identified in the stuéy and listed in Table IX,~the
introspection passages did not elicit any guessing and
only one intuitive strategies. Hypothesis verification,
logical sequence, sound/symbol relations, and use of
syntactic cues were not elicited.

While the introspection passages elicited some
nineteen types of strategies, incidence of strategy use
as éhown in Table XIV revealed that only three

strategies were distinctly present; restatement
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- most fr«guently by students on the 1ntrospect10n

"fused by most students, the strategles were most often

' v_accessed

. very many stude ts nor was its incidence rate. very high
'ron'any of;the ther readlng strategy assessment

' passages.;

_ tended to e11c1t three main strategles, restatement,

’jlnterpretatlon,‘and hypothe51s generatxon.

S T
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by ~

1nterpretat10n and hygothes121ng It is interesting to

note tha&fthese same three strategles were the ones used

passage. In other words, not only were the strategles

\

o

A further review of Tables Ix and XIV revealed that

the restatement strategy, in particular, was not used gy

Ll

"f It would appear that the 1ntrospect10n passages

Most students reported feellng p051t1ve about the

K o . Ry

f"1ntrospectlon passages, but had dlfflculty
: conceptua1121ng the relatlonshlp of the task to reading.

‘ W1th the exceptlon of the one student who became. very

frustrated with the task, most students appeared

comfortable w1th completlng the passages.

;f Another facet evaanted with regard to the passages

'was»their usefulness in prov1d1ng compar isons from pre
‘to post assessment conditions. The 1ntrospectlon

r'passages appeared effectlve Tn this regard in that they

fac111tated the 1dent1f1cat10n of add1t1onal strategles
&

‘1n the post condltlon as well as changes in strategy use

(Table 1x and’ XIV ). One eXample of this was change was’

i+ o



(S .

. o w@, M
- assessment\Eond1tlon. B :

( , - 208

'the use of hypothes1s ver1£1cat1on in- the aloud post

'assessment, a strategy not ut111zed 1n the aloud pre.v'

an
L0
\ YN

A rev1ew of Table XIV verlfzed some of the

qualltat1ve changes observed by teachers and 5
3

‘fxnstructors. For example, the 1ncreased attempts at

1nterpret1ng passages was reflected in an 1nc1dence rate

@y

Jw

v1ncrease assisting in conf1rm1ng the qualltatlve

perceptlon held By 1nstructors that 1mprovement 1n
- B

quallty and quantlty of strateg "8 took place.

;It would appear that the one p0551ble l1m1tatlon of

'tne 1ntrospect10n passages is the1r tendency to e11c1t

f_only three major strategles wlth low ( less than 2) or

‘e

zero 1nc1dence rates 1n another 13 strategles.‘

'Scrambled SentenceS‘ g' : ; i o S

The use of scrambled sentences of 3, S'and 7'unitsﬂ

’_length e11c1ted forteen types of strategles and three

types of 1ntu1t1ve strategles (Table IX and XIV)

tIncluded 1n the strategles e11c1ted in descendlng order.‘

'of'use were:

~ ~Rereading (8) :
~» -Using logical sequence (5) .
-Using the intuitive strategy "it sounds rlght" (4)

. =Attempting to interpret the. sense of the story (4)‘,j5

-Using semantic.cues (3) : ‘ o
-Scanning’ across the cards (2),- ' e
-Restating material read (2) T L _

- -Using the intutive strategy "pop into_my,head? (1)
-Reading ahead (1) R :
-Using sound/symbol relat1onsh1ps (1)
—U51ng main idea (1)
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' !
‘while the use of 1ntu1t1ve strategles was observed

the use of a gue551ng strategy was not. Other strategles'

ot 11c1ted included. recall look1ng back

+

summarlzlng use of analogy hypothe51s ver1f1cat1on,
questlonlng self and others, personal exper1ence,
sen51ng the,mood v1sual 1magery, and syntactlc cues,

Among the strategies elicited, it was 1nterest1ng

to note that restatlng materlals read may have -

ilnterfered with sequenc1ng the cards 51nce some .

restatements altered the 1ntent and loglcal sequence of -

~ the story.

Of the more frequently used strategles only four
had a high incidence ratlng, the 1ntu1t1ve strategy of
1t sounds r1ght“‘the restatement strategy, the
ereadlng strategy and the scannlng strategy ‘The
rereadlng strategy used by e1ght students was used only

36 tlmes while the ;ntultlve strategy of "it sounds

,right ' was used‘57'times (see fable XIV).

B Generally, with the exceptlon of the above
strategles,_and desplte the 1dent1£1catlon of 13
different strategles; the frequency rate was very low
for mOst ‘With frequency rates of 2 or less in seventeen
of the strategles; llttle confldence can be held that
the passage w1ll e11c1t these strategles con51stently
| _ Students reported feellng posxtlve about the
act1v1ty, but could not see the relatlonshlp of

sequenc1ng to the1r readlng None of the students

DR »

s Chsie e e e s
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appeared'to‘become“overly upset with'this task .whilev
this may 1nd1cate that the task was too ‘easy and did notf
 elicit many strategxes a rev1ew of Tab&e VI 1nd1cated
successful completlons ranged from 0 to 9 out of S. As
vell, ar- e of scores was found across all three‘
;administ ons. This. is 1nterpreted to mean that the

' sentences vere d1ff1cult enough to el1c1t strategles,»l
but not so dlfflCUlt as to 1mpede progress. However,.a
1'drev1ew of ;able IX demonstrated that few sh1fts in- |
'strategy ut111zat10n between pre and post vwere observed
Wh1le the 1nc1dence rate did not change for the _—

: rereadlng log1cal sequence 1né;rpretat1on strategles,
and the intuitive strategy of‘l it makes sense" ‘fewi
other changes vere observed It was concluded that

scrambled sentences were not as respons1ve to change in

student work as were other passages accord1ng to the p-”7"‘”-'"

1nstructors and the raters. ;

In order to determlne the correlatlon of the B

scrambled sentences developed for th1s study and the

Comprehen51on subtest of the Stanford D1agnost1c Readlng"'

Test - Brown Level a Pearson Product Moment Correlat10n}3
u51ng raw scores from both tests. ﬁgﬁ calculated.

hCorrelat1ons of .70 for the pre’ aloud ver51on and 49 for
the aloud pre vers1on were .obtained. These correlat1ons
were statlstlcally szgnlflcant at ‘the.01 level for the~
pre aloud pre ver51on and at the. 05 level for the aloud

g pre version (Table,xv)r Thrs 1nd;catedgthat,the e
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Table XV '
Correlatxons of Scrambled Pre Aloud Aloud Pre
Cloze Pre Aloud and Aloud Pre With '
" The Stanford Dxagnostlc Read1ng COmprehens1on Pre Test

Correlat1on Coeff;cxents

o 4 P
~ Pre Aloud ' - L - - L
Cloze R . .58 01 x
Aloud. Pre = . | e E
Cloze - - ' ‘ .64  v.005
pre Aloud = o o
- Scrambled - 4 ' , .70 - . .002 x O
Aloud Pre - v o ‘., -
‘Scrambled = ‘ L .49 .035 ==
* P < ;owy ', _ - P S

scrambled Sentences de51gned for the study’;zre tapping
.jsome of the factors addressed in the Stanfor D1agnost1c
‘Read1ng Test it appears that the scrambled sentences ‘ J
task tapped a 51gn1f1cant aspect of" readlng, but not the . '_'_;g
oAiy aspect o ' e L .._ .:;
4. Cloze Passages A D S o IR T
' The use of these passages e11c1ted 21 types of {
'strategles, three types of 1ntu1t1ve strategles and a
'guess1ng strategy (see. Table I1X Cloze: Pre) Included in & ';' ' ‘?
-the strategles e11c1ted in descendxng order of use were: |
’—Intu1t1ve strategy of 1t sounds right” (9)
~Intuitive strategy of "it. popped in my head" (8)
‘-Rereading (8)° :
—Attemptlng to - 1nterpret the sense of the story (8)
-Using personal experlence (6) L
~Scanning (5) =
-Using the main 1dea (4)

-Reading ahead (4) =
'~ -Using semantlc cues (4)
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-Questioning self (¢) - PR B 6
'-Semantic cues (4) | S :
-Questioning others: (3) :

-Sensing ‘the mood (3) L ‘

-Using visual imagery (2) ’ :

-Using logical sequence (2)

-Hypothesizing (2)

. -Using the intuitive. strategy "it makesfSensef.(i) .

-Using syntactic cues (1) ‘

~Verifying. hypotheses (1) L
-Summarizing (1) : L

-Looking Back (1) - )
~Restating (1) "

-U51ng sound/symbol relat onshlps (0)

As well 2 persons reported u51ng'a gue551ng
'strategy. i' ,_"_ . '.“ﬂ'[ . SRS

As expected a varlety of. strategles were e11c1ted

Reference to Table XIV 1nd1cated that the more popularly'

]u11t1zed strategles observed on. the cloze procedure_ .

31ncluded 1nterpretatlon, rereadlng, readlng ahead and

the 1ntu1t1ve strategles The cloze passages appeared to.

prov1de ‘a r1ch varlety of strategaes coupled w1th a h1gh

-m‘:1nc1dence rates, thereby ensurlng a breadth and depth of..

1nformatron across students for qual1tat1ve analy51s of
the 19-strategies utl;zed only‘three "had- 1nc;dences~»"
‘rates of two or less. B ; '_ . -
Whlle four students expressed frustrat1on wlth E

dcompletlng the cloze passages, most reported feellng f:

| -p051t1ve about the process. Some of the frustrat1on may e

_have been due to ‘the number of passages requxred in the'-°

study. As w1th the 1ntrospect10n passages,'one of the
_students expressed a great deal of- frustratlon with the

passages due to the th1nk aloud prOGEdure,‘»*'

s R e

XIS
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A review of Table \'A! demonstrated that a range of
'.scores from 6 - 58 out of 103 ‘was ach1eved on the pre:

‘test with an average of 24 9. On the aloud pre the range

changed: to 15 - 70 out of. 103 wlth an average of 33.8.

-The range in ‘the aloud post test was 15 - 71 out of 103_'

w1th an. average of 44 9. Wh1le these passages may have
beenadxfflcult the passages dia not appear to be so-

dlféseult as to lead to frustratlon and term1nat1on. As

o well a rev1ew of Table Ix demonstrated changes in

‘strategy use from pre to post. For example readlng ahead
(4 to11) summarlzlng (0 to 4), -and the dropplng of the

‘1ntu1t1ve strategles. Thls 1nd;cated that the passages

were useful 1n reflectlng chang1ng patterns of behav1or.

These changes were supported by teacher ratlngs of

,student behav1or, by 1nstructor observatlons and by the E

.fqua11tat1ve analys1s.v"

| In order to determln the correlat1on of. the c102e

rt'passages as developed for thlS study w1th the.
vComprehen51on subtest of the Stanford D1agnost1c Readlng
Test - Brown Level ‘_ Pearson Product Moment Correlatlon
;u51ng raw scores from‘both tests was calculated A

:‘lcorrelatlon of 64 was obtaxned between aloud pre clozek
‘.and the’ Stanford Dlagnostlc Readlng Comprehen51on Test
»dand a correlatlon of 58 was obtalned between ‘the prev
:paloud cloze and the Stanford D1agnost Reading
‘Comprehen51on Test. Both of these correlatlons‘were

'v;51gn1f1cant at the 01 level (Table XV)




This waS'inté&preted'to mean that while~the'c1oze

dpassages tapped some of the d1mens1ons of Read1ng

'Comprehens1on found in the Stanford suff1cren€t

J

var1at1on remalned to indicate that these cldze passagesv

Jalso tapped other d1mens1ons of read1ng
| By way of Summary in. response to reseamch questxon: . f"?{i'
é the more comprehens1ve procedures to e11c1t .
rstrateg1es from educable mentally handxcapped
\adolescents may be the cloze and the 1ntrospect10n‘ t
“fpassages u51ng a.: th1nk aloud procedure.AWh11e the
scrambled‘sentences dld not e11c1t any add1t10nal
- istrateg1es, ‘use of the procedure is con51dered |
».worthwhlle 51nce 1t appeared to tap a un1que aspect of)
~Af read1ng; that: of loglcal sequence. Further research on_,lb
the 1dea un1t passages as presently constructed and w1th
‘ alternat1ve content is recommended w1th thlS populatlon.A"
It may be that the cloze procedure could stand
alone to prov1de a mean1ngful overv1ew of strategy use.a
':eby readers.,Thls conclu51on is based on the varlety and
'1nc1dence of strategles ellcated in the cloze procedure..h"
'.It is: not recommended that the 1ntrospect10n passagesh
_nor ‘the - scrambled sentences ‘be used as ‘stand along ‘h R

A materrals.‘

Research Questxon 3
o Dxd the 11m1ted exposure to the three 1nterventxon:

cond1t1ons (control LSET and SIT) effect strategy ’bl




AR
utxlrzat;on in reading comprehension by EMH adolescents?

', Pre and post 1nterventlon ‘measures of readxng

4'comprehenslon (Stanford D1agnost1c Readxng Test) were

compared for each of the three treatment conditions:

vcontrol’ LSET and SIT in a tvo (measures) x 3 (treatments)

ianalys1s of variance (Table XVI) As can be seen from Table

xv, no slgnxflcant dlfferences ‘were found on- pre/post

v1ntervent1on measures on the Stanford betveen the three

'treatment ‘groups.

In add1t1on, pre and post cloze and scrambled measures

. were compared separately for each of the three treatment

cond1t1ons';control LSET and SIT in a 2 (measures) x 3

-(treatments) analys1s of var1ance (Table XVII) No

'statlstlcally s1gn1f1cant dlfferences were noted between theg

groups on e1ther of the measures, the gain between aloud pre

gr‘and aloud post on the cloze measures approached statlstxcal
‘?d51gn1f1cance at the 05 level F1gures 32 and 33 graphxcally ,
 vpresent the results of ach1evement across aloud, aloud pre
- and aloud post assessment condltlons. The hetrogene1ty of
 the. gtpdents on the scrambled sentences is. readlly not1cable

;1n F1gure 32. As well the c11n1ca11y 51gn1f1cant ga1n by the

tudents in the LSET group is presented in Flgure 33

| Based on the qualltatlve analy51s out11ned in the 15

.‘,case studles 1t appeared that . l1ttle change took place in
.‘~the use. of strategles by students 1n the control

ngroup (Table X Control pre/post strategy measures)
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Fig.32. Performance of CONTROL, LSET and SIT Groups i
| on Scrombled Sem‘ences |
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Fig.33. Performance of CONTROL, LSET and SIT Groups
' on Cloze Passages
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/
As well, no clinically significant changes in strategy
use by individ?al control students was recorded (see Tables

VI, XVIII,X ﬂ:g_.

as well, a review of Tables VI and XVI reveals no
clinical or statlstlcal 51gn1f1cance for control students
between aloud pre and aloud post 1ntervent10n measures on
the cloze passages, scrambled sentences, vocabulary or
reading comprehension as measured by the Stanford. A review
of Tables‘VI,XVIII,x, XV1, and XVII led to the conclusxon
that nd"statistrcally or major clinically significant
changes took place for the control'group.rhis is graphically
presented in Figure'32 and 33. |

With regard to the LSET group, some intereSting

‘p051t1ve trends emerged. The strategy. tra1n1ng procedure

focussed on asking quest10ns,‘clar1fy1ng dlrectlons,
rereading, scanning, looking back, reading ahead, grasping

the main idea, noting the important‘parts,'summarizing,

- checking, and expressing one's self clearly; In general .

students were taught to monltor their own behavior.

" A . review of Table VIII and XI 1nd1cated that students

in the LSET group following a llmlted exposure to training

made the following changes:
1. ~Four of the five students used the read ahead strategy
versus one in the pre test (gain of 3).
2. Two students used the look back strategy versus zero in
" the pre test (gain of 2)..

3. All five students used the main idea strategy versus
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four in the pre test (gain’of.1);

4. Three of the five students attempted to verify
hypotheses versus ‘one 1n the pre test (gain of 2).

5. All five students used personal experience versus four
in the pre test(galn of 1). -

‘ 6r- All five students attempted to monltor their behav1or

| 4versus one in. in the pre test (gain of 4).

In total 1t was- concluded that the LSET students
appeared to benefltted from the br1ef 1ntervent;on. ‘As well,
the use of the the 1ntu1t1ve strategles such as, 1t makes
.sense decreased in the post 1nterventlon assessment (Table
© V11 and XI) It was concluded that this may represent\an
attempt by the students to explaf??the reasons for selectlng
their answex. |

) Wlth regard to 1nd1v1dual students, all but Student
,F1ve and Student Four 1mproved 1n the1r use of strateg1es.
Studepts Four and F1ve were percelved by the 1nstructors and
raters to- be weaker conceptually than -their: peers in the
study. - N | '

The 1mproved strategy use was also in ev1dence in the
peer teachlng v1deo tape. TwO of the three students in the
'v1deo tape demonstrated trahsfer of thelr strateg1es to’
:other students 1n a dynamlc proactive leadershlp manner.
Indeed, one of the students reported spontaneously
_generallzlng the readlng strategles to her math. This

”vstatement was ver1f1ed by the ratlngs received from héy math

teacher. As well, 1nstructor and rater reports affirme

>
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these 1mprovements. |

L These flndlngs demonstrat1ng a trend towards enhanced
ﬁeffectlve strategy use,’lncreased performance in readlng |
passages, and enhanced organlzatlonal and communlcatlon
SklllS were conslstent across 1nstructor, rater -and teacher
‘,perceptlons,vas well as based on quantlflable data._However;.*
'*the effect was not statlstlcally 51gn1f1cant. A follow up
study wlth a larger sample controllng for the variance in
pre test scores on the scrambled sentences and cloze passage
'should be: conducted ‘

Wlth regard ‘to the SIT group, the strategy tra1n1ng
_focussed‘on the same strategles asvln the LSETvgroup.
HoWever,~the'instrUCtlonal methodfwas different»choosing to‘_
focus on teacher- generated and dlrected strategy instruction
as opposed to- learner generated and d1rected strategy |
instruction. The effect was an 1nterest1ng one as captured
. by comparlng Tables 8~and 11, Spec1f1cally, the followlng

’changes resulted in‘stUdents 1n:the‘LSE1 group,follow1ng
instruction. P | | - a
1. Four of the'five students used,the'readlng'ahead
"strategy versus three in the e'teSt‘Lgain of l)
-2, Four students used the main :idea strategy versus one- in
\the pre test (ga1n of 3) i
3. Five more students used a questlonlng of another pe&son
strategy yersus one in the pre test {gain of 4)
43"Three more‘students used personal experlence_versus'one

in the pre test (gain of 2)
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5. Only two students‘usedvsemantlc cues.as avstrategyh

s.versus four in the pre test (a loss of 2) o
6;» Three students moonltored thelr behavzor in post test1ng

versus one in the pre test(galn of 2)

Whlle these changes have to be placed in the
perspectlve of a small sample, who were dlfferent in
strategy use at the outset and therefore had dlfferent
oportunltles for growth "attempts at mon1t1or1ng versus‘
;other 1nduced strateg1es such as questlonlng another person
alerted the observer to an 1nterest1ng f1nd1ng It was
.concluded that the SIT group may have become more other*
dlrected rather than, self” dlrected followlng the tra1n1ng
‘..Th1s hypothe51s also Was reached by the 1nstructors who
‘pﬁbylded the training.

With regard to individual students,_all but Studen"
-Seven appeared to have 1mproved ‘their" performance in |
strategy use. o é- S |
With regard to peer teachlng, students 1n the SIT group::_
:'dld not prov1de a dynam1c praﬁct1ve teachlng style. Whlle
some of this may be due to the nature of the student, it
appears that an 1nterest1ng trend for further study was
found That is, it appedted that%@;udents 1§’the SIT group
were less dynamlc, verbal proactlve and” self assured in
thelr responses ‘than were the LSET students For example, in
“the peer teachlng students 1n’ghe SIT group sat away from

vthe younger students, d1d not communlate and looked toward

.the cameraman for directlon; SO@; transfer of rote”
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strategles d1d take plaCe to a. 11m1ted extent 1n the peer‘
'teacherlng. Prompts By the 1nterv1ewer were necessary to
move the student along. Instructdr, rater and 1nterv1ewer,«
'reports conf1rmed thlS f1nd1ng | | | |
These flndlngs demonstrated a trend towards ga1ns in
selected assessment measures wlthout an assoc1ated strong
~gan in strategy use. As well students in the SIT group
tended to become more, other d1rected followlng tra1n1ng

In response to’ research questlon three,,regard the .‘

_1mpact of llmlted exposure to LSET SIT and tradltlonal

1nstruct10n on strategy use, it was concluded that both LSET -

'sand SIT lead to enhanced strategy use 1n favour of LSET As
'_well more students in the LSET group became self monltors,
‘became more proactlve and dynamlc in- thelr peer teachlng,

relxed less on d1rect10ns from other persons, and generally'
used more. systematlc plannlng,‘focussed attent'an‘d ) ‘

_clarlty in communlcatlon. ,Kﬁ
. . v

- Research Question 4

‘_a;,‘What,was the ‘locus of control.of educable mentally
handxcapped adolescents’

b. ’D1d limited expOSure to the three’ 1nterventxon
cond1t1ons (control LSET and SIT) effect locus of‘
control as percexved by EMH adolescents’

- A review of" IAR ‘scores (Table VI1) demonstrated that on

the average the educable mentally handlcapped adolescents 1n;
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the study accepted self responSibilityyfor‘their academic

'success to’ the same. extent as did the1r average IQ age o

’peers. Whlle a w1de range of levels of acceptance of self

respon51b111ty for academlc success was found in the

‘educable mentally handlcapped group, twelve of the students

weru’around the -average score.‘w1th three selectlng extreme
answers, one of whom accepted llttle self respon51b111ty for
academ1c success. | |

| An: examxnatlon of ‘the’ total pre test (Tp ) scores on

the IAR (Table vI1) 1nd1cated that the educable mentally

Ahandlcapped students in. the study accepted sllghtly 1ess.
‘self respon51b111ty for thelr overall academlc achlevement-

.than d1d thexr average IQ age peers.'Thelr range of 15- 31'

was’Slightly narrower than the‘range for their averagevIQ -

'-age peers (14-32).

AN exam1nat1on of the Rot;er pre test scores (P )

* (Table KII) 1nd1cated that on the average the educable
"mentally handlcapped students in the study tended not to
-accept self responsszllty for general and academlc

outCOmeS‘ Averages for slmllar age groups of h1gh

1ntellectual functlonlng students ranged from_a "low of 5 to
a hlgh_of 10 dependlng on the group and year of | |
admlnlstratlon Only four of the flfteen students 1n the‘
present prOJect would have been con51dered as acceptlng self
respon51b111ty for thelr general and academlc outcomes. When
compared to hlgh 1ntellectual functlonlng students who had -

completed the Rotter.
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~ The tendency to non acceptance of ‘self respon51b1l1ty
A'for general and academlc outcomes 1s stronger than the»ll

'tendency toward non acceptance of self respon51b11ty for

- academlc achlevement reported on the IAR However,-the'

'd1rectlon of the tendency is the same. Changes may have
.ar1sen because of the mult1d1mens1ona11ty of the ﬁotter
Scale. As well, ‘approximately the ‘same number of . students
'tended toward non acceptance of self respon51b111ty on the
'Rotter (10) as on the IAR (9). However, the tendency toward
facceptance of self respon51b1l1ty sh1fted for four studentS‘
w1th a change in 1nstruments._Th1s 1nd1catedwthat the
'1nstruments appear to measure d1fferent dlmen51ons of self
respon51b111ty, a p01nt conf1rmed by a non 51gnlf1cant-
correlatlon between the total score on both scales.,
.D1ff1cult1es 1nterpret1ng both the Rotter and IAR vere
encounted due to the lack of ‘a- referent group comparlable -
_w1th students in the present study.,

| In response é% research questlon 4a, regardlng‘the'
locus of control held by mentally handlcapped adolescents 1np
thlS study, 1t was concluded that these students tended not’
to accept self respon51b111ty for general world outcomes .as-
measured by the Rotter nor for academlc outcomes to the same
Hextent as have thelr average IQ age peers, partlcularly as
1t pertalned to acceptlng self respon51b111ty for fa1lure.
However, these students tended to accept self respon51b111ty‘

for their academlc successes to the same extent as the1r

*average IQ peers. These quantltatlve flndlngs were supported;

=
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by the observatxons and perceptlons of the 1nstructor and by
‘J.the raters who 11stened to the audxo tapes of the ‘
'}student/1nstructor 1nteractlons.i_

A2 (measure) X 3 (treatment) ansly51s of varlance
looked at the 1nteract10n 1nvolV1ng pre and post measures of
~locus of control and the treatment cond1t10ns. Eadh measure4
;:of locus of . control' Rotter and IAR wasvanalylzed
r"separately (Table XVIII) Results revealed that a
'ls:gn1f1cant d1£ferance (F 2,11 = 9 928 p <. 05) ex1sted
‘between the control group and the LSET group on pre and post:
‘htOtal IAR scores. In add1t1on, ‘a one way analy51s of
—varlance (Table XIX) 1nd1cated that students 1n the LSET
o group noted 51gn1f1cantly more po51t1ve statements (F 2 14 45
4.571, p < 05) 1n the post IAR measure than students in: the
-control group As well the toatal IAR post measure score of

the LSET group was 51gn1f1canty better (F2, 14=5 807, p < 05)

than the control groups total post score.»' ‘ _

ThlS was 1nterpreted to mean- that students 1n the LSET
group came to accept greater self respon51b111ty for thelrx*

.

academlc success contr1but1ng to creater self respons1b111tyg

- for academlc achlevement ‘than d1d students in the control

group who appeared to accept less respons1b111ty for
»'academlc achlevement in the post test (19 8) than in. the pre"
test (23 6) No 51gn1f1cant changes were: observed 1n the SIT '
bgroup |

In response to’ research‘questlon 4b regardlng the'

1mpact of short term 1nterventxon ‘on locus of control it,‘-s"
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was concluded‘that LSET may facilitate a shift towards
greater‘acceptance of: self respon51b111ty for academlc
‘soccess than did a trad1t10na1 approach This' sh1ft toward
greater acceptance of self responsiblity for success
contributed to-a shift - towards greater overall U
respon51b111ty for academic ach1evement. L1m1ted use of SIT
Aprocedures did not appear to contrlbute to any change in
~student’ acceptance of self responszblllty for academlc' |
achlevement ThlS finding was supported by instructor and
‘rater perceptlons of the students. Indeed, 1nstructors and
raters percelved students in the c0ntrol group to become’

less acceptlng of self respon51b111ty for academlc

~ achievement between pre and post assessments.'
Research Question 5

a. What teacher perceptions of reading strategies in

o pfoblem Solvimg were heldAO£ educable mentallyn |
‘handicapped adolescents’ )

b.o_D1d 11m1ted expOSure to the three 1nterventxon.

ondxt;ons (control, LSET SIT) affect teacher

' _ perceptlons of readmg strategxes"

S In response to research question Sa/ a review of math

and language arts pre test ratings in Table V11 demonstrated

that teachers percelved the academic problem 'solving

’ strategles 1nvolv1ng reading by educable mentally -

handlcapped to be lacklng Spec1f1cally,‘students were
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perceived_as lacking.a feeus on directions, failing to
clarify directions, failing to'organize self prlor to
initiating action, faillng to focus on relevant information,
failing to use{afsystematic approach in their work, lacking
. spatial organizational skills, and failing to develop and
verlfy hypotheses regarding a problem solution. Math
teachers tended to perceive students’ somewhat more
‘positiVely than language arts teachers w1th.regard to the
readlng Strategles used by students. Nevertheless, all
lteachers generally perce1ved most students in the study as
using effectlvevstrategles less than fifty percent of the
time. | o | | ' |

while different teachers held slightly different
perceptlons of each student . only one student was seen-by
-both teachers as tend1ng to use the strateg1es listed on the
bratlng scale for most of the time. . Three other students
tended toward u51ng some of the strategles sllghtly more
than flfty percent of the t1me. ‘The remaining eleven
students were perce1ved as u51ng the strateg1es less than
‘f1fty percent of the tlme. Two students were percelved as:
'never u51ng the strategles accord1ng to thelr language arts'
teacher »

With‘regard to research question db a tuo (raters) x,
three (treatments) analy51s of varlance 1nvolv1ng pre and
post ratlngs by math and language arts teachers for each of
the three treatment-condltlons was carrled out (Table Xx).

Interactions between ratings by math and language afts
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teachers for'each group were computed separately. Ratings on .
pre/post were not significantly differentw?;t'math teachers
‘between groups (éontrol, LSET, SIT). However, gains between
aloud pre and éloud post ratings by language arts teachers
were significant (F 2,12 = 3.823, p <.0%). This may have
been due to therﬁact'that the students were trained bn
reading strategies, not on math strategies. A one way
anaiysis of variance (Table XXI) demonstrated that no
'significant differénces existed between the three groups on
pre and post math and languagé arts ratings by teachers.
| A review of the raw score averagés across mat? and

language arts teachers as dhown in in Téble V1 along with
instructor and rater perceptions provided clinically
significant insights to\chaqgesbthat took place within 'and
bet&een‘the groups. Forkex&mplg,’no clinically significant
changes were observed in the control group as indicated by
instruétors, raters or teacher perceptio%s. While the SIT
group tended to be perceived by teachers, instructors and

: N .
raters as using more reading strategies more often than the
control group, noO clinicaily»significant changes were
observed from the pre to post rating. However,vthe LSET
group, were viewed_by teachers as making gains following the
interventioh.'This’gain toward more systematic planning,
clarity in cbmmunication and focussing ogxattention afso was
perceived by instructors and raters; The}é%ange from pre to
post was more observable based on the perceptions of. the

language arts teachers than on the pérceptions of the math
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Table XXI
Analysis of Pre and Post
* Teacher Rating Measures by Group

df ms F .
Variables
Pre Math 14 747.60 1.628
Post Math 14 553.73 . 259
"Pre Lang. 13 825.00 1.366
Post 13 821.70 2.655
Lang.
teachers

Therefore, in response to research question 5b

v

regarding the impact of the |interventions on teacher

perceptions of strategy useg

teachers, a clinically
significant difference exﬁﬁt;;’in favor of the LSE?'group
over the control group. T nically significant °
difference approached sﬁétis£ical significance. However; it
is important to note that because the LSET group were
clinically different in the pre measure (tending towards
less use of strategies than the SIT or font;ol group), these
students had a greater opportunity to improve given the

hypothesis of regression towards an average score.



V. DKSCUSSION AND IMPLICATIONS

A, Existence of Strategies in Educable ﬁentally Handicapped
Adolescents |

The results of thlS exploratory study 1nd1cated that

"feducable mentally handlcapped adolescents functlonlng at the

fourth to sixth grade level in readlng do possess a var1ety

,of strategles to a551st them in readlng comprehen51on

-

:lact1v1t1es. A total of. twenty five strategles were found

 using a serles of” th1nk aloud and retrospectlve assessment

technlques. ThlS f1nd1ng contradlcts the f1nd1ngs of
Brown(1980) Dewart(1979). and Ashman(1984)

Dewart (1979) found that the mentally hand1cappéd

Atyplc?lly ut111zed semantlc cues 1n their readlng. The‘

Al
present study found a varlety of strategles of which-

semantlc cues was one of the. lesser strategles used by elght

-of the students Brown (1980) found7that younger and more

delayed students do not possess a varlety of readlng

'comprehens1on strategles. Also, Ashman 1984) in summar1zlng

recent research on the mentally handlcapped concluded that

A

g .

to spontaneously generate strategles, an 1nab111ty to. '

" monitor those strategges,,and possessed a limited awareness

of'their informatiOn procesSing.,Of the fifteen students who .

part1c1pated 1n this research three were observegﬁ“

mon1tor1ng both thelr readlng and their appllcatlon of a

_reading comprehenslon task. As well,‘all thelstudents,y

B LY 231
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»exhlblted a range of strateg1es. However, 1tlmust be noted
that the present study has used older mentally handlcapped
students, The use of older students may account for the
' differences in the results.;nv

Whlle some of the 1dent1f1ed strateg1es were used 1in-
1solated cases by ‘one or two of the students, several
strategies were consistently’ d1splayed across students. As
well, a h1gh incidence of strategy use was observed For
example, attempts at form1ng 1nterpretat10ns was observed in
thirteen“of the students, The number of observations of this
strategy in all students across all aloud pre asseSsments‘

1

was 278. The per student incidence rate ranged form 4 to 43'
1w1th an average 1dent1f1cat10n rate of 23 Another example
. vas the observatlon that twelve students attempted to
.develop hypotheses regardlng events in the passages they "
were asked to read However only one student attempted tov'c

-verify one hypothes&s

Despite these present p051t1ve f1nd1ngs, it - must be’
L

o remembered that because a partlcular strategy was present

does not mean it 'was used effect1vely or efficiently. As was
‘noted in the preceed1ng example, of the eleven students who -
generated an hypothe51s regardlng the materlal they were
readlng, only ‘one student attempted to check the
, approprlateness of one hypothe51s.

This led to the tentatlve conclu51on that mentally
handicapped adolescents have avvarlety otvread1ng |
comprehenslon,strategies wishin their repertoire. However

EJ
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" the strategles may not be used effect1ve1y or approprlately

Further, the qualltatlve analys1s revealed that many of the

students d1d not know. they vere, u51ng a strategy, nor could

vthey 1dent1fy the strategy Whlle thlS may appear somewhat

gdlscouraglng, a second part of the exploratory study found

-that the use of strategles was receptlve to 1mprovement with

a shdrt term 1nterventlon procedure. Thls will be discussed

’

_more fully in a later sectlon

" The 1mportance of flndlng a’ varlety of strategles

w1th1n the repert01re of educable mentally handrcapped

" adolescents offers the prospect of more successful

1ntervent1ons . It would appear to be ea51er to bu1ld on
ex1st1ng strategles rather than hav1ng to beg1n by 1nduc1ng
the strategy As well it appears that a number of the

students attempted to process 1nformat1on in a conceptually

,dr1ven process ut1llzlng the main: 1dea, personal experlences

and hypothesis generat1on such as descr1bed by Rummelhart.

.

3(1977).-G1ven the strategy of'geherat1ng an hypothes1sp

‘ teaching the student to yerify the nature of an hypothesis

, may be an easier task ;. \

4

Because thlS was an 1ntens1ue exploratory study on a.

. l1m1ted number.. of students,,lt ;s 1mportant for future

o

research tOAaﬁﬁémpt to valldate on a larger sample of

students the f1nd1ng that older mentally handlcapped

‘students do possess a varlety of strategles.‘

“' The present study had as one of its prlmary pérposes

the review of four reading comprehen51on,s€§§}egy
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1dent1f1catlon assessments to determrne whzch if any,

prov1ded 1nformat1on on strategy use by educable mentally

‘handlcapped_adolescents.»"

sB,.Effectiyeness ofvneasurementrnevices rn Strategy ‘

Assessment: Impl1catxons for . Methodology | |
The results of thls exploratory study 1nd1cated that of

- four types of readlng s{f f;‘~,assessment 1nstruments,
Py .

1nclud1ng 1dea unlts by B o:.h 'bSmlley.(1977),
1ntrospectron passages, scrambled sentences and cloze
3‘paSSages,‘the'cloze passages-gaVewthe mdst‘comprehensive
‘v1e: of strategic behav1or by the students 'Indeed it,was
‘qgncluded that future research may be able to rely on only

}sfe cloze passages and stlll.obta1n a r1ch var1ety of

entally handlcapped adolescents

This is a- 51gn1f1cant finding for several reasons
First, as observed in. the present study, educable mentally
- handlcapped 1nd1v1duals tended to become frustrated with the
present tasks, perhaps because of thelr lack of fam111ar1ty,
or perhaps as a result of the demands placed on the students
to stop, focus thlnk and'verbalize. Therefore, so as to
reduce ‘as much extraneous frustration as p0551ble, 1t is
1mportant to reduce the number of assessments to which
students are sub]ected As well, in order to maximize the
ecologlcal va11d1ty of any study, assessment time should be

reduced to an amount ‘that is v1able under normal classroom

£
AR
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: condltlons. -

“ Secondly, as noted by Terry and Pakes(1985) few
studles on readlng address the mentally handlcapped

partlcularly ‘the mentally handlcapped adolescent Therefore,‘

rassessments 1nstruments typlcally are de51gned to assess

’younger students, average functlonlng older students or

college students.»Indeed as stated by Terry and Pakes

_(1985) most strategy assessment studtes have looked at

average or better functlonlng students, college. students and

'college professors. Implxcatlons of f1nd1ngs Wlth college

N

| students and college professors have llmlted

general1zab111ty to the mentally handlcappéﬁ As a result

'“wh1le methodologles may be s&mllar the 1nstruments are .

often at too hlgh a readlng level or. at a dlfferet 1nterest.

_level As 1nd1cated by Luttlg and Johnson 1982) the Brown
~and Smlley 1dea unit pasSages con51sted of Japanese

folktales whlch may not be congruent wlth the life

ﬁ

'experlences and - knowledge bases of the mentally handlcapped.

This aspect in. part1cular was observed when the students in

, uthe present study were unable to cope with the 1dea un1t

‘passages,as_avresult of the possible complexity of the task

o andvthe possible lack of familiarity'with‘the content.

A third significance associated with the results of

'this exploratory Study is.the‘potential‘to,directly examine

strategies that are tra1ned 1n cogn1t1ve ‘education research.

For example, recent research by Narrol et. al.(1983) and

- Samuels et. al. (1984) 1nvolv1ng the tra1n1ng of gener1c
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problem solving strategles used global measures such '‘as

group IQ tests to detect changes in. student performance.

'Wh1le changes resulting from generlc problem solv1ng ‘

1nterventlons should be detectable in global measures over a
long per1od of time, such changes are unllkely to be readllyf

recorded g1ven the short duration: of present research As

‘well measurement error aSSOC1ated w1th such group measures

tends to limit confldence in the results. Therefore, dur1ng
the initial st /s of\repearch the potentlal 1mpact of
cognitive 1nt frvention programs fails to- be recognlzed
perhaps as a result of 1nappropr1ate measurement rather than
1neffect1ve 1ntervent10n techn1ques. Whlle the present
1nstruments address readlng, the potent1a1 ‘to develop
similar 1nstruments 1n mathematlcs, soc1al problem solv1ng
and other school and life- related curr1culum becomes4

p0351ble.

Wlth regard to the four 1nstruments under study, it was

concluded that the cloze passages were, most effectlve

e

followed by 1ntrospect1ve passages and scrambled sentences.."
Students in the present study could not complete the tasks
in the 1dea units as developed by Brown and Smlley (1977)
perhaps because of the content and/or the nature of
directions Future research should address alternatlve‘

content, presentatlon and d1rect10ns assoc1ated w1th the?

‘passages. The cloze passages el1c1ted a var1ety of

strateg1es w1th suff1c1eht 1nc1dence to ensure that the

“strategy was more than a chance happenlng In the case of
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the 1ntrospectlon passages, a l1m1ted range of strategxes

‘such as restatement and 1nterpretat1on emerged The

5crambled sentences e11c1ted strateg1es at such a low

'1nc1dence rate that some may have been due to chance. Use of

_the 5crambled.sentences alone may result in researchers and ’

-teachers not knowlng uhether a. partlcular strategy exlsted

S1nce thls study ‘was. 1n part a methodologlcal reV1ew,_

.1t is 1mportant to consxder the 51gn1f1cance of the f1nd1ngs

regardlng the assessment 1nstruments in- somewhat more

odetall o l : '.; o u' o ,‘ ” T u' - r , __fﬂ

E W1th the except1on of the 1dea units, all passages

could be consxdered ecologlcally va11d 1n that they were | .'yu

A,dapted from typlcal hlgh 1nterest low vocabulary readers

As well as suggested by Bauman (1982) students had to read
the passages as they wonld 1n a school settlng
: Whlle the 1dea un1t passages were narratlve and - some of5

the scrambled sentence un1ts may be con51dered narrative,

4

-the 1ntrospect10n passages and the cloze passages were

,‘exp051tory Expos;tory mater;al was utlllzed because typlcalg

'secondary level . classroom texts are exp051tory (Bauman

1982)‘ It was hoped that by use of an exp051tory passage,

ecologlcal validity would be grea?er and prev1ous knowledge

' of story formats would be more - mlted thereby av01d1ng the

further confounding of results. S nce narratlve passages are.
more familiar and easier to unde :te” 2, future research may S
want to compare and contrast exposﬁa“"y and narratlve

passages with thlS populatlon
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W1th regard to’the use of 1ntrospect1ve data, it was

1conc1uded on the ba51s of - thlS study that while 11m1tatlons'
'ex1st, trospect1ve data 1s p0551ble w1th educable mentally
‘hand1capped adolescents. Further, a r1ch var1ety of 1n51ghts‘
into the funct1on1ng and strateglc behav1ors governlng, ‘

: AY
1nformat10n proce551ng in a’ read1ng act1v1ty by adolescent

" mentally hand1capped adolescents is ava11able to the

/
-researcher. For example, the educable mentale handlcapped

g adolescents in the study were observed to have a varlety of
nstrateg1es w1th1n their repert01re. Further, 1t was found
- that some utlllzed mon1tor1ng strateg1es. Desplte exh1b1t1ng‘
a homogeneous relatxonshxp on readlng comprehen51on, |
vocabulary and 1ntell1gence,-the students formed a very -
heterogenous group on the use of strategles. | - “
| These ‘are 51gn1f1cant f1nd1ngs that tend to challenge

some of the conceptuallzatlons of the mentally hand1capped
A

supportlng a p051tlon held by Hallahan and Kaufman (1976)

. Hallahan and Kaufman. (1976) argued tHat the mentally

”_handlcapped llke the learnlng dlsabled are not con51stently

low across all areas. The .use of strategy assessment devices

1n the present study revealed a. dlfferent pattern of

strengths and weakness between and w1th1n students.
"Furthermore, the success of the verbal reports in the

:_ present study reveallng 1n51ghts 1nto the functlonlng of the
bmentally hand1capped adolescent p01nted out that if -

“;conducted carefully 1n51ghts 1nto the read1ng£§frategy

"functionfnglof‘the menﬁally handicapped can be gained,
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- despite their limited linguistic skills as reported by Brown
(1977) and Luria (1961). | |

While the effectiveness of the supports suggested by
Ericsson and Simon (1980) Garner and Alexander (1982) and-
Afflerback and Johnson (1984) were not evaluated 1t was
»concluded that the use of these supports appeared useful
Examples: 1ncluded nonspec1f1c and noncuelng probing, the
'51multaneOUS collectlon of observat1ona1 and. quant1f1able
test data, and the reductlon of memory confounds’ by reduc1ng
the 1nterval between a. student response and retrospectlve
questlon1ng - As well, thls study utlllzed procedures ‘to
train students to. th1nk aloud on a non related task as
‘.suggested by Schrlexner (1979) and subsequently conflrmed by .
_kAfflerback and Johnson (1984) ‘

DOCUment1ng of this process should contrlbute to tuture
research 51nce, as Erlcsson and Slmon (1984) have stated
.verbal data gatherxng and data analysis procedures vary
'-tremendously with sketchlly reported methods appearlng in
research publlcatlons. As noted by Chang (1983) verbal
reports as data do lack unlversal acceptance Perhaps the
.'systematlzlng of these procedures as begun 1n thlS research
w1ll a1d a more unlversal acceptance. As well, a further
outcome Qf the present research may assist in the tra1n1ng
biof other personnel in the gather{ng of verbal report data. -
These procedures should be subjected to further reflnement

The concern that Afflerback and Johnson' (1984) observed‘

relative to the effect that think aloud procedures have on._f
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task completion was observed in the present study. The
scrambled sentences task and the cloze passages first were

completed by the students w1thout.th1nk aloud. It wvas

concluded that in some cases the think aloud procedure

assisted student performahce, perhapslbecause the think

©aloud procedure led to an increased focussing on the part of

the student.-In other cases the think aloud procedure did

not influence task completion, or occurred with a decrease

¥
in achievement Since no other event was observed to

{

- interfere w1th task completion, it was assumed to bevan

effect of think aloud. While Lupart (1984) found no effect
of think aloud with college students, this aspect‘should'be
evaluated further'with the hentally handicapped. |

It remains for future research to standardize the use.
of the cloze passages, scrambled sentences and 1ntrospect1ve

passages to ensure their validity and consistency. As well,

- Q

. future research should address standardizing 1ntrospect1ve

and retrospective procedures associated w1th the use of

these inStruments In particular, use of the cloze passages

~should be sub]ect to further research given the variety of

strategies elicited through their use. As well the aloud
cloze passages correlated .58 with a tradltional
standardized reading comprehension test indicating that the

passages tapped some of the reading comprehension measured

in the group test, but provided a somewhat differentﬂinsight

into the reader. The nature of this 1nSight should be the

subject of further research.
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C. Percepfion by Tegchers of Strategy Use in Educable
Mentally Hand1capped Adolescents
The results indicated that most educable mentally
handicapped adolescents were perce1ved to lack strategic
behavior in reading activities associated with tﬁeir
academic classroom activiﬁies. Genefally; teachers perceived
students to lack clarity in expression, failing to focus
their attention, plan tasks systematically and failing‘to
clarify‘directiohs associated with a fask. This perception
would teﬁd to confirm the statéments of Ashman (1984) and
Brown(1980) who argued that mentally handicapped do not
spontaneously generate strategles. | |
Whlle the present methodology of 1ntrospectlon and
“think aloud may have led to a focusing of attention by
'stodents, it was concluded that the rating scale provided to
teachers ﬁo gain their preceptions of student problem
solving behavior was too generic to tep the strategies
assessed by the think aloud passages in the study Ih other
words, the teacher rating instrument may have *apped more
" generic problem solving behav1ors than did the reading
assessment instruments. Nevertheless, it had been expected
that reading strategles would be detec*ed 9y the teachers
However, given that teachers at the school dlc not address
.reading instruction per se, :he existence and impac:_of
these strategies may have gone unnoticed.‘Onoe agaln, the
finding that teachers did not perceive the s*udents t0 navn

mahy;strategles, while confirming the s*atemen*s of
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researchers such as Brown (1980), also pointed to the fact
that the"methodology to assess the awareness of those

strategies does not appear to exist.

D. Locus of Control for Educable Mentally Handicepped
_Adolescentsi

The results of this study provided a rather surprising
fihding with regard to self acteptance of responsibility for
achievement. On the average, educable mentally handicapped
adolescents accepted self responsibility for their academic
achlevement in the -same manner as 'did their normal achieving
age peers according to reports of self acceptance of
academic achievement. This was su;prlslng in that it was
'expected‘that greater non acceﬁtance of self :=s; nsibility
‘contributing to a'perceived external locus of ntrol would
-be found |

such an expectation was fostered through statements by
Harris (1982) who held that.lower"achieving individuals tend
towards an extetnal locus of ccntrol. Some insight into this
‘difference may be gained from the fact that scores on the
Rotter indicated that educable mentally'handicapped
adolescents did express less acceptance of self
responsibility for more general world events than their age
peers. In other words, educable mentally handicapped
adolescents may accept self responsibility for academic
achievement but not for more global outcomes. Nevertheless,

the tentative conclusion was reached that educable mentally
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handicapped adolescents accepted self responsibility for
their academic achievement. This conclusion probably has
more merit than first occurs to the reader. A growing body
of research summarized by Weins (1983) described the passive
nature of students with learning problems. If, as %he
findings of thig study indicated, mentally handicapped '
ddolescents accept self respon51b111ty for their academic
achievement if not for general worfé outcomes, think of the
frustration experienced through repeated failures which are
perceived to be within your control. Is it any wonder that
mentally haﬁdicappedladolescents tend to avoid active
confrontation 6f their reading materials as found by Markman
(1977)? The implicatidns of this finding tends to confirm
the. ph1losophy of Feuerstein (1980) and others who ascrlbe
to the importance of providing dlsabled learners with a

motivation to learn and to instill a proactlve,lnte:actlon-

with the material to be learned. . oo HaE e

E. Impact of Strategy Tra1n1ng Intervent1ons P‘ﬂyQ;'}%‘&g%‘ilqi

While the prlmary purposes of this study were>to

determine the nature of strategies used by educable mentally

) \} r*»

handlcapped adolescents in a reading comprehen51 n
{)
I

to determine whlch of four instruments best przgld’d that

information, a secondary purpose was to examin

potential 1mpact two cognitive 1nte;ventlon pchgduxes mlght

have on existing strategies following a very shoFtwterm

» ,! S

¥

intervention. Indeed, it mlght be arqued that: &
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intervention was more a testing of procedures rather than a
real attempt to induce change.

| Despite the brevity of the intervention, the results
indicated that the Learner Strategies model did have some
impact on existing student strategies and this impact was
sufficient to be preceived by teachers at the school. As

. »

well, the Self Instructfonal Training procedure was )
perceived to have an impact, although not as observable as
the Learner Strategies model. No information'on maintenance
or generaliiation was gathered. This should be the subject
of a future study.

Specifically, the results indicated that students who
were in the Learner%Strategies group did significantly
better on the cloze passages than did their cohorts in the
study Students in the Learner Strategies group became more
eccepting of self respon51b111ty for academic achievement,
particularly self responsibility for academic success. As

well, students in the Learner Stgategles group were
P

33
perceived to use more strategic planning by their language

":arts teachers. S

}}}} " While these quantifiable results offered support for
the conclusion that the Learner Strategies group showed
;s&gnﬁficant improvement across achievement on cloze
passages, teacher perceptions, and acceptance of self
responsibility for academic achievement; it should be noted
that the stotistical procedures may be questionable due to
the small sample size and the extreme range of scores found

1

[
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~among the students on the pre test measures. AS well, the

: teacher ratlng scale has not been valldated However,_the

‘same teachers completed the pre and post test measure on‘the

same student:ﬁTherefore, within ;nd1v1dual students some
'_conﬁidence can be expresseddin_the resuits.,However, despite
providind explanations to’teachers‘at least‘one teacher
ekpressed‘difficulty completingbthe ratings and several’

' teachers completed the scale only following'repeated i}
requests by the adm1n15trat1on§ This was due to the pressure
of year- end act1v1t1es rather than an 1nherent concern for
~"the scale or the research | . |
| Consc1ous of tnese cautlons, confldence in ‘the results

-

assoc1ated W1th the cloze passages and the student's

A

oacceptadce of self respon51b111ty for academlc achievement

P

‘was felt to be approprlate. This was partlcularly the case
;d when the qualltatlve data was rev1ewed More strategies were
generated by more of the students in theg;earner Strategles
vgroup than :in the: Self Instructlonal group or the Control
group. . Indeed, the Control group showed very little’ change
between the pre and pos& test measures.,ln fact ome |
dedyease 1n~performance may have taken place in the Control
_group between pre and post test measures. AS well, the
Learner Strategies group were opserved to utlllze self
“monitor g w1th less reliance on external agentslwhereas
‘llttle change was observed 1n the Self Instructlonal group.
vIndeed a tendency toward rellance on the 1nstructor
follow1ng 1ntervent1on was observed in the Self

B




’concluded that the. focus on the "Learner."”w
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Instructional group. | - o ' "
Within the limitations of the-present‘study,.1t.was
. B

‘responsible

for self organlzatlon and use of strategxpv ffhrohgh the Q_
d1rected efforts of the 1nstructor using.a Socratic .
dialogue, fostered improved performance in measures of -
reading and self acceptance for academlc achlevement. Thisv
1mproved performance was observable by teachers. Given that
the teacher ratlng scale addressed more generlc problem
solvzng organlzatlonal Skllls than included 1n the

intervention package, thi's f1nd1ng is of partlcular_.

s1gn1f1cance. Future research should address the 1mpact of

“this- 1nterventlon over longer periods of t1me as well as

wlth a larger sample of . students.

Whlle this flndlng may be an artlfact of a short term

V2
// -

'dynamlc aproach whlch hlghly motlvated the . students because

of its unlqueness, ‘the same could ‘be- sa1d of the Self

' ﬁﬂstructlonal 1nterventlon, whlch also was unlque to the,

students. However, SIT was: more of an 1mposed strategy than

‘the Learner’Strategies intervention Whlch is more of a

A

’co operat1ve teacher/student 1nterventlon.

I4

It is 1mportant to note the level of - frustrat1on
observed in Several students 1nrthe present study, elther as
the result of the assessment or as the result of the

1ntervent1on Further research should be conducted to
- N ~'1

determlne the optlmal 1nstructlonalqt1me for such

assessments and . 1ntervent10ns. As well, an expanded'Study

™ g : . . ’ 2 o
o, : . -
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-~ to determine their response to the intervention and

- Andersgon (1977). As weli;'both Brown (1978) andg MeichenSaum .

‘(1979) haVeuadecath the'ﬁse of a Socratic type diélogUe

at higher level instructional programs for the educable
a- . v v , 3 ‘  ECu

R o o 28T
. 14 ; ) B )
e L

should address more prec1sely the natUre of percelved

. -
1mprovements as well as the acqu1s1t10n,-ma1ntenance and
generalization properties of these 1ntervent1ons w1th

educable mentally handicapped'adoleScenrs:.Also,'it‘may-be

useful to attem@t an exploratory study with ybunger students -

N

assessment processes. ’ o -

«

Wlthln the llmltatlons of the study, findings in

»support of the Learner Strateg1es model, partlcularly 1ts

empha51s on active learner 1nvolvement offer a 51gn1f1cant

).

',contrlbut1on to the field. The‘lndlcatlon of p051t1ve

results from such a'short term 1nterventzon strengthen'the

findings of other researchers‘such as Collins (1977) and

!

Lo

@

% ST _ . . :
wi th students.‘However a specific'training»program'avoidinge

the 1mpos‘tlon of eeacher generated strategles dld not i
+
appear to have been developed or. 1mpli ted ThlS study has
~ B ‘i"”'f}*.
particular signif 1cance'1n_that it addressed the-meeds of RPN

the educable mentally hand: apped It has been assumed for

some time that the mentally- nandlcappeo could nof‘uti;ize‘

ﬁbnner speech nor would highly verbai tralnlng reglmes

pbenelit such students (Costa, '983; Nichol et. al; 1982) : .
Given the apparent success in the Learner Strategies group

in the present research, the prognosis for further attempts

mentally handicapped is positive ‘and should be undertaken.

‘ : ¢

e i
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F. Future Research
“A number of issues emerged dur1ng thlS study whlch
require further examlnatlon.

One issue for future research 1s to validate on a

larger sample the existance of a range oi spontaneously

igenerated strategies W1th1n both older and younger mentally

handlcapped students. As vell, future research should

attempt to dlscern the effectlveness and the effective,

uappllcatlon of these strategles by the mentally handlcapped
" The dlStlnCthH as to effectlveness 1s ralsed to alert

~ future researchers to attempt to prlorlze in order of

effectlveness the strategles used by the mentally - ro

Au

‘handlcapped That is, 1t may be that some strategles such as
é .
“nrestatement” are less powerful and useful when compared

w1th "hypothe51s verlflcatlon

A second 1ssue requ1r1ng further study concerns/the
nature of passage content ‘and the task dlrectlons assoc1ated
with the assessment dev1cesQ Spec1f1cally, further research
should be conducted to determlne the 1mpact of famllxar

verSus non famlllar content, and the 1mpact of dlfferlng o

3

types of dlrectlons. This 1is partlcularly true for the Brown

o

and Sm11ey-(1977) 1dea unlts._ R »} ) : 7

Futurevresearch also should address the need to develop
. ,(1\, i

information, process1ng strategy_'fsegsment tools in the

areas ot mathemat1c5 and socxalaprobIEm solv1ng

A fourth rssue for future researchvmay be the

» st »

‘exploratlon of. the 1mpact exposltory vé%?hs narratlve
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'.stor1es have on strategy generatlon by mentally handlcapped
adolescents. Assoc1ated with thlS 1ssue 1s the notion that
use of a t1tle may ‘aid students in organlzlng mater1a1 to
be read thereby reduc1ng the apparent frustration

A\ -
experlenced by students wlth the tasks in the present study EE

“; One of the more cruc1a1 areas for future research to

‘4 .

\con51de5 1nvolves the further documentatlon ‘and verification

“a.

of the methodologlcal supports necessary to. ensure the
effectlve use of verba1 reports as data The present study
utilized but dld not evaluate the effectlveness of non
‘:speC1£1c prob1ng, ‘the 51multaneous co lectlon of
_observatlbhal and quantzflable test data and the reductlon
.ot memory confounds through the reductlon of the time
flnterva& between student response and retrospectlve
‘questlonlng, to 1temree a few. Future research should
evaluat% the effectlveness o‘ theSe and other. technlques, as

well as the. ef‘ectrveness of - tralnlng for research ‘ "
,»‘ )

“» . I

assxstants ‘in the gatherlng»of sucn data Further, the
flmpact of think aroud procedures on non ski‘led readers
'should:be exam&ned more closery. Flnozngs that thrnk aloud.
did notlinfluence skiiled;readers ‘such as in'the'Lupart'
(t984) study,.were not conflrmec WIth the mentalry.
handlcapped *n thrs study Rather, the &PthdUCt1on of t‘he_L
thlnk‘a;oud procedure_appeared o aid some while appéaring*”fﬂ’
to inhibit others. Thus, :he_impact of think aloud -

procedures on non sk:..ed readers should be evaluated

further.
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1Future research also should valldate the nature of the
o

relat1onsh1p of the. cloze, 1ntrospect10n scrambled
sentences and 1dea un1t passages to. readxng

With regard to the 1nterventlon technlques, future
research should examlne the 1mpact of the Learner Strategles
model and the Self Instructlonal model on larger samples and
for longer periods.vln add1t1on to . the acqu1s1t10n of these
strategy tra1n1ng programs, malntenance and general1zat1on
factors shOuld be examlned as well as the ‘exact nature of

changes in both cognltlve and affective doma1ns._.

Because some ~students in the present study appeared to

‘be frustrated by the assessment process and/or the

1nstruct10nal process, 1t is 1mportant for future research

'to determlne the nature of the 1nteractlon,.1f any, between_-

assessment and 1nterventlon. As well future research should
address optlmal assessment and 1nterventxon tlmes

As a result of belng overlooked in most research these

'suggestlons for future study" address the mentally
handlcapped adolescent. However, the significance of worklng

.in.a developmental manner wlth younger students should not

be 1gnored 2Also, 1t 1s - suggested that the 1mpact of these

assessment and 1nstructlonal procedures be examined with

normal functlonlng students, as well as with other types of

exceptlonal students 1nclud1ng ‘the learnlng dxsabled and

:"5; :

By way of a conclu51on, this exploratory study offered

a number ot 1n51ghts 1nto strategyﬂuse by mentally

L
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handlcapped adolescents a "ways and meanS",to accéss thosé,
trateg1es, and the potentlal 1mpact of cogn1t1ve ‘

1nstruct10nal procedures on ex1st1ng strategles. Future

research in these areas is requ1red to expand the knowledge

base in the pursuxt of more effectlve teachlng

BN TV
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Teacher Rating of Student Approach fo
Classroom Academic Problem Situations

Studéht Name: ° . ;“\ - . . Date:
Teacher Name:

‘Please circle the number that most ciosely approx1mates the
pupil's typ1ca1 type of responding to .class work. :
1 = Alwayq
2 = Nearly Every Time
o 3.= About. '50/50
4 = Onc in a While
5 - Never = \

;_‘

DN

14 ~.

1h Responses to questugns aﬁd/or_‘ .2 3 % 5
~directions and/or d1rectﬁons T : :
‘ indicate reflect1on prlor to

e

.~ ~action o _ c
- _-2. A period of orgdh1zatzon . 1 2- 3 4 5
preceeds. the initiation of Ty : '
academic tasks ’ ‘ : o

3. Relevant pieces ofcégfbrmatzon',l 2 3 4
. on an assigned task are S
selected from irrelevant : ' : . A

~ pieces of information .

4. Attention is focussed when 1. 2.3 4 5

- directions are being given ,
’k_-5.-A551gned tasks ;are checked to 1 2 3 4 5

" ensure directions are : :

"~ understood

6. A systematic: ‘approach is 1T 2 3 4 -5
utilized in . undertaking ; : L
: a551gned ‘tasks o _
7. Precise language is utilized 12 3 4 5.
~in describing work and/or- .
questions \ - S o
8. Hypotheges are developed and 12 3 4 5
© tested when working on a b :
_ problem : S
9,’Spat1al organlzatlon skills 1 2 3. 4 5

. are ut111zed where necessary ) ,
10. Neeg ed details are provided 1n/’1 2 3 4 5
student descr1pt1ons , '

.‘/. a



o

APPENDIX B
" pPre Think Aloud Measures

Cloze, 1dea Units, Scrambled Sentences

275



276

i . o APPENDIX B

Pre Thinkihloud Measures ;f
Name: ‘ PO Date:

‘ Cloze Pre Think Aloud

¥ - _ . - Story I

, 33'blanks, 307 words :

9.3/1 ratio, 5.5 approx. reading level (Fry)

| ANNA MARY ROBERTSON WAS . i IN 1980. SHE WAS'
_ONE OF TEN 2 IN A FARM FAMILY IN THE STATE OF NEW
YORK. AT 12, SHE 3 HOME TO EARN HER LIVING AS X
" HIRED GIRL, +  THREE MEALS A DAY. WHEN SHE WAS 27
sHE 5 THOMAS MOSES AND MOVED SQUTH TO 6

ON A FARM. THOMAS AND ANNA MARY MOSES HAD TEN CHILD EN BUT

ONLY FIVE 7 . LIFE WAS .8 , BUT ANNA MARY

ACCEPTED THE HARDSHIPS. SHE HAD A BUSY LIFE

AT 78, ANNA MARY MOSES BEGAN 9 . SHE HAD NEVER

TAREN A PAINTING LBSSON IN HER 10 . IN FACT, SHE
HAD NEVER SPENT MORE THAN A FEW 11 IN KNY KIND OP
SCHOOP. HER 12 LIFE HAD BEEN SPENT ON

15' ' ; YET ‘TEN YEARS LATER SHE WAS-ONE OF THE

BEST —KNOWN - 14 IN THE WORLD.

ANNA MAR! FOUND PAINTING EASY. AT FIRST SHE .

15 uousa PAINT. SHE 16 ON CANVAS THAT
HADPBEEN LEFT OVBR‘FROM MAKING 17 FOR FARM
MACHINES SHE THOUGHT SHE MIGHT BE ABLE TO 18 A

‘FEW DOLLARS FROM HER PAINTINGS. SHE SET FOUR OF THEM UP IN A

DRUGSTORE 1IN HOOSICK FALLS. A MR. LOUIS CALDOR, WHO WAS AN

19 'COLLECTOR, CAME INTO THE DRUG STORE AND

20 ALL FOUR OF THE PAINTINGS.




»

. p | ' |

' WITHtN‘A YEAR, DR. OTTO KALLIR BECAME 21 IN

THE WORK ov “THIS rAnn WOMAN . DR. KAL?IR ' 22 AN ART
23 IN nmw YORK CITY. HE DECIDED TO . 24 '

*BER PICT?RES AN HIS GALLERY.
ON OCTOBER 9 ’ 1940, THE ART SHOW OPENED A, NEVSPAPBR

| <\ REPORTER ! ABOUT THE SHOW. IN WIS _. 26 HE
//) 27  THE ARTIST A NICKNAME. HE 26  HER
 "GRANDMA MOSES". OTHER 29 _AND MAGAZINES PICKED UP
THE NAME. IN FACT, MILLIONS OF PERSONS NEVER 20
THE ARTIST BY ANY OTHER NAME. “"GRANDMA MOSES" EVEN CAME 70
31_® THE NAME, HERSELF . AND HER _ 32 , AT THE
AGE OF 101, WAS g&ONT PAGE __ 33 o o

[¢)



11.

12.

13,

14.
15.
16.

‘1h.

BORN

CHILDREN
!

LEPT

COOKRING

MARRIED

LIVE

LIVE -
HARD
PAINTING )
LIFE.

YEARS

WHOLE

FARMS

N,

ARTISTS (PMINTERS)

usep

PAINTED

COVERS

WORD LIST

Story 1

18.
19. .
20.
21,
22,
23,
24.
25.
26.
27.
28.
29.
30.
31,
32.

33,

278

EARN ' 4
ART o

BOUGHT | /
INTERESTED

owuan‘

GALLERY '

SHOW ’

WROTE .

Story

GAVE

CALLED
NEWSPAPERS
KNEW

USE

DEATH

NEWS
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b,k
o

_ s ] .
Name: S Date:

Cloze Pre Think Aloud
~ story Il
33 blanks, 298 words
R4 9.0/1 ratxo, 5.0 approx.reading level (Fry)
[}

MONARCH BUTTERFLIES HAVE SHORT LIVES. NO MONARCH -

1 LG»G ENOUGH TO GO SOUTH TWICE. YET WITHOUT A

LEADER WHO HA% MADE THE TRIP 2 . MONARCHS FIND

THEIR WAY TO THEIR WINTER 3 ..

UNTIL A FEW YEARS 4 , NO ONE 5 THAT

THE 6 DOES MAKE THE LONG TRIP SOUTH. EACH SPRING,

' PEOPLE IN THE 7 . STATES AND CANADA SAW A FEW

\ .
TATTERED FAPED 8 ABOUT. THEY ?HOUGHT THE

BUTTERFLIES AAQ\ \ 9 THROUGH THE WINTER 'AS BEARS OR"

WOODCHUCKS . / /A CANADIAN SCIBNTIST DR. FRED URQUHART,

Ve
y t

AS A BOY, DR. URQUHART HAD 11 ::FOR MONARCHS IN

THE«WINTER WOODS. HE HAD' 12 : OVER STONES AND LOGS;

SEARCHE‘ UNDER BARK AND 13 " TREES TO LOOK INTO

HSLES , AET NO __, 14 X

DR. ‘URQUHART\DECIDﬂD TO<RIND OUT;WHAT HAPPENED TO THE

~ BUTTERFLIES IN THE . 15 . ALL THROUGH SCHOOL AND

’ COLLEGE AND AT. wonx IN.A MUSEUM HE STUDIED THEM.

HE TRIED KEEPING SOME MONARCHS AT VERY LOW

\;;r\\\\w\HIS TESTS PROVED THAT THEY CANNOT 17

WHEN IT STAYS BELOW FREEZING FOR SEVERAL 'DAYS. THEN HE KNEW

THAT THE 18 HAD TO MIGRATE IN THE WINTER.
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TO PIND OUT . 19 'THEY WENT, DR. URQUHART BEGAN
7O TAG THEM. BUT THE LITTLE papsh LABELS HE GLUED TO THEIR
WINGS PELL 20 OR KEPT THE BUTTERFLIES FROM
| 21 . DR. URQUHART FIGURED OUT HOW TO 22 A
THIN LABEL ovmn THE FRONT EDGE OF A MONARCH' S 23,
CLOSE TO sz BODY. WITH THIS LABEL, THE numrsnrnv counn
. srILL PLY _ | 24 :
. ONTHE 25  WAS A NUMBER THAT SHOWED WHERE AND
WHEN THE 26 WAS TAGGED. THE LABL TOLD WHERE
10 27 WHEN THE BUTTERFLY WAS Foiy 3
ABOUT 5,000 28 ° HAVE BEEN TAGGED. OF COURSE,
ONLY A FEW OF THOSE 99 ARE FOUND AGAIN. BUT zuousn
HAVE BEEN 30 To\Qquz THE PUZZLE OF THE MONARCH'S
MYSTERIOUS 31 . WE KNOW ONLY MONARCHS 32

IN THE LATE SUMMER HAVE 'I“IHE TO FLY 33 .



2.
3.
4.

6.
7.
8.

9.’

1.
12.
13.
14,
15,

16.

17.

10l.

LIVES
BEFORE
HOME
AGO

 KNEW

MONARCH
UNITED
MONARCHS
STAYED
FAST (THOUGHT)
SEARCHED
TURNED
PALLEN
MONARCHS
WINTER
TEMPERATURE

LIVE

WORD LIST
\
Story 11

18.
19.
o '20.
21,
22.
23.
24.
25.

26.

27,
28.
290

'30-‘

31,
o 32.
33.

MONARCHS
WHERE
OFF
FLYING
PLACE
WING
SOUTH (WELL)
LABEL
MONARCH
REPORT
MONARCHS
TAGGED
FOUND

LIFE

BORN

SOUTH
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‘Name : Date:
Gloze Pre Thiﬁk Aloud
Story IV
37 blanks, 352 words
9.5/1 ratio,
5.4 approx.reading level (Fry)
ON FEBRUARY 20, 1962, JOHN GLENN ORBITED THE
. ¢/
T . THREE TIMES IN THE SPACE CAPSULE ”FRIENQSHIP

7". THE JETS. FOR 2 HIS CAPSULE IN POSITION WERE
SUPPOSED TO WORK BY THEHSELVES. BUT, DURING HIS FIRST ORBIT,

SOMETHING 3 WRONG. ONE 4 DID NOT WORK

RIGHT. COL. GLENN HAD TO. 5 OVER THE CONTROLS. THE

REST OF THE 6 , HE HAD TO "FLY" THE 7 BY

HAND.

ON THE SECOND 8 , OTHER JETS WENT WRONG. THE

.9 STARTED TO ROLL. BUT AGAIN HE WAS 10 .

TO CONTROL THE SHIP BY 11

THEN HE FACED AN EVEN _ 12 DANGER. THE HEAT

SHIELD HAD COME LOOSE.

A CAPSULE RUSHING 13 INTO THE EARTH S
14 BECOMES RED HOT. TO PROTECT COL. GLENN,
FRIENDSHIP 7 HAD A 15 SHIELD MADE OF FIBREGLASS.
WITHOUT IT COL. GLENN WOULD 16 '~ IN A FLASH OF FLAME
AS HE 17 TO EARTH.
| TO END ITS . 18 , THE -CAPSULE MUST FIRE

RETRO-ROCKETS. THE PLAN HAD BEEN TO SEPARATE THE CAPSULE

FROM THE ROCKETS AFTER THEY HAD BEEN 19 . THE MEN

AT THE CAPE NOW CHANGED THAT 20. . SO THAT THE
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ROCKETS WOULD 21 BE DROPPED. THE THREE THIN BANDS -

OF /METAL THAT 22 THEM TO THE CAPSULE MIGHT HELP
HOLD THE HEAT SHIELD IN 23

JOHN GLENN YYOOK THE 24 WITH HIS USUAL
CALMNESS. USING HAND CONTROLS, HE MADE 25 TO PIT

THE NEW PLAN.

AT LAST IT WAS TIME TO COME 26 . HE BRACED
HIMSELF. THE RETRO-ROCKETS FIRED ONE BY _ ' 27 ,
SHAKING HIS CAPSULE. THEN, AS THE CAPSULE 28 THE
EARTH, HE FELT AGAIN THE STRONG 29 OF GRAVITY.

THROUGH THE 30 | HE SAW A FIERY GLOW. HE

31 THAT THE HEAT-SHIELD END OF THE CAPSULE WAS
BREAKING UP. BIG FLAMING CHUNKS 32 PAST HIS
WINDOW.

"1 COULD SEE THE 33 AND THE GLOW," HE SAID
LATER. | '

BECAUSE OF CO ITIONS CAUSED BY THE HEAT OF RE-ENT?Y,

MEN ON THE GROUND CPULD NOT 34 "COL. GLENN'S RADIO
REPORTS. THIS ) _OF CONTACT;WAS EXPECTED. BUT FOR
MORE THAN SEVEN MIﬁU?ES THE WHOLE WORLD 36 IN
Y FEAR. - |
‘THEN CAME JOHN GLENN'S 37 . "BOY!"BE CRIED.

’
"THAT WAS A REAL FIREBALL!"



10.
1.
12.
13.
14,
15.
16.
17.
18.

19.

.

EARTH
KEEPING
WENT
JET
TAKE
PLIGHT
CAPSULE

ORBIT

CAPSULE ‘\\g

ABLE
HAND
GREATER
BACK

AIR (ATMOSPHERE)

HEAT

DIE

RETURNED

ORBIT

FIRED

~

L

WORD LIST

Story IV

20.
21,
22.
23,
24.
25.
26.
27.
28.
29.
30.
31.
32.
33.
34.
35.
36.

37.

PLAN -
NOT
HELD
PLACE
NEWS
CHANGES
DOWN
ONE
NEARED
PULL
WINDOW
THOUGHT .
FLEW
FIRE
HEAR
LOSS
WAITED

VOICE



Date:

Name:
Ranking
1 1.
2 2.
3'
4.
'3 5.
6

1.

12.

13.

14.

15.
16.

17.

18.

19.
20.

285

Idea Unit Passage I
Brown and Smiley (1977)

Once there lived a’éhief

who had thred sons. |

They all were fine, strong young men
and‘very bright too.

But often their father wondered which

of the lads was the most clever.

. One day his advisors gathered for a meeting.
. The chief looked around at the group of wise men

. and asked them to help decide who was the most

clever of his three sons.

"come over to this oak tree,”

. he said to his advisors,

"and let my three sons be brought here

immediately." _ ‘,

After a few moments

the three young men appeared,

each leading a horse.

"My sons," said the chief,

"] want each of you to mount your horse
and show your skill to all of my advisors.
You may do what you pl?ase,

but when you reach this oak tree,

you must perform a trick:
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21, to'shoﬁ us how strong end.cleyer you ace.”
éz.'The three(sons mounted their horses,
23. rode to the edge of a long path - SN
2. lead1ng to the oak tree : . - : \\.
25, and prepared to -show' thelr strength A
‘26;dGallop1ng fui:?usly, | | |
f  6 27. the first son made str;1éht forlﬁae oak tree.
| 28. He swerved nelther to the r1ght or left.
59, Holdlng h1s spear hlgh
‘ 36.’he plunged 1t ‘into the trunk wlth such foroe
S | ~31. that it mad a great hole. =~ '
s a2, Then’to,everyone‘sfsurprise,
Mot 733i the first son-foiloyed the‘spear_
| 7 ,54: and'leabed'through thethoLe,lil:
- 35. horSe andfali;& -
'\36;'méking awpérfett iéndinéb'
37. on the. other 51de ’ )
38. Those who were watching shouted their approval
" 3945w1th loud hearty cheers ’
/ ‘{T | 40t,"Surely," they sa1d 't'- -
tagl: "no one could do better than th;t.
8 ;é,‘Then the second son»came galloplng stra@ght
' st the treg, .
43. carrying_no'5word. PR j | o ;ﬂ
e44.ﬁThe people were afraid'he mioht crash agéinst
7 the tree. | e |

45. But suddenly



46 .

47.

48.

49..

4 50.

. 51,

_10

1

52.
53,
. 54 .

55.
56.
57.

Vi
58.

.59,

12

60.

61,

62.

‘ mostvclever son. /

.

his horée rose'in'the air iike‘an arrow
and sailed rlght over the oak tree.
The rider and. horse landed unharmed

on the other 51de.f

The crowd laughed w1th pleasure and surprlse.

"Surely the th1rd son w1ll not be able to
do better than this," | r’l,
they said to each other g

and held their breath. o

-The youngest son came r1d1ng toward the tree.

As he reached 1t,

he se1zed 1ts branches 1n both hands;

ldug h1s heels 1nto hlS horse

and pulled the whole tree from the ground
roots and all.

Then he rode up to his father;

wav1ng the tree and smiling. - S /

The crowd roared thexr applause for the /.
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Name:

1

2

— - Date:

'\ 3anking

1.

. D1d you ever see such fools,‘

288

Idea Unit Passage 1I
Brown and Smiley (1977)

A father and his son

- were taklng their donkey. 1nto town to sell him

at the marketplace.

They had ‘not gone a great d1stance,;*

- when they met a group of pretty maldens;gwﬁ,m

who were returnlng from the town. " (Lg;;(

The young girls were talk1ng and laughzng

when one of them cr1ed out, "Look there

to be walking along 51de the donkey when they

~ might be riding 1t’“-

11.

12.

14,
15.
16'

17.

18.
19..

The father, when he heard thfs,

told his son to get up on the donkey,L

and he contlnued to stroll along merr1ly.

They fraveled a little further down the road,

and soo:>came upon a group of old men talklng%i

"There,” said one of them,

"that proves what I was saying.

.What respect is shown to old age in these days?

Do you see that 1dle young boy r1d1ng

~the.donkey,

20,thilevhis father has to walk?



.40

21.
22.
23.

24.
25.
26.

27.
28.
29,
30.

31.
32.

33.
34,
35.
36.
37.
38.
39.

41,

42,

You should get down

and let your father ride!"

‘Upon -this the son got down
from the donkey
and the father took his place.

They had not gone far

when~they happened upoh a grohpﬁof women
and chlldren | |

"Why, you lazy old fellow,

you should bevéshamed "

cried several women: at once.

"How can,you ride upon the beast,

when that poor little boy can hardly keep '

up wzth you7"

So tﬁe good natured father h01sted his

“son Up behind ,him.

’By now they had almost reached the town.

"Tell me fr1end " sa1d a townsman,

"is that donkey your own?"

"Why yes," said the father.

"I would not have thought so," said the other,

"by the way 'you overwork him,

Why, you two are strong
. and are better able to carry the poor
‘beast than he 'is to carry you."

"Anything to please you sir,"” sala the father,

"we can only try,"

289



10

11

12

43.
44.
45.
46.

47.

48.

49.

51.
52.
53.

54,

55.

56.

57.

59.
60.

so%e and his son got down from the donkey

‘and, taking a pole,’

tried to carry him on their shoulders
over a bridge .

that led to the marketplace. R

This was such an odd'sight that crowds of

people gathered around to see it,

and to laugh at it.

. The donkey, not liking to be tied,

kicked so ferociously

that he broke the rope,

tumbled off the pole into the watef;
and scrambled away into the_thicket.v
Wi£h“thi$, |
the father and his son ﬁung down
their ﬁeads‘ o o

and made their way home again,

. having learned that by trying to.

-

please everjbody,
they had pleased nobody,

and lost the donkey too.
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A GOOD TRIP TO THEIR NEW HOME.

AFTER THEY
TIME. -

Name: Date:
Scrambled Pre Think Aloud -
‘ Story 1 - 3 Units )
. Az' MANY PEOPLE LIKE TO COLLECT STAMPS AS A HOBBY.
B3 ONCE COLLECTED, THESE STAMPS CAN BE KEPT IN SPECIAL
© _ ALBUMS. . :
'C1 SOME OF THESE STAMPS BECOME VERY VALUABLE
" HAVE.BEEN HELD IN A COLLECTION FOR A LONG
“Story I1 - 3 Units
. 7
A3 'THE SUN WAS JUST RISING AS THE PILOT LEFT HIS PLANE
AFTER AN ALL NIGHT FLIGHT.

B1 THE TIRED PILOT APPROACHED THE BUNKHOUSE AS THE RISING
. SUN BOUNCED OFF THE WINDOWS. : ‘
€2 QUICKLY THE PILOT ENTERED THE HOUSE AND FELL ASLEEP.

' Story III - 3 Units
A1 MANY AIRLINES FLY ANIMALS TO NEW HOMES CALLED 200S.
B3 THESE AIRLINES HAVE MEN CALLED CARETAKERS WHO ARE
" TRAINED TO TAKE CARE OF THE ANIMALS. '
C2 THE CARETAKERS UNDERSTAND THE ANIMALS AND

MAKE SURE THEY



A3

BS
"C4

D2

E1

AS

B4

Ci

D2

E3

A5
B4

C3

JIM WANTED TO WORK ON A CATTLE "DRIVE" ON A" LARGE RA

HE WAS HIRED AS A COWHAND?TO HELP'ON THE DRIVE.

N | 292

Scrambled Pre Think Aloud
"~ Story x - 5 Units

JOHN BROWN AND H1S FRIEND DAN WERE CAVE HUNTING.

THEY FELT A COLD DRAFT OF AIR FROM UNDERGROUND 'MEANING
A CAVE WAS NEARBY.

JOHN AND ‘DAN FOUND THE OPENING FROM WHICH THE COLD AIR
WAS CQMING. .

THEY TURNED ON THEIR LAMPS AND ENTERED TUE COLD CAVE.

APTER SIX HOURS IN THE CAVE THEY CAME TO A ROOM FULL OF
GREAT "ICICLES” -

Story 1I1.-5 Unxts ,
1T WAS A WARM BRIGHT DAY WHEN I DECIDED TO TAKE MY PLANE
FOR A FLIGHT. ' .

35 MINUTES AFTER TAKING OFF MY PLANE STARTED 'TO GIVE
TROUBLE.

'SOON THE ENGINE STongD AND MY PLANE STARTED TO DROP.

»

MY ONLY HOPE WAS TO 'EAIL OUT" AND PARACHUTE DOWN TO THE
GROUND.

I JUMPED, PULLED THE PARACHUTE RING AND ANDED ON\ THE
GROUND.

Story III - 5 Units

-

WHEN HE BEGAN WORK, HIS FIRST JOB WAS TO HELP ROUND



D2

E1

293

THE CATTLE FOR THE 800 MILE "DRIVE".

EVERY NIGHT DURING THE DRIVE THE MEN WERE FED BEANS AND
MEAT. : : o

O

AT THE END OF THE "DRIVE", JIM NEVER WANTED TO SEE OR
SMELL BEANS OR MEAT AGAIN.



Prgosty

A3

B1

o)

D2

E7

F5

G6

M
B4
Cc3

D5

E7

Fé

G1
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" Scrambled Pre Think Aloud
Story 1 --7 Units

GRANNY AND JERRY WALKED TOWARD THE BARN.

IN THE BARN, FOUR\MOTHER COWS LAY WITH THEIR CALVES.

*

ONE Of TﬂE;NEW CALYES,HAD WHITE'HAIR.
THIS'WHiTEVCALF LAY IN THE CORNER - AN OUTSAST.
WITHOUT‘QIS MdTHER‘TOVFEED HIM TﬁE WHITE CALF WOULD DIE,
JERRY DECIDED TO FEED AND LOOK AFTER THE CALF HIMSELF .
g;::éN A WEEK, THE CALF WAS RUNNING AROUND FOLLOWING

Story II -7 Unxts

TWO BROTHERS DECIDED TO WORK 10 SAVE THE GRIZILY BEAR
FOR MAN TO ENJOY. ¥

3

THE FIRST STEP IN SAVING. THE BEARS IS TO FIND OUT WHERE

- THEY ﬁIVE.

'ONCE FOUND, THE BEARS ARE THEN TRAPPED TO BE MOVED TO A

SAFER PLACE.

THE TRAPPED BEARS HAVE TO BE PUT TO SLEEP.

WHILE THE BEARS ARE ASLEEP THEY ARE WEIGHED, MEASURED
AND TAGGED.

THE TAGS ARE NUMBERED AND SNAPPED INTO AN EAR.
THESE TAGS HELP IDENTIFY THE BEARS SO THEY éxn/g;f\\

TRACKED AFTER BEING RELEASED.

Story I1I - 7 Units



A7
B1

c2

D4
E3
FS

Gé6

[

IN HIS OWN END, BILL PULLED FROM A MAZE OF PLAYERS.

295
b ¢ I ' f;f*f“ T .
HE naézn OVER THE nnuz‘n:uz OF THE OTHER TBAM.

”HE SKATED PAST THEIR LAST DEPBNCEHAN AFTER PASSING THE
OTHER TEAM'S BLUELINE.

'NOW IT wAs ONLY BILL AND THE GOALIE.

(Y

HE MADE A QUICK TURN TO THE LEFT NS
OVER THE DIVING GOALIE. }
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APPENDIX C

. Think Aloud Pre Intervention Measures
idea Units, Scrambled Sentences, Introspection and Cloze

Name: : : Da ry

~ Scrambled Sentences -~ Think Aloud Pre Training
v , Story I - 3 Units

A1 LEW WAS ONLY 11 YEARS OLD BUT HE WAS ALMOST SIX FEET
TALL.

B3 BECAUSE LEW WAS SO f‘iL HE BEGAN TO PLAY BASKETBALL.

C2 SOON LEW WAS THE STAR OF THE BASKETBALL TEAM HELPING
THEM WIN VICTORY AFTER VICTORY.

Story II - 3 Units
A3 IT WAS A DARK AND STORM NIGHT WHEN CHARLIE HEARD A
BANGING AT THE DOOR. “ .

B1 CHARLIE CAME DOWN THE STAIRS AND APPROACHED THE FRONT
) DOOR. ,

C2 CAREFULLY HE OPENED THE DOOR TO SEE SNOOPY WITH HIS FOOD
DISH IN HIS MOUTH.

~

Story 111 - 3 Units
A2 TODAY PORTABLE POWER SAWS RIP THROUGH THE BIG TREES
MAKING LOGGING EASIER FOR MEN. ‘ '

B3 THE TREES ARE THEN LOADED ON TRUCKS BY MACHINES.

C1 THE NEXT STOP FOR THE'TREES IS THE'SAW‘MiLL WHERE MORE
MACHINES ARE USED TO TURN THE TREES INTO PAPER.



Ad

B2

C3

D5

El.

A3
B2
C5
D1
E4
A4

‘B1

C3

ot

ot

ﬁﬂ "y | ' . 298’

Scrambled Sentences - Think Aloud Pre Training
Story 1 - 5 Units

ON SEPTEMBER 9, 1961, PEOPLE-ALONG THE COAST OF TEXAS
HEARD THE HURRICANE WARNING.

THE HURRICANE STRUCK HARDEST ‘AT THE SEA SIDE TOWN OF
PORT O'CONNOR.

AS THE WINDS INCREASED THE PEOPLE OF THE TOWN HURRIED TO
THE SCHOOL FOR SHELTER.

{

LOOKING OUT THE SCHOOL WINDOW THEY COULD SEE THE WATER
RUSH PAST. .

THE STORM WAS OVER AFTER THREE DAYS, BUT ALMOST NOTHING
WAS LEFPT OF PORT O'CONNOR. .

Story II - 5 Units

THE STARTING PISTOL CRACKED.

THE FIRST RUNNERS SHO'I‘ FROM THEIR STARTING POINTS.

RELAY STICKS IN THEIR HANDS, THEY RACED TO THE SECOND

RUNNERS . :

ON AND ON THE STICK WAS PASSED UNTIL IT CAME TO THE LAST
TEAM RUNNERS.

THE LAST TEAM RUNNER BROKE INTO THE LEAD WINNING THE
RACE FOR CANADA.
Story 111 - 5§ Units

CASEY JONES WAS BORN IN SOUTHERN MISSOURI.
WHEN - HE GREW UP HE BECAME A TRAIN ENGINEER.

CASEY ALWAYS ARRIVED EXACTLY ON TIME IN HIS TRAIN,
CANNONBALL NO. 2.



D5

E2

[
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CASEY WAS AT THE CONTROLS ONE NIGHT WHEN THE TRAIN

FAILED TO BRAKE AND COLLIDED WITH ANOTHER
HIM.

i

TODAY CASEY'S HOUSE HAS BEEN TURNED INTO A

TRAIN KILLING

MUSEUM.



o

A2

B6

4
.J

c2

D4

E1

F7
- BULL'S NECK..

c3”

D7 -

"ESY

F1

THE CROWD CAME TO. THE PARK TO SEE A REAL WESTERN RODEO.
WHEN THE STEER ROPING BEGAN A YOUNG BULL LEAPED A

A TALL 'COWBOY WITH A ROPE CHASED THE CHARGING BULL AMONG B |
~THE FLEEING PEOPLE. ‘ L : ' 1

WITH THE HELP OF SOME OTHER MEN, THE COWBOY WAS ABLE TO

" DEVELOP A PLAN. @

300
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@ - .
Scrambled Sentences - Think Aloud Pre Training
B ~ Story I - 7 Units

AFTER THE CROWD ARRIVED AT THE PARK AND WERE SEATED,
THEY GOT MORE THAN THEY EXPECTED.

t

BARRIER AND CHARGED UP THE ROWS OF SEATS.
P ’ N 4 o i

AT LAST THE‘COWEOY WAS ABLE TO GET A ROPE AROUND THE

LEAD»THE_BULLSOUT'OF THE SEATS. . ‘ .

il E Stoty 11 - 7 Units

ONE DAY THE TOWN COUNCIL. DECLDED THEY NEEDED TO BUILD A
NEW BRIDGE ACROSS A BIG RIVER. :

'COUNCIL MEMBERS KNEW OF ONLY -ONE MAN WHO COULD BUILD THE
NEW BRIDGE. \ - g

A MESSENGER WAS SENT TO THEVEQNTRACTORATO‘ASK FOR HIS

THE‘CONTRACTOR'AGREED‘TO WORK FOR THE TOWN.

3

ON THE NEXT, DAY THE CONTRACTOR CAME TO LOOK AT THE .RIVER

OVER WHICH HE HAD AGREED TO BUILD THE BRIDGE.

'THERE WAS A VERY STRONG CURRENT IN THE RIVER AND THE

CONTRACTOR LEFT .THE RIVER*TO*RETURN-TO HIS OFFICE TO

o e 0 v
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. G4 AFTER SIX MONTHS OF'HARb WORK BASED ON HIS CAREFUL
- PLANS, THE_BRIDGE.WAS COMPLETED. .

Y | SR _ ‘ . | -
’ ‘.v‘ . ‘ S a}) . ) ‘ . t
- "~ story II1.~ 7 Units

A3 THE BOY TUMBLED AND ROLLED DOWN THE SKI SLOPE.
‘ - . ‘. ‘L R ;Y& ‘)ﬁ) . -

‘ - ;‘ '\g!?” )aj . ‘

B5 HE CAME TO A STOP, WITH HIS LEG TWISTED AND IN PAIN.

C4 TWO MEN CAME DOWN THE SLOPE TO HELP THE BOY.

a
.

D1 ONE MAN YERY,GENTDY TOOK ,OFF THE BOY'S SKIS.

E2 THE SECOND MAN, TOWING A TOBOGGAN, HELPED TIE UP THE
BROKEN LEG AND LIFT THE BOY ON THE TOBOGGAN.

_F7 THEN THEY COVERED THE BOY WITH BLANKETS AND STRAPPED HIM
 ON THE TOBOGGAN. . : S "

G6 ONE OF THE MEN GUIDED THE TOBOGGAN DOWN THE REST OF THE
SLOPE TO SAFETY. | 3 8
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Name:

Date:

" Ranking

15.
16.
1.
18.
19,
20.

21,

22.

23.

302"

l1dea Unit Passage III
Brown and Smiley (1977)

One day
as he was leaving for the market,

a man's wife said to him,

"Husband, since we need a new iron kettle

for the fireplace

would you please remember toO buy one?"

So the man purchased a kettle

at the market,

ahd toward dusk

he took iﬁ on his é:m '

and started for home.‘

But the'kettlé was a heavy burden

and his arm grew tired with carrying it

~and he sef it down.

While heiﬁas resting ’

he ngticed‘that the 'kettle had three légs
and écolding itksaid, : ’
"What a pity I did not see those légs before!
Here you have three legs | |
and I hé&éAonly two,

ahd yet 1 have béenkcarryihg you.

Well, you shall take me the rest of the way."

Then he nestled himself inside the kettle




10

(‘

24, and said;v"Now, go on,

303

25. 1 am ready to‘be taken home.™

26..But‘the kettle stood statfionary on its
,three legs’ |
and would not budge.
"Ah!" said the man,

29. myou are a stubborn little kettle, are you?

30. You want‘me_to kéep on carrying you,.I suppose,

31. but 1 will not. | |

32. 1 will tell you-the'way

33. and you can stay where you are

34. until you3choose€zp follow he."

35. So.thevman‘gave the kettle directiops to
his house |

36. and then proceeded on his way.

37. Soon he reached home. |

3&.‘Hi§'wife asked him where the kettle was.

39. "Oh, it will be along soon," he replied.

40. She was puzzled by his answer.

41. He explained, "The kettle .I. bought has
three legs,

42, and was better ablei%%fwalk here from the
market than I

43. who have but two legs.

44.-Wheé 1 noticed its legs

45. 1 immediately put it down on the ground

46. and instructed it to walk the rest:

~

&

. 1
Py
@&
k4
e

SRRy
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12

47.

48.
49.
50.
51.

.52.

53.

54.

55,

57.

58.

59.

of the way itself.

I wash't about to carry that kettie any
farther." - |

"You needﬂnot worry,'dear wife," said the man,
"for 1 told it the way,

and it will be along soon.”

"Exactly where did you leave it?"

inquired the anxious wife.

"At the bridge," he replied.

She was not so.sure about its coming’aS'

he was

and she hurried off to get it.

. When\she_broughf:it home

the man said, "I am glad you brought it
home safely, wife. |

I have been thinking that it might

h ve‘taken a notion to walk back to

§§ market |

t

if we had left it unattended much longer.

'\ .
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‘Name: | Date: ﬁi | ' a
o | ' Idea Unit Passage V' | |
Brown and Smiley (1977)

Ranking

1. Far away in a strange country .,

o B PR RSO LS,

2. there lived a dragon
1 3. and the dfagon‘s.hbme was in a deep
mountain cave.

4. From the cave his eyes shone out
like headlights. -

5. Very often, wheﬁ“the people who
' lived nearby .

6. were gathered in the evening by
the fire,

7. one would say: "What a terrible dragon
is living near us!"

8. And another would agree, saying:
ngomeone should kill him."

2 9. Whenever children were told about the
dragon,

"3 10. they were frightened.
4 11, But there was one little boy who was

never frightened.

12. All the néighbors said: "Isn't he
a funny little. boy?"

13. When it was almost time for this funny '
little boy's birthday, .

i e R SR AT ok e A T e

5 14, his mother asked him: "Wwhom would you ' ;
like to invite for your birthday party?” 5

6 15. Then that little boy said: "Mother,




16. His mother was very much surprised and
,asked' "Are you ]oklng7"

17.
18.
19.
20.
21.
22.

23.

24'.
25
26.
27.

28.

. 29.

30.
31.

32.

33.
34.

35.

36.

37,

% .
"I would like to ask the dragon.”

"No," sa1d the little boy very serlously,

"1 mean,what 1 say;

1 want to invite the dragon.”
and, sure enougp,

on the day befofé'his birthday,

the little boy stole'quietly out of
his house. '

He walked and he walked and he walked

till he reached the mountain where
the dragon lived.

.. "Hello, Hello, Mr. Dragon,"

the l1ttle boy called down the valley.

in his loudest voice.
"What s the matter?
Who'S‘calliog me?"
;umbled the dragon,
coming from.his~cave;

Then the little boy said:,“Tomorrow
is my birthday ’

and there will be lots of good things
to eat,

'so please come to my party.

I came all the way to invite you."

At f1rst the dragon couldn t. believe .
his ears

and kept roaring at the boy. '

But the boy wasn't fr1ghtened at all
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7 38.
39.

40.
41,
42.

8 43.
44,
45.

46.

47.

48.
9 49,

- 50.

51.

10 52.
53.
54.
55.
56.

57.

Y
11 58,

and kept saying: "Please, Mr. Dragon,

please come to my party.

Finally the dragon understood that the
boy meant what he said- R ‘

and,was actuélly asking “him, f;
a dragon, - o R

to his blrthday party i

Then the dragon stopped roafing and’
began to cry. ‘

"What a happy thlng to happen to me."
the dragon sobbed.

"1 never had a kind invitation from
anyone before.”

The dragon's tears flowed and flowed
until at last they'became a river.
Then the dragon said:

"Come, climb. on my back and 1'1l1
g1ve you a ride homel"

The boy climbed bravely onto the back
of the ferocious dragon

and away the dragon went,

swimming down the river pf his own tears.
But as he went,

by some magic,

his body changed its size and shape.

and suddenly - | |

what do you kﬁow! -

the little boy was sailing bravely down

the river toward home
' 3
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12 59. as captain of a dragon-steamboat!
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Name: . Date:

. IntrOspectlon Think Aloud Pre Tra1n1ng
Story 1
Approx. Reading Level 4.5

INDIANS USED TO CALL BEAVERS THE "LITTLE MEN OF THE
: OODS." e BUT. THEY ARE REALLY NOT SO VERY LITTLE, e MOST
BEAVERS GROW TO BE THREE OR FOUR FEET LONG AND WEIGH FROM 30
TO 40 UNﬁS. ®

THESE "LITTLE MEN OF. THE WOODS" ARE BUSY MOST OF THE
TIME. ® THAT IS WHY WE SOMETIMES SAY, "AS BUSY AS A BEAVER."
. ,

BEAVERS KNOW HOW TO BUILD DAMS THAT CAN HOLD WATER..
USING THEIR FRONT PAWS TO DO SOME OF THE WORK., e CUTTING
DOWN A TREE WITH THEIR FOUR SHARP-POINTED'TEETH 1S EASY. ¢ A
BEAVER CAN CUT DOWN A TREE FOUR INCHES THICK IN ABOUT 5
MINUTES. ® -

JOHN FIELD SAW SOME BEAVERS.BUTLDING A DAM NEAR A
RAILROAD TRACK. ® AS HE WATCHED THE WATER FLOOD THE TRACK,
HE SAID "] MUST FRIGHTEN TQQSE BEAVERS AWAY FROM THEIR DAM."
[ ] » |

.FIRST, HE PUT A WATER WHEEL BY THE LOGS OF THE DAM. e
THEN HE TIED SOME CANS TO THE WHEEL. ®

"WHEN THE WHEEL MOVES THE CANS WILL MAKE A NOISE L]
THE BEAVERS WILL BE AFRAID OF THE NOISE. e THEN THEY WILL
LEAVE," HE SAID TO HIMSELF. e

THE NEXT DAY, A SURPRISE WAS WAITING FOR HIM. e THE

BEAVERS HAD PUT A STICK IN THE WHEEL! IT‘COULDN'T TURN. ®

g " A e T
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"TI'LL GET THEM THE NEXT TIME!" HE.SAID. e THAT EVENING

HE LEFT A LIGHT NEAR THE DAM. e "THIS WILL FRIGHTEN THEM

AWAY," HE THOUGHT. e

1

BUT THEY COVERED UP THE LIGHT!




Name: . Date:

Introspection Think Aloud Pre Training
Story II
Approx. Reading Level 4.5

YOU  CANNOT TELL WHETHER SAND IS "QUICK" JUST BY LOOKING
AT IT. e IT MAY LOOK DRY AND SOLID, BUT IF YOU ARE IN AN ' E
AREA WHERE QUICKSAND IS LIKELY TO EXIST IT 1S A GOOD IDEA TO.
TAKE A LONG POLE WITH YOU TO PROBE THE GROUND FOR SAFE
FOOTING.
HOPEgULLY YOU WILL NEVER GET NEAR SUCH PLACES. ® EVEN
IF YOU ARE VERY CAREFUL, THOUGH, THERE: COULD COME A TIME
WHEN YOU FIND YOURSELF SINKING INTO A BED OF MOVING SAﬁD. .
IN THIS CASE, HERE ARE SEVERAL RULES.WHICH WILL HELP YOU
| ESCAPE"O | .
N
DO NOT PANIC. ® THIS IS THE MOST. IMPORTANT RULE OF MALL.

"*“J \ N\
)

'~

CAUGHT UNTIL THE SAND HAS REACHED YOUR KNEES. ® IF YOU -

KEEP YOUR HEAD AND THINK. e YOU MAY NOT KNOW THAT YOU ARE

STRUGGLE, IT WILL ONLY MAKE YOU GO DEEPER INTO THE SAND. ®

IF YOU HAVE FRIENDS WITH YOU, WARN THEM AWAY FROM THE
QUICKSAND. ® .

CAREFULLY TAKE OFF ANY LOAD YOU ARE CARRYING, SUCH AS A
KNAPSACK OR FISHING EQUIPMENT OR A GUN, TRY TO THROW THEM
OUT OF THE QUICKSAND AREA. ©

NEXT, FALL BACKWARD AS GENTLY AS POSSIBLE IN-A
SPREAD-EAGLE POSITION JUST AS IF YOU WERE FLOATING ON OUR
BACK IN WATER. ¢ THEN AS YOU FLOAT, BEGIN TO FREE YOUR LEGS

SLOWLY, ONE AT A TIME. ®

Vel

PRRTI
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¢FLY SOUTAM, ROLL OR SWIM YOUR WAY TO THE NEAREST

_ FIRM GROUND. ¢ STAY RELAXED AND STOP TO REST OFTEN.
IF YOU DO HAVE A FRIEND WITH YOU, ASK HIM TO BUILD A \

SUPPORT TO HELP YOU. e PERHAPS HE CAN FIND SOME DEAD TREE

LIMBS, FENCEPOSTS, ROPE OR WIRE TO PULL YOU TO SAFETY. ¢
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Name Date:

Introspection Think Aloud Pre Training
Story IV ,
Approx. Reading Level 5.5

AN IMPORTANT RULE FOR A GOOD 200 TO FOLLOW IS: KEEP THE
ANIMALS IN A PLACE THAT IS AS MUCH LIKE THEIR NATURAL HOME
AS POSSIBLE. ® WITH SOME ANIMALS THAT 1S EASY. e A LARGE
OPEN FIELD CAN BE HOME FOR A HERD OF HOOFED ANIMALS. e THIS
WOULD BE NAPURAL FOR THEM. e |

WITH‘GORILLAS, THE PROBLEM IS QUITE DIFFERENT. ® 200
KEEPERS CANNOT. GROW A RAIN FOREST FOR THEM. e IN ANY CASE,
THE GORILLAS WOULD TEAR IT DOWN, e

IT WOULDN'T BE POSSIBLE TO CREATE A NATURAL PLACE FOR
ELEPH%NTS EITHERL e IT WOULDN'T LAST MORE THAN A FEW HOURS.
e THEY WOULD PULL IT APART JUST TO HAVE SOMETHING TO DO. e

THIS DOES NOT MEAN THAT THESE KiNDS OF ANIMALS BELONG
IN STEEL CAGES. ¢ HERE, THEY BECOME BORED AND PERHAPS A BIT
MaD. e MORE AND MORE 7Z00S AROUND THE WORLD ARE é%TTING RID |
OF WIRE AND BARS. e THEY PLACE THEIR ANIMALS IN.AREAS THAT
ARE ROOMY AND COMFORTAB#E FOR THE ANIMALS. e THESE AREAS ARE
ALSO ATTRACTIVE AND INTERESTING FOR THOSE OF US WHO COME TO
LOOK AND TO LEARN. e

THE BIG PROBLEM, OF COURSE, 1S MONEY. e AT LEAST TWO
Z00S INvTHE UNITED STATES SPEND OVER THREE MILLION DOLLARS
EVERY YEAR. ¢

NOT EVERY CITY CKN.SPEND MILLIONS OF DOLLARS EVERY YEAR

ON ITS Z0O. e THERE ARE TOO MANY OTHER PARTS OF THE CITY,

1

ariin s R O R o o v R
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. ( . : - P

SUCH AS SCHOOLS .HOSPITALS AND SLUMS THAT NEED IMPROVEMENT.
° SO A GOOD ZOO AND A WISE CITY, SHOULD THINK ABOUT HOW MUCH-
MONEY THEY HAVE TO SPEND ON THE ZQO." THEN THEY - SHOULD

.‘DECIDE ON THE ‘BEST WAY TO USE IT °
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Name: ' S ' Date:

Cloze Think Aloud Pre Training
Story III f
36 Blanks, 346 words, 9.6/1 ratio;
Approx. Reading Level 5.5 (Fry)

3

.. A FOLK TALE IS A VERY 1 _ STORY WHOSE AUTHOR

AND BEGINNING IS NOT 2 . FOLK 3 ARE

HANDED 4 BY WORD FROM ONE GENERATION TO THE

5 . | ’ ga!
) . ) ._..,.“ i \“
THE TERM . 6 TALE REFERS TO A TRADITIONAL T

WHICH HAS BEEN T BY STORY TELLERS FOR A LONG, LONG

TIME‘—PERHAPS EVER SINCE 8 COULD TALK. HUNDREDS OF

b

THESE TALES ARE 9 , IN EVERY COUNTRY OF THE WORLD

ONE FACT ABOUT FOLK 10 IS VERY INTERESTING,

THESE TALES, HANDED 11 FROM PARENT TO _ 12

: A ~
ARE ‘ALMOST THE 13 EVEN IN DIFFERENT 14 .

HOW COULD IT HAPPEN THAT PEOPLE IN DIFFERENT 15
THAT ARE FAR APART TOLD THE SAME STORIES?

'SOME EXPERTS SAY THAT AS PEOPLE ___ 16 'FROM ONE

COUNTRY TO ANOTHER COUNTRY THEY 17' THEIR FOLK

TALES WITH THEM. EXAMPLES OF PEOPLE WHO MOVED AROUND THE

~18 ARE SOLDI: TRADERS AND MONKS. THESE PEOPLE
TOLD AND RETOLD THE ____ 19 ' THEY HEARD IN THEIR
19 o

~

. TALES SPREAD FROM PLACE TO PLACE. BUT PE%%LE IN :

20 COUNTRIES CHANGED THE DETAILS TO SUIT ‘THEIR OWN

21 ., AN EXAMPLE IS A 22 . TALE TOLD IN A

. COUNTRY WITH BIG TREES WOULD INCLUDE THE BIG _ 23 .
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BUT THE SAME TALE IN A COUNTRY WITHOUT BIG TREES, DID NOT
INCLUDE ANY MENTION. OF THE BIG TREES. SO WHILE THE DETAILS

MAY BE __ 24 , THE MAIN IDEAS IN THE FOLK TALES WOULD

BE THE 25 . . FOR EXAMPLE, THE 26 TALE

~ABOUT "CINDERELLA" HAS 345 DIFFERENT VERSIONS DEPENDING ON

THE 27 YOU ARE IN.

OTHER FOLK TALES THAT HAVE BEEN 28 DOWN IN A

LOT OF COUNTRIES INCLUDE "LITTLE RED RIDING HOOD", "SLEEPING
BEAUTY" "BLUEBEARD", AND'"PAUL BUNYON".
1T SEEMS THAT SOME EXPERTS BELIEVE FOLK TALES ARE THE

59 . BECAUSE PEOPLE WHO 30 FROM COUNTRY TO

COUNTRY CARRIED THE TALES WITH THEM BUT SOME OTHERS SAY

THAT __. 31 'TALES ARE THE SAME BECAUSE PEOPLE. IN THE
DIFFERENT 32 ARE PRETTY MUCH THE 33 .
PEOPLE ____34 _ TO BE LOVED)' TO LAUGH, TO GET AHEAD, TO
'BE LOOKED AFTER AND TO BE PARTOF A ___ 35 . IN

LISTENING TO ALMOST ANY FOLK TALE, YOUyCAN 36

Y

THESE KINDS OF -IDEAS.
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WORD LIST
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TRAVELS
DIFFERENT
COUNTRY
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TREES
DIFFERENT

SAME

FOLK

COUNTRY
HANDED
SAME
MOVED
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| "'r‘m ES

SAME

NEED
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Name: A | Date:

Cloze Think Aloud Pre Training
Story V
36 blanks, 328 words, 9.1/1 ratio;
Approximate Reading Level 5.7 (Fry)

OF 17 1 'OF "PENGUINS, ONLY .THE EMPEROR AND .THE

ADELIE 2 IN THE ANTARCTICA. THE EMPEROR IS KING
3 . HE 4  AS TALL AS FOUR FEET. ONE BIG
FELLOW CAUGHT YEARS AGO ‘g MORE .THAN 90 POUNDS.

THERE ARE MORE OF -THE SMALL ADELIES THAN OF THE LARGER .

EMPERORS. AN ADELIE 6 GROWS TO BE ABOUT TWO FEET
| 7 - AND WEIGHS ABOUT 12 8 . A WHITE RING
AAROUND EACH BLACK BUTTON EYE MAKES HIM LOOK ___ 9 A
CLOWN.
TO WATCH AN ADELIE WALK YOU'D NEVER 10~ HE

COULD GET ANYWHERE HE STUMPS ALONG ON THREE- INCH LEGS,

' TAKING SHORT, QUICK 11 AND WHEEZING ALL THE WAY.
THE LITTLE FELLOW NEVER 12 WHERE HE IS GOING. HE
13 HIS HEAD ALMOST BACKWARD TO KEEP FROM MISSING
| ANYTHING BEHIND HIM. HE MAY 14 OVER A FOOTPRINT IN
THE SNOW AND FALL 15 . UP HE POPS. WITH
16 IN THE AIR, HE MARCHES OFF AS THOUGH
17 HAD HAPPENED. ‘ |
THESE LITTLE CLOWNS USUALLY 18 UPRIGHT, USING

THEIR FLIPPERS LIKE BALANCING POLES. AS THEY WALK, THEY

19 FROM SIDE TO SIDE LIKE SHORT-LEGGED

[

20 MEN. BUT WHEN THEY HAVE A : 21 WAY TO

GO, THEY FLOP 22 . AND MOVE ALONG ON THEIR
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23 . THEY PUSH THEIR TOES AGAINST THE 24

-

AND USE THEIR FLIPPERS LIKE OARS. SOMETIMES THE BIG EMPERORS

MAKE AS MUCH AS TEN MILES AN 25 THIS WAY.

OF ALL 26 , ADELIES SEEM THE GREATEST

TRAVELLERS. THEY WINTER AT THE NORTHERN RIM OF THE

27 PACK. IN SPRING THEY 28 500 OR MORE

MILES TO THEIR HOMES.

HOME FOR AN ADELIE IS A ROOKERY. WE 29 ONE ON

CAPE BIRD. WHAT NOISY 30 b IT 31 , FROM
HALF A MILE AWAY, LIKE A WORLD SERIES CROWD 32 A
BAD CALL. | |

IN THE ROOKERY WE _ 33 'ABOUT 50,000

34 CROWDED ON PEBBLE NESTS ONLY A FOOT OR SO

APART. IT WAS A 40-ACRE SEA OF MOVING BODIES. ALL WERE

35 COURTING, OR HATCHING OﬁT A sUMMER CROP OF

FUZIY GRAY 36

A i



4.
5.

6.

8.
9.
10.
1.
12,
13
14,
15,
16.
17.

18.

WORD LIST
Story V

KINDS i 19. ROCK
GROW 20. FAT

- PENGUIN ' - 21. LONG
STANDS q 22. DOWN'~
WEIGHED 23. STOMACHS
GROWS ' 24. SNOW
TALL 25. HOUR
POUNDS | | 26. PENGUINS
LIKE ' 27. ICE
THINK . | 28. RETURN (TRAVEL)
STEPS . 29. VISITED (SAW)
LOOKS S 30. PLACE

. TURNS - ~ 31. SOUNDED
TRI P 32. AFTER
DOWN 33, COUNTED
HEAD | : 34. BIRDS
NOTHING . “ . 35. BUSY

WALK . . 36. CHICKS

320
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"

Name: Date: ", e
Cloze Think Aloud Pre Training
Story VI
31 blanks, 290 words, 9. 3/1 ratio
Approx. Readlng Level 5 0 (Fry)

‘ THE BEST-KNOWN NORTH AMERICAN DEER 1S THE WHITETAIL. HE
GETS HIS ' 1 _FROM THE FACT THAT THE WHITE UNDERSIDE
OF HIS _ 2 FLAGS UP WHEN HE'S ON THE RUN. WHITETAILS
'PLAYED AN 3 . PART IN OUR EARLY DAYS. THEY

| 4'- AND CLOTHED PIONEERS. THEY SUPPLIED 5.

FOR ARMY GARRISONS IN THE FIELD. AND THEY -6

: TRAPPERS AND EXPLORERS AS THEY OPENED THE WEST ALTHOUGH THE

7‘ HAS DECREASED SINCE COLONIAL TIMES THERE ARE

NOW 30 RECOGNI ZED SUBSPECIES. |
LIVE ALMOST

ieti el

~ IN SPRING, SUMMER AND FALL, THE 8
EVERYWHERE. THEY ____ 9 ON-EVERYTHING FROM TWIGS TO
WILD MUSHROOMS. THEY HAVE EVEN 10 | SEEN FISHING,
' PAWING SUCKERS FROM A CREEK, THEN 11 THEM HEAD
FIRST. | |
WINTER 1S THE HARDEST 12 ' FOR THE WHITETAILS.
THEN THEY 13 MAINLY ON TREE AND BUSH GROWTH. THEY
1 'ON BUDS, BRANCHES- AND BARK. IF THE _ 15

GETS MORE THAN TWO FEET DEEP, THE DEER "YARD". THEY GATHER

IN SMALL _____ 16 AND TRAMPLE .17 THE
18 GNOW, MAKING A YARD IN WHICH THEY CAN MOVE
ABOUT. 19 USE THE SAME TEAMWORK TO OPEN TRAILS

AFTER A STORM, WITHIN 48 HOURS THEY PACK __ 20 THE

SNOW -SO THEY CAN 21 . BUT THE SNOWS 22

e R e
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DOWN THEIR FEEDING RANGE. IN HARD WINTERS MANY DEER

23 OR DIE OF EXPOSURE.

NATURE HAS, HOWEVER, 24 THE WHITETAIL
WONDERFUL EQUIPMENT TO HELP HIM ____ 25 . FOR EXAMPLE,_
HIS COAT HELPS HIM 26 _INTO THE BACKGROUND. HIS
ENEMIES FIND IT HARD To ____ 27 HIM. o |
~ ALSO, THE WHITETAIL!S SENSES ARE VERY \23 .
HUNTERS SAY THAT HE CAN DETECT A FLICKER OF ____ 29 ‘OR

SMELL A CIGARETTE HALF A MILE AWAY,

WHITETAILS ARE AT 30 _ EVEN. IN WATER. THESE

DEER HAVE BEEN 32 PADDLING MORE THAN FIVE MILES

OUT IN THE OCEAN, JUST FOR THE FUN OF IT!

3
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16.

. FEED
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WORD LIST
Story’VI
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¥

TRAVEL
cuT
STARVE
GIVEN

SURVIVE
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SPOT (SEE)
KEEN
LIG%T
HOME

SEEN
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APPENDIX D
) »

Think Aloud Post Intervention Measures
Introspection, Cloze, Scrambled Sentences and Idea Units
‘Name : Date:

Protocol Think Aloud Pbst Training Story III

Approx. Reading Level 4.1 .

ARE TOU SUPERSTITIOUS? e DO YOU CARRY A RABBIT'S FOOT
FOR GOOD LUCK? e IF SO, YOU ARE NOT ALONE. ® MILLIONS OF
PEOPLE HAVE GOOD LUCK CHARMS. e THEY BELIEVE IN LUCK. Ow

SUPERSTITIONS HAVE BEEN WITH US SINCE THE BEGINNING OF
TIME. e THEY SEEM TO HELP PEOPLE“EXPLAIN THEIR FEARS. ®
THERE 1S ONE MAN WHO HAS MADE A STUDY OF SUPERSTITIONS. ® HE
HAS A LIST OF 400 OOO DIFFERENT ONES. o |

THOUSANDS OF YEARS AGO PEOPLE THOUGHT SPIT WAS MAGIC.
" THEY THOUGHT IT WAS THE CENTRE OF THE SOUL S POWER., ¢ TODAY
: MANY ATHLETES SPIT FOR GOOD LUCK. e A
— ACTORS ALSO BELIEVE IN LUCK. & TO WTSH'EACH OTHER
SUCCESS, THEY SAY "BREAK A'LEG." e THAT IS SUPPOSED TO‘MIX
UP EVIL SPIRITS; e MOST ACTORS BELIEVE THAT WHISTLING IN THE
DRESSING ROOM BRINGS BAD LUCK. e i

NUMBERS ARE A BIG PART OF SUPERSTITIONS s THE EEMBER
THREE HAS ALWAYS HAD A SPECIAL MEANING. e BIRTH NEEDS THREE
PEOPLE -- MOTHER FATHER AND CHILD. ® SO THREE CAME TO.MEAN-
LIFE ITSELF. ® SOME PEOPLE" SAW THE NUMBER THREE AS THE
EARTH,‘SEA AND SKY. e IN MANY PLACES THREE IS THOUGHT TO BE
UNLUCKY. f "BAD THINGS HAPPEleN'THREES,T IT IS SAID. e MANY
PEOPLE ARE SUPERSTITIOUS ABOUT THE NUMBER 13. e FEW HOTELS
HAVE 13th FLOORS. e THE‘NUMBER OF‘THE FLOOR AFTER 12 IS 14.

e SOME AIRPLANES WILL NOT HAVE 13 ROWS OF SEATS. o
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)

Introspectioh Think Aloud Post Training
. . .
Story V |

Approximate Reading Level 5;7

THE CANADIAN PACIFIC RAILWAY WAS A GREAT CONSTRUCTION
FEAT. ® IT LINKED THE EAST AND WEST COASTS OF CANADA. ® BUT
IT WAS MORE THAN THAT. o IT WAS A PROJECT THAT BEGAN ogR
NATION..® HAD IT NOT BEEN FOR THE CPR, ALL THE LAND WEST OF
THE GREAT LARES WOULD BE PART OF THE UNITED STATES. e

IN 1867 THE PROVINCES OF ONTARIO, QUEBED, NOVA SCOTIA
AND NEW BRUNSWICK FORMED CANADA. ® THESE EASTERN PROVINCES
WﬁkE“AERAIb OF AN ATTACK FROM THE UNITED STATES. ® THEY
Asxaﬁiéanlsa COLUMBIA TO JOINT THEM> * THE PRAIRIES WERE
sTILL PART OF THE NORTHWEST TERRITORIES. o BRITISH COLUMBIA
WAS ALL 'BY ITSELF ON THE WEST COAST. e TO JOIN IT TO THE
REST OF THE COUNTRY, THE GOVERNMENT IN OTTAWA DECIﬁEﬁ TO
BUILD A RAILROAD. e THE RAILROAD WAS TO BE FININSHED IN TEN
YEARS. ® ‘ )

FIVE YEARS AFTER THE GOVERNMENT HAD THE WORK STARTED
" NOT MUCH HAD BEEN DONE. e THE PEOPLE ON THE WEST COAST WERE
GETTING MAD. e THEY TOLD THE FEDERAL GOVERNMENT TO FINISH
THE RAILWAY BY MAY 1879 OR ELSE. ® A THREAT WAS MADE. ® IF
THE RAILWAY WASN'T FINISHED ON TIME, BRITISH COLUMBIA WOULD
NdﬂLONGER BE PART OF CANADA. e

THE FEDERAL GOVERNMENT Déngsn TO TURN OVER THE
CONSTRUCTION OF THE" RAILROAD $%~A PRIVATE COMPANY, e IT WAS

OWNED BY SIX BUSINESSMEN. e THEf CALLED IT THE CANADIAN

¥
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PACIFIC. ® THEY AGREED TO BUILD THE RAILROAD FOR $25

MILLION. ® THEY SUCCEEDED. e
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antrospection Think Aloud Post training
Story VI :
Approx. Reading Level 5.1

THE WHALE IS THE LARGEST ANIMAL EVER TO LIVE ON THIS
PLANET. e THE BLUE WHALE THE LARGEST TYPE, CAN REACH 30
| METERS IN LENGTH AND CAN WEIGH AS MUCH AS 138 TONNES. e ONE
- BLUE WHALE IS ‘AS LARGE AS 25 FULL GROWN ELEPHANTS. e

AS LONG AGO AS THE STONE AGE, THE WHALE S BODY WAS USEDV-
FOR FOOD, FUEL LIGHT AND TOOLS 10 EARLY HUNTER HOWEVER,
WERE NO MATCH FOR THE HUGE ANIMAL,. ® WITH TINY BOATS AND
HAND HARPOONS THE HUNTERS CAUGHT FEW WHAUES e THEY BROUGHT
IN ONLYvTHE OLD AND SICK WHALES WHO COULD NOT AVOID CAPTURE.
. ‘ -

'IN THE 19TH CENTURY WHALE HUNTING BECAME A GROWING
| BUSINESS.~0 THE BUSINESS THRIVED ON MAKING WHALE OIL TO BE
‘ USED IN LAMPS»AND AS LUBRICANT e BY THE TENS OF: THOUSANDS
.WHALES WERE KILLED.’f s

TODAY ALMOST EVERY WHALE PRODUCT HAS BEEN REPLACED BY °
PETROLEUM OR OTHER CHEMICALS - THERE ARE FEW REASONS TO
" HUNT THE WHALE,. ® BUT THE HUNT CONTINUES ‘, '»

USING LIGHT PLANES TO SPOT THEuWHALES WHALE CATCHERS
MOVE ABOUT THE OCEANS, KILLING EVER LARGER NUMBERSwOF
WHALES. L] THE WASTE OF LIFE 1S HARDLY PROFITABLE . BUT TO
JUDGE FROM THE SLAUGHTER THERE 1S NO BETTER USE FOR THESE
FLEETS OF SHIPS AND - NG BETTER USE FOREFHALE& e THE
MIGHTIEST ANIMALS THAT EVER LIVED MAY EOON PASS FROM THE

 EARTH FOREVER. ®
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WHALES ARE BECOMING SCARCE. ¢ ALREADY THE BLUE WHALE IS
ALMOST EXTINCT. ® HUMPBACKS HAVE ALL BUT DISAPPEAﬁED. o THE
ONLY LARGE WHALES THAT ARE STILL NUMEROUS ARE THE 'FINBACKS

: AND SPERM WHALES. ® WHALES ARE HUNTED IN EVERY OCEAN. THEY

COULD BE.WIPED OUT IN THE NEXT TEN YEARS. ®
e ‘
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Cloze Think Aloud Post Instructlon
Story VII

37 ‘blanks, 355 words, 9. 6/1 ratio

Approximate Readﬂng Level 5. 0 (Fry)

© ' THE MEN WHO BUILT THE MILWAUKEE 200 WANTED TO SHOW OFF

THE 1 IN THE BEST POSSIBLE WAY., THEY WANTED A
2 THAT LOOKED REAL. THERE WOULD:BE NO FENCES OR
CAGES. AND ANIMALS THAT YOU WOULD 3 IN A CERTAIN

PART OF THE WORLD WOULD SHARE A CERTAIN PART OF THE

Ly
4 . .

'BUT ONE QUESTION HAD TO BE 5 . HOW COULD

" ANIMALS THAT 6 A PIECE OF LAND BE KEPT FROM

' HARMING 7 ANOTHER? HOW COULD LIONS BE 8

~ FROM LEAPING ON-ZEBRAS? 9 COULD ANTELOPE BE KEPT

FROM RUSHING INTO ELEPHANTS?

THE MEN WHO PLANNED THE Z0O0 10 AN ANSWER.

THEY BROKE UP EACH AREA OF . LAND INTO ISLANDS DITCHES

CALLED MOATS, SEPARATED THE _ 11 .. AND THE ANIMALS.
IN PLANNING THE MOATS, TWO - % ALWAYS HAD TO |
BE ANSWERED. agw RE " CAN A CERTAIN KIND OF ANIMAL -
14 ; 2 HOW MUCH RUNNING SPACE DOES THE 15
NEED 10 BUILD Gp e " FOR HIS JUMP’
THINK ABOUT THE: TIGER FOR A MINUTE HE CAN 17
ALM&éf Y0 FEST. BUT HE NEEDS 20 YARDS OF FLAT 18
SPACE TO BUILD UP 19, . FOR “THE JUMP. WHAT DID “THE

PLANNERS DO WITH THESE FACTS? THEY MADE SURE THAT THE

20 BY THE MOAT WAS BROKEN UP WFTH BIG ROCKS NO

21 CAN GET A RUNNING ﬂt. WITH. 22 1IN
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VISITORS TO THE MILWAUKEE ZOO CAN SEE’ 23 IN
THEIR' NATURAL SETTING&-THE§ CAN SEE 24 BEING KEPT -
TOGETHER AND APART AT THE 25 ' TIME! ‘

'ALL OVER THE 26 . 2008 ARE TRYING TO MAKE

THEIR VLSITORS 27 . AND THE 28 SEEM
HAPPY, TOD.. LISTEN TO THIS STORY. .

ONE DAY AOPRBEROR WAS WALKING __ 29 THE 200.
SUDDENLY HE _ - | ¥ A FLOCK OF STRANGE WILD DUCKS.' THE
DIRECTOR 31 “WHAT WAS GOING ON. HE 32 ,-‘ 1O

'I'HE BIRD KEEPER. "WHAT ARE THOSE 33 DOING' IN OUR

LAKE’" HE ASKED.

" "THEY FLEW ‘IN FOR A VISIT LAST 'WEEK," THE BIRD KEEPQR !

3¢ . "1 GUESS THEY LIKED IT SO MUCH 'I'HEY DECIDE%

3 .

THE DIRECTOR OF THE 200 LAUGHED. 'HE SAID, "IF WE'VE

BUILT THE ~KIND OF 36 THAT ANIMALS WANT TO COME TO,

WE MUST BE ON THE 37 TRACK.”
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i
>

" "WORD LIST

Story VII
ANIMALS | ~ 20. LAND
200 _ ' 21. TIGER '
FIND - 22. ROCKS
200 . 23. ANIMALS
ANSWERED 24. ANIMALS
. SHARE | \ 25. SAME
EACH B ' 26. WORLD
KEPT , 27. HAPPY N
HOW 28. ANIMALS
HAD . . 29. THROUGH
LAND . 30. saw
QUESTIONS - 31. ASKED .
FAR ?:7’ 32. SAID |
JUMP . - 33. DUCKS |
ANIMAL | #34. REPLIED
SPEED o o '35.'STA§ : ha
JUMP | | 36}'200
RUNNING ‘  37. RIGHT

SPEED
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Cloze Think Aloud Post Intervention
Story VIII .

33 blanks, 297 words, 9.0/1 ratio
Approx. Reading Level 5.5 (Fry)

AVALANCHE.

THE'WORD MAKES SOME PEOPLE THINK OF ROCKS BOUNCING .

1 MOUNTAINSIDES, SWEEPING CLOUDS OF .DIRT AND

2 . ALONG WITH THEM, THREATENING TO. 3  ANY

HOUSE OR PERSON IN THEIR WAY.

P

Tﬂfé\hqiT CANADIANS, THE WORD " 8 " HAS A
SPECAAL 5\ . AN AVALANCHE IS STILL SOMETHING THAT
6 ON MOUNTAINSIDES. AND IT STILL SWEEPS

7 ALONG WITH IT. AND IT STILL THREATENS DISASTER
' TO ANY HOUSE OR 8 IN ITS PATH. )
BUT IT IS NOT MADE OF _ 9 . INSTEAD, THE
AVALANCHE IS 10 OF SOMETHING MUCH 11 .

'SOMETHING THAT PEO?LE THINK OF AS QUIET\AND PRETTY AND

ANYTHING BUT UNSAFE.

IN CANADA MOST 12 ARE MADE OF SNOW.

<

THE 13 PILES UP FROM OCTOBER TO MAY IN MANY

PARTS_OF THE 14 . THE SNOW HOLDS THE 15
. . ( \"'f:" .

STILL, KEEPING THEM FROM ROLLING 16 . BUT THE SNOW

ITSELF, SOFT AND SLIPPERY, CAN START TO 17 DOWN.

IT SLIDES IN GREAT WHITE 18 , GETTING BIGGER AND

19 . SOMETIMES, IT 20  HOUSES AND PEOPLE..
CANADA'S MOST IMPORTANT HIGHWAY RUNS THROUGH A

"MOUNTAIN PASS" WHERE SNOW AVALANCHES ARE ESPECIALLY

DANGEROUS. THIS _ - 21 1S CALLED ROGERS' PASS. THE
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22 SNAKES THROUGH THIS NARROW 23 TO LINK

THE -PACIFIC COAST WITH THE REST OF CANADA. PEOPLE WHO LIVE

ON THE 24 COUNT ON THE PASS STAYING - 25
A Q

THE. YEAR ROUND.

1T S THE JOB OF FRED SCHLEISS AND 'HIS BROTHER WALTER TO

BE SURE ROGERS PASS DOES 26 OPEN ALL YEAR. JUST AS
WEATHER 27 TRY TO SAY WHEN RAIN OR SUNSHINE MAY
COME, THE SCHLEISSES. TRY TO _ 28 WHEN AN
P 29 _ MAY HAPPEN. |

WHEN THEY KNOW AN AVALANCHE IS AaodT TO ___.30 .,
'FRED AND WALTER MAKE IT HAPPEN SOONER! WHY? IT 1S | :

31 TO HAVE THE SNOW 32 ‘A LITTLE AT &

ge

TIME THAN TO HAVE THE' 33 SLIDING ‘ALL AT ONCE'
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SHEETS

BIGGER

SMASHES

PLACE (ROAD)
1GHWAY (ROAD)

PASS

HIGHWAY (ROAD)

OPEN

REMAIN (STAY)

FORECASTERS

SAY

AVALANCHE

HAPPEN

BETTER

SLIDE

SNOW
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Cloze Think Aloud Post Intervention
- . Story IX.

33 blanks, 310 words, 9.4/1 ratio
* Approx. Reading Level 5.2 (Fry)

OFTEN WE READ ABOUT AIR POLLUTION. WE 1 THAT

CARS SPEW FUMES THAT MAKE. OUR AIR DIRTY.

AUTOMOBILES RUN ON GASOLINE. THE 2 BURNS'UP

INSIDE THE . 3 AND GIVES THE ENGINE POWER TO GO. IT
1S THE WASTES OF THIS BURNING __. 4 THAT MAKES THE AIR
5 ) '

GASOLINE IS MADE FROM PETROLEUM (OIL). WE KNOW THAT

SOMEDAY WE WILL RUN OuT OF 6 . MANY PEOPLE BELIEVE

THAT WE ARE WASTING OUR P?TROLEUM BY USING IT FOR

7 .

ORDINARY CARS NOT ONLY POLLUTE OUR 8 , THEY

ALSO USE UP LARGE AMOUNTS OF 9 .
| IF CARS DID NOT RUN ON _ 10 ,‘THEYKWOULD NOT

11 THE AIR OR WASTE 12 . SO IT SEEMS
THERE IS A SIMPLE 13 TO THE PROBLEM OF

14 , MAKE CARS THAT DO NOT RUN ON 15 .

BUT IF CARS DON'T USE GAS, WHAT CAN THEY 16 ?
SCIENTISTS HAVE GIVEN. A NUMBER OF DIFFERENT 17 TO
THIS QUESTION. soﬁz BELIEVE {8 SHOULD RUN ON
STEAM; OTHERS BELIEVE THAT CARS SHOULD 19 ON
ATOMIC POWER. ONE SIMPLE AND OBVIOUS ___ 20 IS THAT

21 SHOULD BE POWERED BY ELECTRICITY, JUST AS A

TELEVISION IS.
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BUT 22 CARS AREN'T "PLUGGED" IN THE WAY. TVS

ARE. THESE CARS' ENGINES GET THEIR ELECTRIC POWBR FROM A

23 - ,.JUST AS A FLASHLIGHT DOES. ITS CHARGER CAN BE

24 INTO ANY ELECTRIC SOURCE IN THE HOUSE OR ON THE

ROAD. THESE BATTERY-POWERED CARS ARE QUIET AND DO NOT

25 THE AIR. |
BUT 26 CARS DO HAVE 27 . THE CARS
CAN'T: GO AS 28 AS ORDINARY CARS. FEW ELECTRIC CARS

GO OVER 45 KILOMETERS PER HOUR. MOST GASOLINE-POWERED CARS

CAN GO THREE TIMES AS 29 .

NEITHER CAN THE 30 CARS GO VERY FAR. AFTER

DRIVING 80 TO 95 KILOMETERS, THE 31 - RUNS DOWN.

THEN THE 32 CANNOT RUN FOR FOUR OR FIVE HOURS

WHILE THE 33 IS RECHARGING. SCIENTISTS ARE. WORKING

TO SOLVE THESE PROBLEMS.



11.
12.

13.
4.
15.
16.

17.

KNOW

GASOLINE
ENGINE

GAS

DIRTY
PETROLEUM (OIL)
GAS

AIR

PETROLEUM (OIL)
GAS

POLLUTE
PETROLEUM (OIL)
SOLUTION
POLLUTION

GAS

USE

ANSWERS

WORD LIST

Story IX

18.
19.

20'.

21,

22.
23.
24.
25.
26.
27.
28.
29.
30.
31,
32.

33.

CARS

RUN
ANSWER
CARS
ELECTRIC
BATTERY
PLUGGED
POLLUTE
ELECTRIC
PROBLEMS
FAST
FAST
ELECTRIC
BATTERY
CAR

BATTERY
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A2

B1

C3

A2

B3

C1

A3

B2

C1
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Scrambled Think Aloud Post Intervention
' ‘Stoty I - 3 Units.
BOB LEFT HIS HOUSE TO START THE CAR.
THE MORE HE TRIED TO START THE CAR, THE LESS THE‘MOTOR
TURNED OVER. ‘ -
FINALLY HE REALIZED HIS BATTERY WAS TOO LOW TO START TH?
CAR. ' |
Story I1 - 3 Units
MANY YEARS AGO PEOPLE TRAVELLED AROUND MONTREAL‘BY
SLEIGH IN THE WINTER.
SLEIGHS WERE USED BECAUSE IT WAS TOO DIFFICULT TO DRIVE
CARS‘ON THE ICE COGERED STREETS OF OLD MONTREAL.
TODAY, ONLY A FEW“SLEIGHS ARE SEEN IN MONTREAL BECAUSE
MODERR SNOW PLOWS MAKE STREET CLEANING POSSIBLE.
;tory ITl - 3 Un:its
THE FIRE ALARM RANG AND RANG. |

BILL WAS FAST ASLEEP, BUT FINALLY HE HEARD THE RI NG

AND BEGAN TO AWAKEN.

. BY THE TIME HE RAN TO THE DOOR, EVERYONE ELSE WAS

RETURNING FROM THE FALSE ALARM.

-



Ad

B1

Cc2

D5

"E3
‘AS
, B3
c2
D4

E1

A2
B4

C5

- MOVE.
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Scrambled Think Aloud Post Intervention T

Story IV -~ 5 Units

THE SNAIL LOOKS FOR A DAMP SPOT NEAR THE BASE OF A TREE
TO LAY ITS EGGS. ”

ONCE IT FINDS SUCH A SPOT IT DIGS A%ﬁOLE. ’

THEN THE SNAIL DROPS ITS EGGS IN THE HOLE, COVERS IT AND
GOES AWAY.

)

“

IN THREE TO FOUR WEEKS THE EGGS HATCH IN THE HOLE.
THE BABY SNAILS CRAWL OUT OF THE HOLE AND LOOK FOR FOOD.

Story V - 5 Units

‘A GIANT APE 12 METERS TALL WAS NEEDED FOR THE MOVIE KING

KONG.

TG BUILD THE APE A METAL FRAME WEIGHING OVER 3000 TONNES
WAS MADE. . .

NEXT THE APE'S FLESH WAS MADE OF PLASTIC COVERED BY

HORSETAIL HAIR TO ‘BE PLACED OVER THE FRAME.

WHEN THE APE'S BODY WAS FINISHED OVER 1377 Mgg RS OF Lo
WIRE WAS PLACED INSIDE HIS BODY. - E N

, Story VI -
EACH OCTOBER MARMOTS CRAWL INTO'
TO PREPARE IT FOR WINTER.

THEY STORE FRESH HAY IN THE TUNNE VOVKEEP OUT THB

EA
b
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E3
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INTO A DEEP SLEEP DEEP IN THEIR TUNNEL.
WHEN THEY SLEEP THEiR HEARTS BEAT ONLY ONCE A MINUTE,

WHEN THE MARMOT WAKES 1T BECOMES VERY BUSY CLEANING UP
THE TUNNEL AFTER BHE LONG WINTER. '



A7

-B4~»HE LEAPED OUT OF BED ' : -

3
o

D6

E1

F2

- G3

A3

B1 -

RON HIS WAY FISHING HE MET HIS FRIEND JOHN.
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Scrambled Thlnk Aloud Post lnterventxon A
’ Story vilr--7 Units

THE SUN WAS JUST DISING AS BILL WOKE.

HE ATE A GOOD BREAKFAST

HE RAN TO GET HIS FISHING POLE.

WITH ALL HIS GEAR HE SET OUT FOR: HIS FIRST SUMMER-
FISHING TRIP L

JOHN DECIDED TO GO ALONG ON THE FISHING TRIP.

Story VII —'7 Units

TO MAKE A WAX FIGURE, THE SCULPTOR FIRaT SHAPES THE HEAD_

IN CLAY

A PLASTER MOLD OF THE HEAD ‘1S THEN MADE FROM THE CLAY

/ MOLD.

Cc2

D4

E7

F6 -

G5

A5 °

B6

D2

E4

HOT WAX IS POURED INTO THE PLASTER MOLD.

WHEN THE WAX 1S HARD THE PMSTER IS REMOVED.

EYES ARE MADE AND FITTED INTO THE WAX MODEL.

HAIR IS PUT ON THE WAX MODEL AFTER THE EYES ARE

INSERTED.®

AFTER THE HEAD IS FINISHED THE OTHER LIMBS ARE ADDED.
Story IX - 7 Q91ts

RICK, JOHN AND BILL WALKED ALONG THE SNOWY RIVER BANK

SUDDENLY R]CK WALKED OUT‘ONTO THE FROZEN RIVER.

THE ICE UNDER RITK'S FEET CRACKED. |

RICK FELL INTO THE RIVER

BILL; SEEING RICK BEING SWEPT DOWN THE RIVER GRABBED A

i

vf)'\\




F1

- G7

v

TREE BRANCH AND HELD IT OUT TO RICK.

=

RICK GRABBED THE TREE BRANCH.

A

BILL PULLED RICK TO SHORE A

LIFE.

343

N : : o
E BRANCH, SAVING HIS

- e
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Date:

Ranking

‘mouse.

8 20.

27

fuﬁhy.

Once upon a time

‘there was a rich 10rd ‘ ' e

* and pounce on them._

,the cat pounces on first.

. He had used some material that flaked and looked

Tdea Unift Passage IV
Brown .and Sm»ley (1977)

who 11kgd to collect carv1ngs of animals

(those are like little woo&en dolls).

He had many kinds, S 'f
but he had no carved mouse. ’ S R
So he called two skilled cafvers to him and sald

"] want each of you to carve a mouse for me.

:

Iy
&

1 want them to be so life-like

 that my cat will thlnk they re real hice

We'll put them down together and see which mouse.

To the carver Of- that mouse. - ‘ | ‘ >

lel glVe this bag ng%old

-

So the two carvers went back to their homes

and set to work. _
. Ch .
after a tlme they came back. ' , . .

One had carvec a wonderful mouse out of wood

N

I+t was. sc well done that it Looked'exactly like a4

e

The other, however, had done very bady.




31

22.

23.
24 .

25.

26.

27.

. 28.

29.

30.

32.
33,
34,

35.

36.

345

o

It didn't look like a mouse at all.

mWhat's this?" said the lord.

This wooden mouse is a marvelouse piece of carving

but this other mouse

‘== if it is indeed supposed to.be a mouse -

wouldn't fool anYoneJ
i
let alone a cat.”
"Let the cat be brought in."

said the second carver.

. "The cat can decide which is the better mouse.”

The lord thought this was rather silly,

but he ordered the'cet to be broughtuin.'

'“)

No sooner had it come 1nto the room

tham it pounced upon the badly carved mouse

and paid no attention at,all to the one that was

~carved so well.

10

iR

37.
gold to the unskilled carver
'38.

39.

40.

41

424'sa1d}theAman,

43.
44.

45

46. "

3

There was nothing for the lord to do but give the

but as he did so he sald @
"Well, now that you have the gold s

tel‘ me how you did it. ' "\ ;

. "It was easy, my lord - 7

PR

3
«ﬁ$

) :
g my mouse: from wood

"] didn't ca

-

I farved it fQOm dried flSh.

.. That s why the cat pqunced upon it swlftly

When the lord heard hé} the cat and everyone else;

S




£, -

)

12

o

had

47,

48,

his
49.
50.
51.
52.
53.

54.

346

been 'fooled,

he could not help laughing, w
and soon everybody in the entire court was holding
sides with laughter. |

"Well," said the lord finally,

"then 1'11 have to give two bags of gold, .

‘one to the workman who carved so well,

and one to yoquho carved so cleverly.
1'll keep the wooden mouse,

and we'll let the cat have the other one.

e et o kR o b
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Date:

YRanking

1

10.

11.

125

13.

14,

15,

16.
17.
18.
19.

'He_had everything he wanted

Idea Unit Passagé VI
Brown and Smiley (1977)

Once there was a squire

who was very very wealthy.

except a wife.

one day

the squire saw a'young maid

working hard in ‘the hayfield.

He liked her |

clever of his three sonsr

and was sure she would want ’ to marry him at once
because he was so rich,

so he told her that he wanted her to be his W1fe.h

"No thank you,

'but that's not to my liking," she said

as she looked at his bald head.

But the squire was very stubborn, P

so he sent for the maid s fatherour horse}@

and told him that if he could arrange ‘this marriage

he would give the man much gold

"Yes, you may be sure I ll bring my daughter to her

senses,” said the father. : 'é%g

20,

21,

"She is only a child,

and doesn“t~kng$ﬂyha‘s best for her."




348

22. But all his talking did not help
23. for his daughter uas.also very stubborn.
7 24. The father knew no other waf to keep his promise to
" the sgquire
'8 25. but to trick his daughter.
26;1He would have the girl sent to the squire's farm

27. as though she were needed for some farm work.

28. When she arrived _ ‘ ‘.
29. a wedding would be waiting v y,
30; and she and the squire would*bg mar;ied right away.
“31. The squire thought this was well and good
32, so he prepared for a grand weddzng _
' 33. and then sent one of his farm lads to fetch what he
had been promised.
'34. So the lad ran off toward the farmer's house
'35. and found the daughter rakihg hay in a nearby
‘meadow. ‘
9 36. "I am to fetch what youf father has promised ;he

squire,” said the lad.” 'y

37. "So that is wha% they aré up to,” she thoughtﬁto
hergelf. : |
10 38. "I supbosé he wants that little éony of ours;" she
said. ) | |
39. With this,
40. the b§§ jumped on the back of the pony

-+ 41. and réde home at full speed - ——

s

- 42, he bdg soon arr1ved at the squ1re S . housé
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11 43. where the women were waiting to dress the bride for

the wedding. . |

44. The women fell into laughter

45, when they saw the pony. ‘

46. They decided that the squire wanted to make his
gues;s laugh | '

47. so they dressed the pony, ~

48. crown,anéua;l.

49. "Very iefl, bring her 'in!"

50. said the squire.

51. "I am feady.“

52. There wa a terrible clatter 1n the hall,

53. for the ‘bride, as you know, d1d not wear .silken
. shoes.

54. When the door was opened

55. and the squire's bride entered

56. everyone laughed. |

57. As for the squire,

58; he had enough of that bride,

59. and they say he never went courting again.

L 3
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APPENDIX E

The Self Instructional Training Procedure

Self-Instructional Training ?rocedures (sIT)

Session 1
Using the assigned reading passage, the trainer
introduces and models for the student the following steps.

Introduction:

"For ‘the next three periods we will work together on
imporving you understanding of what it is you ;ead."

"From working with you over the last few weeks, I know we
can make improvements.” '

- "I'm going to show you a 'way so that you can do this
yourself" - ‘

"Here's the story I have to read.” 4 ‘ TN

First: »

'm"1'11 find out what it is 1 have to do; 1 can .ask
someone, read a question ot simply decide I should figure
out what this story is about. Any questions?”

Second: o

"you should begin reading aloud but stop after the
first paragraph. At the beginning of the first paragraph say
out loud:" :

'Let's see! I'm trying to-find what this is about. So!
1'1l-read the first paragraph. Most of the time people say
what a story is about in the firsét paragraph.’

‘At the end of the first paragraph say 'OK! 1've read
the paragbraph. What was in here that told me about the
story? What are the ideas in the story? What are the 1ideas
in the story?'" :

The instructor should pick out the details in the first
paragraph. 1f there are too few, you should go on to the
next paragraph. Explain this to the student by stating

"gomethimes one has to read further than the first paragraph
to find out what the story is about. Any guestions?”

Third: :
"vou should summarize what you think the story is about
by stating :

'OK! 1've got some of the ideas from that paragraph -~ seems
this story is about....' n :
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"1 wonder what the main idea is -- Let's see; a main
idea is a single sentence that captures the entire meaning
of a story all at once. 1f 1 told somecone that one sentence,
then they'd know what the story was about. Now! I've got to
remember that I may have to put together two or three of
these ideas to get at the main one -~ so !l will read on just
in case the last part is different from the first ‘part of
the story.>' : :

"Any questions?”

» A 7
Fourth: | -

Explain to the student and demonstrate what you are
doing while continuing to read, stopping after each
paragraph. Each time check the main idea in the paragraph
and relate it back to the main idea in- the preceding
paragraphs. You should underline or write down the main idea
in the margin rather than try to hold each one 1n your
memory. Any questions?” :

Fifth:

"OK! Here's the main ideas I've checked off in each
paragraph.’ -~
"rRead these over,aloud.”

‘It seems that this story was about....' (draw together and

summarize) .
"Any questions?”

Sixth:

"indicate that checking to see what you though was the
main idea really eis the main idea. This can be done by o
looking in the passage Or checking with. the teacher. Also,
make sure one main ideas is stated.”

Seventh:
summarize. the steps for the student, Then ask the
student to go through the steps with you.

Step ' - Question: What is 1t I have to do?
Step 2 - Read first paragraph.
Step 3 - Check to see what it was about.
Step 4 - Describe the main idea - underline or note
in margin. ;
Step 5 - Read on, checking what is in each paragraph.
Step 6 - Underline the most important idea in the paragraph.
Step 7 - Read over each part that is underlined
and make a summary looking for common ideas.
This should be the most important lidea.

Step 8.- Tell the teacher you are now adle to
describe what the story was about. :
Step 9 - Check to see if you were right -- ask the teacher.
nlLet's review them -- you say them out loud and I'll help.”

Then go on with "You know, these nine steps can be
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remembered by shortening them to six and using the key
words. * .
- Question - What 1is it 1 have to do?
- Read - Begin by reading the first paragraph.
- 1deas - Look for the main ideas
Describe - Describe the main idea or point
or point in the paragraph by underlining
- summarize - All the main points
- Check - See if you are right

{

"Any guestions on these key steps? Please say them for
me....Good!" .

Work with student until he says all six, then say:

"A useful mnemonic or way of'rememggring these steps 1S:

Q RIDS failure or Quest, Read, look for main ldeas, Describe
them, Summarize them, and check with the teacher to see 1f
you are right. This verification or checking to see if you
are right is what helps RID failure. Any questions? Do you
see what I did? I took the first letter from all six steps
and made up a saying, "Q RIDS fafAlure". Why? Because 1 check
to see if 1'm right. If 1 found that the answer was not the

best, then I would go through the passage again."

"Now say these aloud with me once more...Now lets say them
to ourselves just as if we were saying them aloud... Now say
them to yourself.” Explain how rereading, reading ahead and
reviewing are all ways to check their work in addition to
asking the teacher. ‘

Eighth: Immediately following this discussion, have student

do the assigned passage On his/her own. Remember if the
student does not spontaneously cover the steps, then you
should help him or her. Also please:

’ a. Ask the student to give you the steps;

b. Ask the student to do it aloud so that you can
monitor his/her progress; :

c. Provide feedback on the student's progress. Examples
include: ‘

"Yes, good" . : ‘

"Not quite, what was the next step?”

"Not quite, read on for -ore information”

"Not guite, what else wa- said in this
paragraph?” ' .
In rare cases you may need to assist the student in
finding the most important idea. Use a hint first,

. then go to direct aid.

'd. Ask the.student to summarize what was learnt at the
end of the session. Make supportive comments on
progress. : '

This should be it for the training session.

<.

Session 2 K

EN SN



*irst: ‘

Have the student give
Ssession 1, Feel free to pr
aid memory *- Q RIDS failu
the ansver.Ask the student
‘saying them aloud, then as

Second:

Have the student prac
Remember to have student g
aloud. Give fedback throug

Third: _
"~ Have the student do o
his/her own. Ask the stude
than aloud. However, conti
prpgress providing help wh
and help when the student
starting ask the student t
student to say the steps t
were saying them aloud.

This should be it for the.
was covered today, give po
discuss, ask for guestions
once more. '

Session 3
Complete the assigned

passage one. If the studen
or obtains less than 80% ©O

. oy e ah oo PS

you the steps he/she:ledrnt Ji
ovide help. Usé.thewmnemonj@ftg; BRI
re - how rid failure?'By checking . . .

to say to himself/* herselt‘ms f‘%«¢f”

k him/her to say them aloud.y® « -

. . : Y -\’ h
tise on the next §551gned‘pas;%gef
ive you the steps ‘and to Yhink "4
hout the process ahd at the end.
} W

kY

ne other assigned passage on
nt to do this one silently rather
nue to monitor the student's
ere needed. Encourage questioning
is obviously stuck. Before .
o give you the steps. Remind the

o himself/ herself as if he/she

second session. Draw together what
sitive but constructive feedback,
, have student give you the steps

criterion test using criterion
t fails to give you all the steps
n the criterion test, review the

process as in Session 2. Then, give criterion passage 2.
1f the student remembers all the steps and achieves 80%
or more on the criterion passage, g0 through the procedure

~ once more in a brief summa
© process can be used in any
the student, ask if there

ry format and explain how this
reading activity. Congratulate

are any questions and end the

session. Follow the same procedure for any student who

required criterion passage

In the even that the stude
achieve 80% accuracy on cr
passage 3. Accept that the
for 80% criterion on the t
out the session as you wou
criterion passage 1.

2.

nt does not get the steps or -
iterion passage 2, go to criterion
steps may not be complete and try
hird passage. In any event, close
13 successfully completed .
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* Some key strategies in SIT

. - determining what I have to do - D jpose
- read to see what the story is about”
- summarize
- underlining, making notes oo
- read on .. 4
- try to find the main idea
- relationship of ideas in passage

- reviewing main ideas
- rereafling

- summarizing

- verifying
- mnemonics

Some key techniques in SIT

-~ direct modelling
- instructor imposed
- fairly rote dialogue

- indirect teaching of strategies

S S LR ot

RN EA ot
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. - © APPENDIX F
ThévLeégnef Stratégies‘Enabling'Thinking Procedures

. ' (LSET)
session 1
Step 1: _ s ,
Introduce the sessions by posing the guestion:
"Wwhy do you think.we are workiing on reading?” '

The object is-to discuss with the student that he/she 1is ,
" helping me to develop a ways and means of- understanding how .
‘people read. oL : S ™ e W .
But most importantly discuss %ith the st&ﬁ%né};hg O
instruction to help the student improve % o, beﬂ{?e?digg. L
' - goves P T W
Ask the'student: "Do you think you can do better on
reading?" ” : SR o L

*

1

<

,Discuss his/her answer, ask him/her to clarify reasons for
‘his/her &nswer and explain that we have only three days to
do this. - o o _ R T v
. "while this is not going to-be .easy; it can be done. While |
“some of the materials may look easy, I want you to get as
‘much as possible out of them." = S o
5 "On the'surface, you can tell me what this is about.
¥you're -good! But, can you get all-the detail's? Not too many
. . peofile can. Whatgﬁiu»sométreasons-yéu think?¥t is important
'u&vtnggﬁﬁﬁﬁi‘tQ5<g§§S E . '

X1

S?ﬂ . ] X 5 ' .

Discugs.this with the student to bring out the point that
each ragraph has a main idea, sometimes these change from' -
paragraph to. paragraph, but a common ‘idea will exist.. =
. Explain that it is important to get at the most* important
~and common. idea because it tells us what the story is about.
This can be done in one sentence. S

-y .7 ask_ the studént; "How 1% learning to read‘and'reféad the
' ~sto to get the main idea useful?” a

Try to\get-the:student to see that learning here will help
resd tje newpaper, a textbook, a story about hockey players.
. -~have the gtudent generate examples. - - | AR RN
/;lso,.ask~fhe student: "I said something:in ‘my Question -8
about reading--- a tip or strategy to help.,find the main
“idea. What-was it?". . A Te O S s 5 T
: U e e g T e
Try to get at rereading..Ask the student to.define a, wf . [ 4e
strategy. Get at point that ‘a strategy helps'qﬁ'ééﬁﬁﬁfA @@'%&
work,++it_is‘a;plan;gﬁingwdifﬁﬁrgnt,W§Y§,tgaheip'u5¢chebk“A’
.out if we are right, like rereading. T ES T
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Step . 2:

x

‘"Now that we'Ve discussed what this is:about and the reasons

reading for the main idea 1s important, 1 would like for
both of us to try a story."” . SR

Using the assigned passage give the story to the student and

-ask him/her: "What should we do first?”

l\‘*\, 5‘1

. - L . ; ,
Mhe idea here is-to have the ‘'student ensure that he/she

knows what it is they have to do and why.
Encourage student to.ask:"What should 1 dc with this?", if
the teacher doesn't tell him/her. . :

"OK, now you know why you're reading this. story, what's
next? Where would you start? What are some reasons for
starting here?"

«

.. In the discussion try to get the student to explain, why one

"should read the first paragraph because Uusually what a.story

is about is in the first paragraph.

“Ask: "Is the main idea alwa$b in’the first paragraph?”

idea is if he/she seems unsure.

«l

WB%scuSS~the~response.+Ensuteistudentfh

A

Bring the student by use of ar example to© see that other

' paragraphs may contain the main idea of tq%hstdry, - - -
.Also point out other important ideas may ¢

e later. So we
have to read on. Remind the student that it is good tc be
clear as to what the purpose for reading 1s. Have the
student read aloud. At the end of each paragraph stop the
student to pick out the main points. Explain what a main

X

Once student gives,maiﬁ.pdint or you help him choose one,
say: "How did you find that? Wwhy did you think it was *
important?” R o

It is important for the:.student to see how he/she found the

main point and to recognize that he/she did it his/herself.

Jstep.3: 

. "OK! So for you and 1 have figufg% out what it is we had to
do.™ ' : e i S

-O‘ . ’ ‘ ‘

Ask why it is important that we know what we;are to do.
Then, ask the student to: ) o ST S >
"Read the first paragraph and find ofit what it was about. Is
this enough?Y . ... ' , . o :

' 4 ’ : . J;-l o .

¢ , nderstands._ it ig-not
enough, that it is important to read on toigqnﬁirm.ot;deny

@

" =
g
oA

A
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‘reading on. Then have th

“Step 4: e

"Ask the student: "Vhat should you do to help‘link'all these
ideas together? Is thfs’important? What are some reasons for

369

what you think the story 1is about . Also, discuss whether the
main idea is always in the first p@gggcaph. ’

Ask: Can you think of some times when the author may not put
the main idea of the story in the first paragraph?” L

Get the idea across that the author may want to create an
effect, a suspense, or just to throw the reader off.

Ask: "What should you do if this happens?”

Get across the idea that. one should "read on". .,

"OK Let's summarize: you tell me what step 1 was,'stép 2,
step 3...° - o :

praise student for work
"Now, let's say I wanted to check if 1 was on the right:
track. How cduld I do this?" . T :

) : ) 4 o 2N L s : .

Try to getKQQe,stﬁden: to giye,a\number qﬁfways rather than
asking*the@"ﬁaiher. Also, try to get the student touse a
summary to fE¥are no duplicatrion or LOSS'of_any'impqrtapn

d¢yrategies to elicit are 'rereading, uriderlining,

summarizing, knowing_ the purpose for reading, looking for
the main idea) re,viewlng‘ck'ing to see if what ‘is thought
e 4

t8 pe correct €ally e passage - bring to point of
dent read on.

Stop the student periodically in each succeediﬁg’paragraph |
tc review the process and the strategies. "
i T b .

doing this? . =

Try to get at the relationship of the ideas, Selectinqbthe

common ideas and reasons such as contributing to
understanding what the stofy was about. o

When all the story is complete, ask the student td/summafiie

the story. After this is done, question the student about

whaﬁ.he/She has said, point out any missing or errpneous
parts by qsking:) ‘ ' .

"How does your statement fit’witp the story? Do yoh‘thinkV
there may be another point?:How can you check to see if
you're right?f ' » SRR o S

Encourage students to be brief. ‘ ?

2 ol
. . . - .

=

©
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Step 51

Ask the student to tell you what they learned. Ensure
student tells you that they should -
A. check to see what it 1is they have to do
'B. read through the story E T : o
c. underline or note in margin the most "important points
D. summarize all the points to get at the most importart
ones.. ' o R : _
E. check to see if you are right.

. , - .

Ensure that each student mentions some of the key strategies
to do this by asking how they can check to see if they are
right - include reading ahead, reviewing and rereading.

- Session 2

"~ Introduce this session wit‘ﬁg‘review of the key points

. covered in Session 1, asking the student to give the key
S | stebs“ib’You. Ask why it is important to review. ASK inete
Wi héyshe can use these steps to help in reading.

SN TP ‘- o . |
Ask*thelggﬁdéht what we are doing in reading -- try to get

the student ‘tg generate the concept that to r@dd is to

> think. I11luskrlte iwsh planning a route to go tg the

»" university ftom#.Y. Cairns -~ draw the analogy of a plan, a.
‘strategy ag\being a route m@b. S ' _ ‘ =
. A‘/ : ! . A ’

"Today I want you'toﬂdoﬁ%ne.ﬁﬁjll'be ere to help, but I
know you'll do an excellent job on‘yg%%yown. Do you agree or  ®
disagree? Pause, then go on with: Do 1% aloudﬂsoml;fhﬁ C ’%&;&.
listen in; ask me -any questions you liKe but try to think. R
through what your reading just like you gould with a’route '
map. OK, here's the passage.” o o o
_ R . | & .
1f the &tudent does not ‘ask you what to do in addition tg. .
‘reading;, stop him/her and remind him/her to”always:clarigy‘-,'
exactly what' is reqguired.  ° . N
\ ) /
Ensure that the student stops and thiks at the end of each
paragraph, underlines or notes important points, makes a
summary and varifies what he/she-has read. Check each main
~point to ensure it is appropriate. DO NOT give the student
the correct one Or cCue him simply ask reasons why throughout
_the passage on items. that are correctly selected and those
that are not. If the student does not spontaneousdy self
correct, then suggest there may be a better answer.

"pPlease 'tell wbyllbthink there is a better angperland search

for it." S - L
' o AR

N2

Afgfaduél‘ingreése~in cueing so that the student is o
successful is acceptable. = L o e



q

~can be used 'in reading activit
" sk ifgthere ar 7

’ ‘l ‘ , - %511‘

..
¥

At the end of the story ensure that the summary is made.
‘Then have the student give you_the key steps -and how he/she
applied those steps in the grégent‘stofy,orAin_any story.

'Discuss with the student whether he/she thinks this S
a final 'ﬁint,

helping and how it is or is not helping. As:
ensyre the student is aware of how they have succeeded on

'the%T own.

Session 3 ) ' - : ' . s
M' . B ) '

. Cr . . .
Complete the agkigned criterion test using criterion passage
one. 1f the student fails to give you all the steps or '

obtains .less &than 80% on the criterion test, review the
process’as in Session 2. Then, gin;cr};erion passage 2.
. . f ) g BN .

fecin e RY

L e -

APy

1f the student remembers all t
more on the criterion passage,
more 4m a brief summary format

!

achieves 80% or
e procedure once

h.,iate-the‘student,
®-the session. Follow
o acquired criterion

_ questions o
1e same’ proce -any stlden

passage 2.

In the event.
achieves B0% ‘ad
criterion passé
complete and t

y-on criterion passage 2, go to
.* Accept that the steps may not be

vy ¥or *80% criterion on the third passage. In”

n how this process

any event; cloze obt the session as you would for a student -

who successfully completed criterion passage one.
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Some key strategies in LSET:
- determining what I have to'do -.purpose S AR
- read to see what the story is about o
- read on S
- rereading .
- underlining, making nnotes o e
'~ summarizing S
- verifying - ‘ T

- reviewing _ e o nkrf, )

-~ trying to find the main idea R ’
- relationship of ideas in passage L w

LY LN
R

v

Some key toghniqnes in LSET | ST ﬁ@{

o direct mode€lling
\ e - student/instructor dialogue )
' - motivational set . P :
- provides reasons‘fﬁsxactions oy
: , -~ uses student verbapizgtions and -
y ' " expands them - X :
LB .~ - student/instructor greated dialogue
S " to make selettediinstructional points
- direct teaching of strategies - o
- introduction of new vocabulary (clarity of
communication) " a - )

-

L B e
<3

T : S A ,gﬁﬁ.ﬂ
: ' s . . L
o8 o 1 ,’ , . . St

.
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APPENDIX G
DIRECTIONS FOR ADMINISTRATION

Cloze Passages: Directions for Administration

PRESENT "PRE ALOUD PASSAGES:
"1'M GOING TO GIVE YOU SOME SHEETS ON WHICH THERE ?&

IS A STORY WITH SOME OF THE WORDS MISSING. PLEASE READ

... THE STORY FILLING IN THE MISSING WORDS AS BEST AS YOU

" CAN. AFTER YOU HAVE FINISHED, PLEASE TELL ME, THEN I
JWILL TAKE BACK THE PAPER AND WE WILL TALK’DBOUT THE
swggy so TRY TO REMEMBER AS MUCH AS YOU CAN.

PRESENT THINK ALPUD DEMO AND 'PRACTICE.

PRESENT "ALOUD" PASSAGES".

| "NOW I'M GOING TO GIVE YOU SOME MORE SHEETS WITH,
STORIES. IN EACH STORY SOME OF THE WORDS ARE MISSING.
PLEASE READ THE STORY FILLING IN THE MISSING WORDS AS
_BEST AS YOU CAN. THIS TIME, READ ALOUD AND THINK ALOUD.

DO .YOU KNOW WHAT 1 MEAN? (EXPLAIN ONCE MORE.) AALSO, TRY

PR

' 70 REMEMBER AS MUCH AS YOU CAN ABOUT THE STORY BECAUSE

AFTER YOU HAVE FINISHED WE WILL TALK ABOUT*T_E STORY.

"AFTER EACH ASK: - ' e

4

8
a. WHAT DID YOU THINK THE/;TORY "WAS ABOUT?

e

'\ b. PLEASE SUGGEST A TITLE FOR THE STORY

5.

C. _NAME THE IMPORTANT CHARACTERS.
a. TELL ME WHAT YOU REMEMBER ABOUT THIS STORY.

SPECIFIC QUESTIONS TO: BE ASKED AFTER EACH STORY FOR 3

‘»CORRECT NOUNS, 3 CORRECT gERBS 3 INCORRECT NOUNS 3

"~ INCORRECT VERBS.
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a. WHAT REASONS DO YOU HAVE FOR CHOOSING ?

b. WHAT GROUP OF WORDS INDICATE TO YOU THAT

-

S SHOULD BE PLACED IN THE BLANK?
c. WHEN YOU WORD ISQIN THE PASSAGE/SENTENCE, WHAT DOES
THE SENTENCE OR PASSAGE MEAN? |
d. HOW DOES YOUR WORD HELP THE MEANING OF THE PASSAGB"
b - " & WOW DOES YOUR WORD HELP THE MEANING IN A DIFFERENT
"f. WHEN YOUR WORD IS IN THE SENTENCE, DOES THE
SENTENCE/PASSAGE HAVE A DIFFERENT MEANING?
6. REMIND STUDENT TO-THINK ALOUD. R
* 9. INDICATE INTEREST AND QUESTIONING LOOKS THROUGH "HM!,
AH!, HM?, AH?" AND ASK A FEW QUESTIONS TO KEEP STUDENT

~

%
THINKING ALOUD, SUCH AS

¢

a. WHAT ARE YOU THINKING NOW7

QRARE YOU HAVING TROUBLE HERE?

-

IS THIS A HARD ONE? I

d. YOU SEEM TO BE TAKING LONGER HERE WHAT IS THE
REASON?
'>\ Toe. 'NOTICE YOUR EYES MOVING -- ARE YOU LOOKING
ANYWHERE SPECIAL’
S. AFTER EACH SET OF. 3 STORIES ASK
a. AWHAT WAS IT YOU HAD, TO DO7

V4

. b. Wﬁ%T REASONS DO YOU THINK 1 HAD FOR SSRING YOU TO DO

A TEST LIKE THIS?

s ?
. c” WHAT DID YOU THINK OF THIS? S } N\(/“,



o
LR

‘1.

366

'Proﬁocol Analeis: Directions for Administration

PRESENT PASSAGE WITH DOTS SAYING:

"1'M GOING TO GIVE YOU A STORY IH}WHICH I HAVE_
PLACED A DOT AFTER JUST ABOUT EVERY SENTENCE I
WANT YOU TO READ THE STORY ouT LOUD LET'S
PRACTICE ON A SHORT ONE . . . "

AFPER PRACTICE (MODE;, IF NEEDED)‘TO GO ON,
“ﬁOW,'IbWANT'YOU TO DO THIS ONE ON YOUR QWN.
REMEMBER TO READ QUT LOUD AND THINK QUT‘kOﬁD
WHEN YOU COME TO A DOT. ANY QUESTIONS?"

AFTER€§ACH PASSAGE ASK:

a. PLEASE TELL ME ‘WHAT YOU THINK THE STORY.WAS ABOUT.

b. PLEASE SUGGEST A TITLE FOR THE STORY.

c. NAME THE IMPORTANT CHARACTERS.

d. TELL ME WHAT YOU REMER UT THIS STORY.
AFTER®EACH SET OF; 3 PRssAGES, ASK: . W

a. WHAT WAS IT YOU HAD TO DO? ‘
b. WHAT REASONS DO YOU THINK I HAD FOR ASKING 560 16 Db

4

c. WHAT DID YOU THINK OF THIS? g

A TASK.LIKE THIS?

.~ REMIND STUDENT~ TO THINK ALOUD.

INDICATE INTEREST IN sTUDENT COMMENTS THROUGHlNON VERBAL

L

CUES;_ USEHO§ MM, AH!," AND A FEW COMMENTS SUCH AS . %

"THAT S INTERESTING . . . TELL ME MORE!"
S/; mbled Sentences. Dlrectlons for Admlnlstratlon

BEGIN WLTH 3 UNITS *Q IF THE PERSON COMPLETES 2 OR MORE =~y

SUCCESSFULLY, GO ON TO 5 UNITS. IF 2 OR MORE ARE
: . -,
>

=
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SUCCESSFULLY COMPLETED GO ON TO 7 UNITS.
2. INTRODUCE ACTIVITY AS FOLLOWS, LAYING OUT CAﬁDS‘:S YOU
SPEAK: , -
"NOW 1 AM GOING TO GIVE YOU SOME CARDS. ON EACH
CARD 1S ONE SENTENCE. THE CARDS ARE IN A MIXED
UP ORDER. IF YOU PUT THEM IN THE CORRECT ORDER|
THE CARDS WILL TELL A STORY THAT MAKES SENSE. éggu_
AHEAD AND PUT THEM IN THEIR CORRECT ORDER SO
THAT THEY TELL A STORY THAT MAKES SENSE. " e
FOR THE ALOUD SETS ADD: |
“"REMEMBER TO THINK OUT LOUD AS YOU DO THIS. TELL
ME WHEN YOU ARE FINISHED AND 1 WILL PICK THEM . -
up." | o
3. IF THE PERSON IS HAVING TROUBLBXGIVE HELP ON THE FIRST
ONE IN THEHB UNIT CARDS. GIVE NO FURTHER HELP -- DO NOT e
SCORE THIS ONE AS ‘1 CORRECT. |
4. AFTER ALL ARE FINISHED ASK:
a. WHAT WAS IT YOU HAD TO DO?
b. WHAT REASONS DO YOU THINK I HAD FOR ASKING YOU TO DO
THIS?
@
o. WHAT DID YOU THINK OF THIS?
5. REMEMBER TO PASS OUT THE CARDS IN THE 1-2-3 ORDER
NUMBERING FROM THE STUDENT{S»LEFT. §ICK UP THE CARDS AND
WRITE DOWN THE ORDER (A-B-C. ") ON THE SCORE SHEET.

BEGIN TIMING AS SOON AS THE CARDS ARE LAID DOWN AND THE

DIRECTIONS ARE COMPLETED.




o .
. 3
~
r”;f‘ ‘
T
4
%y
»
.
i
!
L g
a’v"
.
i ; 4‘l‘
. L
ou
b

SCORE SHEET SCRAMBLED SENTENCES

Condition

Student Name:

Date:

Set:

Time to complete:

Order:

Comments:

\

Sety ’
Time to complete:
Order:

Comments:
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u
F
v ’ 41
Set:
Time to complete:
S
Order:
v
Comments: s

.
L] o

&

s
Time tO”COmpléqe:

PRV {1

\




Order:

Comments;
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Questions:.’

4A -

4B

4C




N '-Ide"é\ Units: Directions Yor Admini'st?étion

1. PRE ALOUD | '
"1 AM GOING TO GIVE YOU A PASSAGE TO READ. AFTER -

o~ YOU HAVE READ\FT ‘I WANT You TO THINK ABOUT HOW

L]

U\YQU WOULD TELL A FRIEND THE STORY USING ONLY 12
OF THE MOST IMPORTANT LINES IN THE: STORY THAT
IS YOU HAVE TO CHECK THE 12 LINES YOU WOULD
CHOOSE TO TELL YOUR FRIEND 1) THAT YOUR FRIEND .
WOULD BE ABLE TO UNDERSTAND WHAT THIS STORY WAS
ABOUT WITHOUT ﬂAVING TO READ ALL THE STORY
REMEMBER, CHECK THE 12 MOST IMPORTANT LINES SO
YOUR FRIEND WILL'UNDERSTAND THIS STORY IN THE -
SAME WAY YOU DO WITHOUT HAVING TO READ ALL THE

STORY;”.v

2. ALOUD BN
; "NOW I AM GOIN% TO GIVE YOU A PASSAGE TO READ
ALOUD ALSO YOU MAY WANT T0 THINK ouT L%PD WHILE\"
YOU ARE READING THE STORY. KFTER YO HAVE READ—
THE STORY I WANT YOU . . . SAME AS 'PRE ALOUD -. .
R REMEMBFR TO THINK OUT LOUD SO I CAN LISTEN
% TO HOW YOU ARE THINKING.WHILE YOU ARE THINKING
OF THE 12 hOST IMPORTANT LINES "
3. AFTER EACH STORY ASK:
‘a.  WHAT DID OU THINK THIS STORY WAS ABOUT? .
b. PLEASE SUGGEST A TITLE FOR{THIS,STORY.
c. WHO ARE THE'IMPORTANT CHARACTERSQ'

d. TELL ME WHAT YOU REMEMBER ABOUT THIS STORY..

L, e f‘ L . £

!
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REMIND STUDENTS TO THINK ALOUD. - | h >\\\*(
INDICATE INTEREST IN STUDENT COMMENTS THROUGH NON VERBAL T
CUES -- USE OF "HM!, AH!" AND USE OF COMMENTS SUCH AS!
"THAT'S INTERESTING, TELL ME MORE'“
AFTER EACH SET OF 3 STORIES, ASK: ; SRR "B

,

a. WHAT WAS I'I‘ YOU HAD TO DO.

b. WHAT REASONS DO YOU THINK I HAD FOR ASKING YOU TO DO
] - (\ : .

A TASK LIKE THIS? . \ : | : A

]

c. WHAT DID YOU THINK OF THIS?
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GENERAL QUESTIONS AND OBJECTIVES OF STUDY ,

As per our discussions, please weave the following

questions and objectives into your discussions with the

student. | . | ;//T

Do students predict how, what ... ? - .

3

Do students identify the problem? . RN “ %

Do students know (indeed do they sélect) a A
process/strategy prior to reading or when they encounter

 difficulty?

11.
12,

13.

2

14.

Do students check their solution with themselves or
someonhe else? ' ‘ : .

~

Do students use whatever feedback theyfaré given?'

Do students plan their work? - . \
, N, , - . .
How do students see selves relative -to reading ability?

How do students see others relative to reading ability?

Do students provide statements about techniques that
would aid in the retrieval of information? '

Do students 'indicate whether they use any of the
specific strategies such as: looking back, looking
ahead, trying to remember, scanning the whole passage,
rereading, asking anoter source, asking a question, and
inferring...? : ,

Do students indicate knowing they did or did not
understand certain passages?

Do students indicate or.report‘alterihg their strategy
to increase comprehension? : ‘ A

Does this student engage in self-interrogation such as %
~-why am I reading?

-am 1 reading for detail or an overview?

-do 1 know when I'm not cpmprehending? \

-when I don't, how do I get .on track? .

-what are major/minor points?

—can I summarize the major points?

Typically, did the student appear to
-read for meaning?

]




373"

-reread?
-be selective in.reading? e
-adjust reading speed? 4

-become easily distracted?
-read every word? ‘ :
-check words?, = |

v !

15. On each type of reading exercise, determine whether
students felt their eyes vere moving faster than their , R
mind could undestand the words. *
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. " APPENDIX H
Criterion Test and Passage One
Critorion Test

Ask the student to give you the steps in SIT. The
student must know all the steps. Continue to train if.

the student does not know all the steps. hR

-

‘Ask for the steps in LSET. The student must give all of

the steps. Continue to, train if the student does not

. know all the steps.

Ask the following questions on criterion passage'onei
a. What was the pilot doing?
b. What happened to cause the plane to dive?

c.;'What‘happened when the pilot got out -- did he have

some more trouRles before he landed?

- d. Didfthe pilbt have trouble getting out of the plane?

e. How did the pilot get out?
f. How high was the pilot?

g. Suggest a title for the story.

. A}
h. Why.was §he pilot afraid to pull his parachute?
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Eriterion.reennqe
Approximate reading level grade 5 (Fry) .
> 1t was a bright September afternoon in 1957 when I was
testin@ the plane. I was ten miles up over Texas, testing a
plane that was still top secret. It was to be'a day that ‘the
U 2 and’l ‘would make history.
 Since tekxng off 35 minutes before, I. had been tabting

to the ground by radio reporting that all was goxng well.

. Now, still cl1mb1ng, I saw mountains and a river far below.

SUddenly the plane began to dive yet there was no
sound, no warning. I pulled the stick into my lap, tryxng to
bring ﬁhe,nqse‘back dp, yet'it‘kept heading down. A light on
my panel showed me that the wing flaps were down! Why? I
hadn't_puﬁbtheﬁ down'! |

"I'm in trouble,” I shouted into my radio, "real},

.trouble!”

I cut the engxne and d1d everythxng I could to slov the

plane, yet 1t was goxng straxght down. Then it began to curl[

under in an out31de logp.: A _
Suddenly I yelled, "The tazl has broken off!" At oncef,
the order came through my earphones, 'Ball out!"

"I'm trylng to!" I yelled back

The early U-2's had no ejectxon seat to tfirow the p1lotm

from the plahe.~lt\!3§ up to me to get ‘out as best 1 could.
1 pulled loose my oxygen tubes, and the radlo "and heat wires

while yanking at my safety harness.

b A e e A
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Now the pllnc vas making wild loop;.lAt the bottom.of&
7 every loop, I fell out ‘of my seat -~ ané each time my helmet
smashed into the cockpit cover. On the tourth loop, thQ ‘
helmet smashed the cover open flinging me out into space.
1 was falling, ten mzlcs up vhere the azr is too thin

to breathe. I knew I had oxygen in my seat pack 8o | tried

to find thd Valve, but couldn t. My eyes began to blur

Atelling me that I was going to black out!

I could still see the ring for openxiﬁﬁf h h¥bchute, ﬁ

iy

but ' in this thxn air should I pull it? 1 was falﬂ ng very

fast so the jerk when the chute opened might break my back.
But I mxght be dead before 1 got low enough for the chute to
open by 1tse1t 1 quxckly decided to reach for the ring and
pulled it open. '

There was no jerk, meaning that luck was still with me.
Now I could find the oxygen valve easily. With the first-

breath of oxygen, I felt much better.
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APPENDIX 1

Rating Sample Sheet for Incidence of Strategies

The following rﬁting sheet was used for aloud pre and

aloud post'conditions. |
Raters wvere instructed to in?icatg in the blank the

number of times a particular strategy vwas observed. As well,
raters were asked to indicate vhether they observed the
student as monitoring'his performance and vhethef there was
évidence for concrete or abstract thinking processes. While
definitions were not provided to raters to use in their
first review so as to avoid biasing'perceptions, these
definitions were available upon request. These defintions
were not requested until post analysis discpssions took
place to resolve the small differences among rat;r
perceptions. | '
DEFINITIONS POR THE PURPOSES OF THIS STUDY INCLUDED:
. RESTATEMENT: .
repeating what had been read in in a slightly altered manner
without changing the content or intent.
RECALL:
remembering a previously read word, sentence, paragraph or
idea.
READING AHEAD:
reading forward word by word following a dot or blank.
REREAD:

returning to read over material previously read and reading

all the material to the point where the student stopped.
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LOOK BACK:

*"looking back" to ﬂvspecitic point in a deliberate pre
determined move tosretrieve information.

SCANNING:

looking about the page in a general non direéted search, may
include scanning forward or backward.

MAIN IDEA: ‘

use of the central idea, theme, or purpose of the passage.
SUMMARIZING:

making a summary of the material previously read.
INTERPRETATION:

commenting or expressing on what a word, sentence, passage
or the story means - explaining in terms understandable to
the student - goes beyond a simple repeating of what ha§
been read.

ANALOGY:

describing a similiarysituation that while different has
similisr aspects.; ;-

HYPOTHESI ZING:

making predictions, drawing inferences, making assumptions
regarding the consequences of an action.

HYPOTHESIS VERIFICATION:

checking to see if the hypothesis is correct.

QUESTIONING SELF:

asking self guestions as one reads.

QUESTIONING OTHERS:

asking the instructor a question.
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PERSONAL EXPERIENCES: ’ -
r;terring to background‘khovledge, a personal incident or
dravwing a personal opinionlbased on experience.
LOGICAL SEQUENCE:
reference to a order qf events in time or seguence based on
commonly accepted practice of initiating event, action, and.
conseguences. | |
SENSING THE MOOD:
identifying with or recognizing the feeliné of a story.
VISUAL IMAGERY: . |
reporting on a mental picture of an incident, person or
animal in the passage.
SOUND SYMBOL RELATIONSHIPS:
use of a phonetic cue or interpretation regarding the
association of the printed symbol with the speech sound of
the symbol - sounding out word to aid’understanding. .
SEMANTIC CUE:
clues derived from the meaning of the words, phrases and
sentences surrounding an unknown word (Bpfns and Roe, 1980).
SYNTATIC.CUE:
clues contained in the grammar of the language - use of
words such as "her" typically being followed by a noun,
"will" typically being followed by a verb andeD on (Burns
and Roe, 1980). 7
SONDS RIGHT, MAKES SENSE‘AND POPPED IN-HEAD:
intuitive Strategies stated by the student as an expression

of the correctness of the item without being able to state
\
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GUESSES: - : *

another reason.

simply taking a "quess” unrelated to any clue within or

outside the passage.
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