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ABSTRACT

~~e

The ultimate goal of the act of reading is comprehension. Much re-
search has been conducted that has étfempted to analyze the ﬁraphic T~

symbol system in order to identify factors which enable comprehension

to take place. The Semantic Potential Theory of Language has been developed ,
as a means for describing the information that language contains. The
purpose of this study was to focus on that part of the theory dealing with

text cues and to analyze the effects of differing amounts of text cues in

i

connected discourse on the retrieval of informetion from the discourse.

-

. Three passages from grade four basal readers were used as the instru-
ment of the study. These passages were similar in style, content anﬁ

P ad
length, but differed in terms of the referential and togical relations

within them. One passage (A) represented the '"'typical" grade four passage

in terms of the number of referential and logical relations while the

S~

other two passages were re-written so as to differ from the typical

passage in textual information. Passage B contained app tely thirty-

two percen; more referentijal ;nd 4ogical relations.than|Passage A, while
Passage C con}ainedsapproximately thirty-two percent less
logical relations than Passage A.

Twenty‘average grade four readers were rando
population of "ghty-nine grade four students {o comprise t study sample.
Each subject was asked to read each passage silently and:aftér each reading
was askedﬁto orally tell what the passage was about. These reca
tape-recorded and later transéiibed into protocols for analysis.

total number of propositions and total number of referential and logica

connectives recalled were recorded and subjected to statistical analysis.

-



Reading achievement scores from a locally develdped reading test were also
rec;rded for a correlation analysis.

The statistical Analysis of the data involved a one-way anova with
repegted measures across the three passages. These data were subjected to
t-tests to assess whether or not there were significant differences in
the number of propositions, the number of referential connectiv;s in each

of two categories and, the number-of logical connéctiyes in each of two
categories recalled Ry the subjecfs across the three passages. When
‘significant difference;_did occur the data werelfurther analyzed by a
Newman-xedls Coﬁpérison Between Ordered Means to determine where the
differences oécurred.‘ Pearson product moment correlations were tabulated
to assess fhe relationship of reading achievement and each of the five
variables in each passage.’ ' ' j>
The results of the stud( indicated that significant differences in
the number of referential connectives category one, do occur when these
. [ ] .
connectives a;e increased in discourse, however thig difference does not
occur when these connectives are decreased in thg passages. The resuits
also indicated no significant differences among the other connectives
studied (categories two, three and four) when they were man;pulated. The
correlation coefficignts indicated a rélationship between reading achieve-
ment and the use of logical connectives.in Passages A and C.
The findings of the study indicate that differing the number of
connective® do not greatly affect the amount of information recalled. A

number of reasons are suggested as to why this occurred. Suggestions

for instruction and for further research in this area are also included.
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A
CHAPTER 17‘ ‘

\ INTRODULT ION

Introduction and Topic

The goal of &Ny system of lahguage 13 to produce meaningful communi -
cation bhetween the language-sender and the language-recipient. In the
graphic language system the‘recipient is the reqdcr, and his goal ;s
comprehension: thea <onstruction of ‘n\eamng from the gTdphic symbols that
are present on the page. The reader then, in order to realize his goal
of comprchqﬁsion, must have at his disposal, strategies for acquiring
meaning from the g?aphic'synbols, Just what all of these strategies ;re
and. how they are utilized during the active reading proess is an enigme
that has given rise to many theories und models of the reading act.

Some-researchers. Davis (1972), Holmes (1970) and Singer (1570) see
comprehension as a hierarchy of sub-skills‘that develop in the reader.
Others, most notably Goodman (1970) and F. Smith (1971) reject this
hierarchical concept of sub-skills irr favor of an ec{sctic approach to
Print where the reader varies his processing of the pPrint almost continu-
oud®y as he reads. Regardless of the approach all researchers agree
upon the goal - comprehension. Language, in itself does ﬁot gontain
meaning, but rather contains Clues, syn:actic and ;elantic, that enable
.the receptor to reconstruct meaning, based upon the application of his own
knowledge of language and his knowledge of the world. ‘

Fagan (1978} in a study éntitled Oral Language of Children, ‘Ages Nine,
Ten and Eleven has developed the Semantic Potential Theory of Language as
a theory to ana}yze the oral language of chlléren. A suggestion put forth

_in that study a$ a guide to further research is:



Perhaps the most challenging avenue to
pursue is the receptian_half of the Ty .
The cues which the reader §51epts from a
. lapguage utterance and the relationship of
» these cues to meaning should contribute 9
' greatly to the knowledge of language com-
prehension. (p. 188)

,',‘.". . .
It I?‘with‘yh1s area of research that the present study is concerned,
however the focus will be upon the cues selected from written language

rather than oral language.

Purpose of the Study

As pTeviously stated the graphic symbols upon the printed page containv
Kues which thé reader uses as he samples the print for‘information. The
Sémantic Potent}al Theory of Language has been developéd as a means for
'-‘¥+ad§uage analysis. The purpose of th;;>study is to attempt .to utilize
“the textual information part of the Semantic Potential Theory of Language
as a tool for the analysis of information retrieval fromvconnected dis-
course.
The Problem
< The major problem addressed in this study is do differing amounts of

textual information cues in connected discourse affect the information
N
retrieved from that discourse. This study will be concerned with:
a) passages controlled for different numbers of language cues and,
b) an analysis of children's oral recall of written discourse in
terms of the number of propositions and number and types of text cpes
which will be related to the number of propositions and number a;

types of text cues present in the original discourse.

Definition of Terms

The following terms will be used in this study and are defined below.

L



T-unit: consists pf a main clause and any subordinate clauses attached .
to it. The T-unit will be used as the first step in dividing the oral
recalls into propositions for éﬁhlysis.

Progosition: ‘refers to a unit of meaz}ng comp%i§ed of a verbal unit plus
one or more nouns, and may be specified by a syntactic form. (See
"Appendix B).

Text Relations: refers to linguistic information that establishes

relationships across propositional units in connected discourse.

Referential Relations: refers to a type of text relation thn{\iignals
a backward relationship (refers to an antecedent inoa'ﬁ}evious propo-
® sition) or a forward relationship (refers to a postcedent in a sub-
sequent proposition) across propositions. The referential relation
information system contains the referential connectives given below,

For examples and gefinitions of each referential connective see

Appendix A, .

Referential Connectives

refers to

Antecedent Postcedent
Pro-form Pro-form
Pro-relative . Complementizer
Repetition
Synonym

Class Inclusion
Derivation
Inclusion

Formal Repetition : -



Logical Relations: Refers to a type of text relation that serves to dis-

f

tinguish time-order, location, qnd causality relationships across

propositional units. The connectives included>in the logical relations

information system are shown below. For definitions‘and examples of
kJ;;(h logical connective see Appendix A.

Logical Connectives .

spatial

conditional

conjunction

temporal conjunction

temporal disjunction

.contrast

comparison

Cue Categories: - The referential and logical relations cues were each

grouped into two separate categories in accordance with the findings

off Fagan's (1978) study. The referemntial relations cues were grouped -
nto two categories because of Fagan's (1978) finding that some cues
(ca;egory two) differed significantly over the age levels in his

study. The logical relations cues were also grouped because two of

them, conjunction and temporal disjunction, have a similar function

¥
J

and were used more frequently, than the rest of the cues in this//
category. A diagram o0f the referential and logical relations cues,
after categorization appears below. L

Referential Relations Cue Categories

Category 1 Category 2
pronoun class inclusion

relative pronoun * derivation



synonym inclusion
repetition formal repetition
complementizer

Logical Relations Cue Categories

. Y 1
Category 3 ‘ Category 4
conjunction spatial
temporal disjunction condition , ™
disjunction

temporal conjunction
contrast
comparison

Type of Passage: refers to one of three passages, similar in content and

¢

style, that were presented to the subjects:

Passage A: This passage was called '"Jennie'". It contained one
hundred propositions a;d referential and logical text cues
roughly equivalent to the means found by Adams (in progre;s’_ip
grade four basal readers. It is also referred to as the "typical'

passage. i

Passage B: This passage was called "Scotty'. It contained one
hundred proéssitions and roughly thirty-two percent more refer-
ential and logical text cues than those in "Jennie'". It is also
referred to as the ﬁatypical more" passage.

Passage C: This passage was called "Pe1ry". It contained one hundred
propositions and roug Y thirty-tw'ipercent less referent;al and

logical text cues than Byose foufid in ""Jennie'". It is also

referred to as the "atypical less' passage.



Average Reader: refers to those subjects whose total sgcores on the de-

. . L4
coding sub-tests of the Edmonton Public Schools Redding Test (1977)

)
fall on the 50th percentile or above and whose

1 scores on the
comprehension sub-tests of the Edmonton Puflic Schools Reading Test
(1977) fall between the 25th and 75th percent}les. The §0th percentile
was arbi%rarily chosen as the cut-off point for the decodiﬁﬁ sub-tests
in an effort to reduce decoding difficulties from the comprehension

task.

- Hzgothesei \

‘< i
I

The following null hypotheses will be investigated.\
1.’ There will be no significant differences~betwee% Passages A, B
and C for:
a) tﬁe number of propositions recalled
b) the number of referential category #1 cues recalled
c) t‘e number of referential Category #2 cues recalled
d) the number of logical Category #3 cues recalied
e) the number of logical Category #4 cues recalled.
2. There will be no significant relationship between reading
achievement scores and .
a) the number of proposition$ recalled
b) the number of réfergntial Category #1 cues recalled
c) tﬁe number of referential Category #2 cues recalled
d) the number of logical Category #3 cues recalled ' .

e) the number of logical Category #4 cues recalled

across each passage.
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' Assungtions

The study was carried out with the following underlying assumptions.

That the Semantic Potential Theory of Language developed by Fagan
(1978) which was found valid and xeliable for his populatlon will also be
valid and reliable for the\bnpulatxon of this study.

That the reading achievement scores obtained on the Edmonton Public

Schools Reading Test administered®n May‘}ﬁ77 will - be a valid and reliable

)
measure of the subjects' reading ability in April 1978.

Limitations

The following limitations are noted.

The experimental population was assigned by the Edmonton Public School

1.

Board, and was limited to eighty-nine grade four students from "normal"
classropms. The applicatioﬁuof selection criteria as outlinedbin Chapter
IIl reduced this population to twenty-eight subjects. The sample of
twenty subjecis, balanced fér sex was then randomly selected from this
population. The findings are applicable to this group.

Although steps were taken to reduce the effects of the experimental
situation, the presence of the tape recording equipment aAd the one;to-one
situation with the researcher may have created a somewhat atypical
si;ugiion from a regular classroom environﬁent.
| Other variables which may have had an effect on the results, such as
verbal fluency, experiential background and previous instruction were not
controlled for in the study.

The cues analyzed in this stidy are a small number of the total
language cues that are 1nherent in wr1tten language. They have been
overtly -arked for analysts P0551b1e effects of other langugsf cues has

»

not been assessed.

-
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The reading test scores used in the study were derived fron‘group
tests, and may not reflect - the same accuracy as individual testq The
reliability of the test yaslgywever quite high PXR-20 »0.834 for decoding,
and 0.911 for comprehension) and the percentile scores were based on
local norms,

Siggifiéance of the Study

chording’to the Semantic Potentia! Theory of Lenguage, language
provides readers with information which has the potential &ofbecone
meaningfﬁl. One typé of information is termed text relations and concerns
itself with the information which marks relationships across propositions
or meaning un;ts in connected discourse. The results of fhis tudy should
provide 1nformat1on on ‘how these text relat1ons cues are ut111ned as an

: *
aid to comprehension by the reader. It may provide some information about

/
how written discourse can be made more comprehensible for the reader.
This stu&y will mark a beginn&ng point in the reception half of the
Semantic Potential Theory of Language and should provide some information
on the viability of this theory as well as direction for further research

in this area.

Plan of the Investigation

/-——s/

In Chapter II, the writer will present a review of the litefaturg
relevant to this study. Chapter III will contain ghe design of the study.
The f1nd1ngs will be presented and discussed In Chapter IV. Chapter V
will present an overview of the study, further dxscu551on of the f1nd1ngs

implications of the findings and suggestions for further research.
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CHAPTER 11
RELATED LITERATURE
In this chapter the writer will disc&ss the traditional investigations

.of context clues, the Semantic Potential Theory of Language, and
research findings that are related to components of the Semantic Potential

‘ )

Theory.

. Traditional View of Context Clues

The term '"context'" has had wide-ranging connotations. It has been
used to describe the total communjcative situation including all social
and psychological factors that enter into the situation and also in a more
limited way to describe the manner in which readers obtain word meaning.

Although research has been done over this wide range of "context",
S s

>

traditionally most empirical research seems to be oriented toward the
''word-meaning' connotation of the term. - This type of research.has
focussed upon 'context clues', those clues within.the text that aid the
reader in identifying the meaning of an unknown word in the text." Thé
goal then was £6 aid the reader in discerning the meaning of an individual
word from the clues_iﬁbofporated in the surrounding te*t. Traditional
rese;rch-studies reflect_this point of view of context clues, and‘has
often concerned itself wigh the identification, classification, and usage
of context clues for this purpose. |

One of the earliest works in thjs century that makes reference to the
importance of felationships anoﬁgLQords ;s'a clue to meaning was a study
by E. L. Thorndike (1917). Thorndike presented his subjects with a

number of paragraphs to read. After reading the paragraphs they were to

answer questionhs on the content of the paragraphs, referring back to the



av

1
paragraph as required. He found ;hat his subjects made many errors and '

felt that it was due to a lack of ability to see relationships among

words and senfences. Thorndike cn;f*d for a need for research iz the

area of context when he wrote: .

" ...little attention has been paid to the
dynamics whereby a series of words whose
meanings are known singly produces know-
ledge of meaning of a sentence or paragraph.
(p. 324) ' T

He went on to shed some light on this phenomena by likening paragraph

understanding to problem solving in-qmthematics:

-

‘
”Un(@rstanding a paragraph is like a problem
in mathematics. It consists in selecting
the right elements of the situation and
putting them together in the right relations,
and also with the right amount of weight or
influence or force for each." (p. 329)

Artley (1943) defined ten major clues and twenty-one sub-categories
of clues in written discourse. McCullough (1943) defined seveﬂ catégories
of context clues, ;nd Betts (1946) defined eleven such categories. More
recently, Ames (1965).identified fourtegn types of context clues
contained within written discourse. Dulin (1968), in examining the work
of the four réééarchers méntioned‘above, identified five categories of
context clues thaf were comgon to all four classification schemes.

Cloze research into reader utilization of context clues as'an aid to word

understanding has tended to follow a regular pattern. Rankin and N
—

Overholser (1969) used a Context Test to determine the -ability of grades

- *

fou;, five and six subjects to use Ames' classification of context clues

to acquire word meaning. This Context Test consisted of a number of -

items which were presented to each subject. Each item contained an
embedded context clue and a blank space. The subject was required to
read the item, and by using the embedded clue, pProvide the missing word,

\
L
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or an acceptable synonym. They found that there ware differences 1
difficulty among the thirteen context clue‘s studied, the percentag of_
accuracy ranging from twenty-six to sixty-nine percent. They al;o found
that the fank order of diffic*lty among the thirteen clues was highly
consistent among grade levels and reading levels within grades and that the
average range of a.uracy increased over the grades. They concluded that
reading ability is predictive of the ability to use each of t;\e thirteen
context clues, since the differences among grade levels in their ability to
utilize context clues could be accounted for almost entirely by differences
in reading ability,. ‘ - ,

A similar study was ‘cc;nd{icted by I:aing (1974) using subjects in grades
four, six and eight. She embedded Dulin's five categories of context’
clues in sentences and pardgraphs to determine the ability of fifty-four
subjects to process these embedded clues iﬁ order to acquire word meani"ng.
The task of the subje;:t was to usé the embedded clue to supply a meaning
for: (a) a familiar word which was represented by a b~lank space or a
nonsense word,‘and (b) an unfamiliar word th%ht was underlined in the text.
One of her findings was that the ;/ery proficient ar;d proficient readers
were able to make better use of all five types of contextual clues to unlock
the meaning of unfamiliar words than could the less proficient re

¢
In an effort to determine whether or not it is profitable to tea

the use of a classification scheme of context clues to children Askov and

Hamm (1976) administered a'pretest to 133 subjects in grades three, four
and five., The pretest assessed the subjects' ability to use cause and
effect, direct description and contrast, as contextual aids to unlock word

meaning. The pretest incorporated a cloze technique, with four multiple

choice answers supplied. After administration of the pretest the subjects



were divided into experinentnl and control groups. The experimental
group receiv:d approximately four hours instruction in the use of these
three contextual aids while the control group received no instruction.
Both a posttest administ;red after a two-week period and the re-
administration of a pretest after a si*-week period indicated that the
subjects who received instruction were able to use the three context “
clues to unlock word meaning significantl;‘better thin the control group.
The pattern)that.becomes apparent from the design of these studies
is threefold: (a) the use of context clues as aids to the acquisition
of word mganing, (b) the use of gpbedded clues in test items, and (c¢) the
use of sentencestgpd/or short parégraphs as~test ite;s. The research
seéms Eo clearly indicate that context clues can be a powerful aid to
g;ining word meaning, and it appears that the’use of\c}ues embedded in
sentences and paragraphs is a viable method of obtaining data. The ability

to use these context clues can undoubtably aid the reader in acquiring

word meaning. The acquisition of word meanings however is not the only
' ~

~
4

coTponen{ of the comprehension\ta;i. N

Isakson and Miller (1976) conducted research that was somewhat
different than those above in that rather than assessing the subject's
use of context élues to ascertain word meaning, they assessed good and
poor reader's sensitivity to syntactic and semantic cues withjn the
context of a sentence. Each of the fqrty-gijht grade four subjects were
'asked to read orally one sentence from each of twelve sentence trios.
The main verb was manipulated so create three types of sentences within
each trio. Type A sentences were syntactically and semantically

acceptable, Type B sentences were syntacticaily acceptable but semantically

unacceptable, and Type C sentences were syntactically and semantically
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;§nacceptnble. Each subject read four sentences of'onch type. Isakson o
nd Miller hypothesized\that good comprehenders would show an increase
in oral rendiﬁg errors from type A té B to C and poor comprehenders would,
not. They found that good comprehenders made fewer errogs on sentence
types A and B, however their errors increased significantly on type C

sentences. Poor\comprehenders on the other hand made the same number

of errors on all fthree sentence types. They concluded that good

comprehenders, i#n* their quest for meaning are sensitive to language
censtraints within the context of a sentence. Poor comprehenders on the
other hand view reading as a word recognition task. They are not
affected by the presence of syntactic or semagtic violations in senfeﬁces
tﬁey read and therefore they do not utilize the language structure and

’
the syntactic and semantic cues within the sentence context to integrate
individual wofd meaning into sentence meaning.

Researchers of context have realized the importance of relationships
of words within a sentence as a clue to word meaning. Similarly, res;arch
has demonstrated that sentence meaning is also dependent upon the
relationships of sentence constituents. Jusé as the meaning of a sentence
is not the sum of its individual word meanings}{but rather is dependent
upon the relationship of words to one another‘within the sentence un{t,
so also is the meaning of extended discourse dependent in part on the
relationship of its constituent parts, both words and sentences. To study
the effects of surrounding context on the comprehension of extended dis-

course a view of context which differs from the "word meaning acquisition"

view is required.

o



Semantic Potential Theory of Langulge

o

The Semantic Potential Theory of Language (Fagan, 1978) seems to

provide this different view of context as it relates to the understanding
of connected discourse by the reader.

Language is seen as containing various kinds of information which
provide input for the listener/reader who then constructs meaning on the
basis of the language cues ut{lized. Meaning, which is triggered by

)
linguistic factors is viewed as a psychological construct. One type of
linquistic information that 1is convezss in a language utterance is termed
Text Relations. The term "text' is chosen rather than '"context' Mecause
the latter term suffers from wjde-ranging views from the narrow sense,
as has been shown above, i.e. word meaning clue;; to an all encompassing
sense incérporating the total communicative situation which includes the
life-experience of the sender and receiver. The word text refers to
continuous language output tﬂat extends beyond the single ut:erance, i.e.
connected discourse. The basic unit of meaning is the proposition and may

. ¢
specifically to relations across propositional units. The concern

*p\::;f by the propositional form (See Appendix B). Text relations refer
therefore is the’ relationships that are triggered between propositional
units in connected discourse rather than the relations between iteﬁs
within propositions. Total paragraph comprehension is the goal. Text
Relations may be sub-divided into two types of relations, referential and
logical (see Ch;ptcr I).

Just as the meaning of a sentence is not simply the sum total of its
constituent word meanings but rather is affected by the relationships

inherent among those words, so also the meaning potential of connected

discourse is dependent upon the perception of relationships inherent across



the units of meaning contained within tﬁo-bnnlngo. The Semantic Poteptial
Theory of language with 1ts delineation of Text Relations appears to
Provide a viahle theory wherehy the study of these relationships can be
undertaken. This theory is newly developed (1978) and as a result, other
than the study in which the theory was developed there is no published
researchglhat has utilized this theoretical base for research purposes.
There has been, however, some research which, though not based on the
theory directly, does have implicntions‘for some components of the theory.
* Research Related to Components of the Semantic

Potential Theory of Language

Robertson (1966) studied the relatiofiship between a knowledge of >
connectives and reading achievement. Connectives studied 1ncluded
subordinate c¢lause connectives (although, because, if, so, that, when,
where), relative pronouns (that, which, who), co-ordinate clause
connectives (and, but, for, yet), connectives which link sentences
(however, thus), and a special case of "absent" connectives. Many of
these are identical to those connectives contained within logical relatisns
in the Semantic Potential Theory of Language. She found a‘significant
relationship between the understanding of connectives and reading ability,
and a developmental increase in understanding of the seventeen connectives
over grades four, five and six. In addition, she found significant
differences in the rate of development of understanding of differeq}
connectives and a significant variation of understanding of connectives
within grades.

A study of ;rononinal reference (a set of cues within the referential
component of the Semantic Potential Theory of Language) was conducted by

Miller (1976). He investigated the ability of high and low grade two




readers to comprehend the antecedent/anaphora relationship by exémining
(a) the number of antecedents interacting in ; discourse, (b) the
dista,ce between antecedent and anaphora, and (c) the anaphoric category.
He found the high readers significantly better at comprehension of the

antecedent/anaphoric relationship regardless of the variable tested. He
also‘found that the nominative category (pronouns functioning as sentence
subjects) was the least difficult to comprehend, the objective category
(pronouns functioning as direct and indirect objects, or objects of
prepositions}, the next to least difficult to comprehend, and the genitive
category (pronouns that indicate possession), the most difficult to
comprehend. |
Summary

Many investigations into the nature of the reading process over the
years have demonstr;ted the importance of context, both in its broadest
and narrowest senses, to the acquisition of meaning. Most investigations
in recent years seem to be concerned with word meaning in unrelated
sentences or short paragraphs. There has been little empirical research
into the nature of context in terms of the establishment of meaning
across propositional or idea %nits in connected discourse. The Semantic
Potential Theory of Language (Fagan, 1978) appears to offer a theory
whereby the use of referential and logical relations cues in text can be
analyzed in order to assess their effect upon the acquisition of meaning.

One method of assessing the effect of these cues is investigated here.

The design of the study will be presented in the next chapter.



CHAPTER I1I

THE DESIGN OF THE STUDY .

In this chapter the writer will discuss the experimental design of
the study, the theory base for the analysis of the data, instruments,
sample selection, procedure, analysis of data, and statistical analysis.

The Experimental Design

The design of the study was based upon a one-way analysis of variance
with repeated measures. Since the purpose of this study was to'assess
the effects of differing amounts of categorized’informational input on
text retrieval (as demonstrated by oral recalls) three passages wer;
administered to each subject. These passages Qere similar in content
and narrative style and were controlled for number of propositions (a
unit of meaning consisting of a verbal unit plus one or more nouns). The
three passages were controlled in order to reflect differences in two
elasses of referential connectives (categories one and two) and also in
two classes of logical connectives (categories three and four). These

controlled passages thus represented the independent variables. The

following diagram is a summary of the experimental design:

Passage A P 1 2 3 4
Passage B P 1 2 3 4
Passage C P 1 2 3 -4
P = propositions

1 = category 1
referential information
2 = category 2

3 = category 3

logical information
4 = category 4

17
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1.Q. and S.E.S. were not considered as important factors (Fagan, 1978)
and therefore were not included as variables in the design. A reading
comprehension score was recorded and was analyzed for correlation with
the five va;iables across all three passages. .

The Theory Base for the Analysis of the Data

The basic theory underlying the analysis of the data is the Semantic
Potential Theqry of'Language (Fagan, 1978). This theory considers
language as containing various kinds of information cues that may be
used by the reader to construct meaning. One type of information is
Text Information which—fscludes words that signal relations between pro-

4

positions, or units of meaning. Text information can be syp-divided into

two classes, referential relations and logical relations. eferential

relations are indicative of either a backward relation (re s to an
aniecedent) or a forward relation (refers to a postcedent Antecedents

may be signalled by such referential connectives as pronoun, relative

pronoun, repetition, synonym, class inclusion, derivation, inclusion or

formal repetition, while postceéents may be signalled by‘pronouns or
complementizers. Logical rela{ions between propositions may be signalled

by such logical connectives as spatial, conditional, conjunction, tem-

poral conjunction, disjunction, temporal disjunction, contrast or comparison.
For definitions and examples of the above referential and logical connectives,
see Appendix A. The referential and logical connectives were divided ints
categories for tHe purposes of this study (Chapter II). These classes of

Text Information were used as a basis for the selection of instruments

and the analysis of the data in this study.
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Instruments

The passages that were selected for this study were previously analyzed
by Adams (in progress) for text information in accbrdance with the Semantic
Poientia{ Theory of Language (Fagan, 1978). Adams analyzed the text infor-
mation in six stbries in each of six different grade four reading seri;s
presently approved for use in the Province of Alberta. “Adams' means for
each category of referenti;I and logical relations weré utilized to
identify éassages that were closest to the mean across all categories of
relations and thus a "typical" grade four passage was selected. Once
this passage was identified it was necessary to find two other passages
that were similar in content and narrative style that could be utilized
in the study, as "atypical" passages. The length was adjusted so that

¢
there were one hundred propositions in each passage. It was decided
to use passages from the Nelson Language DeJ:Eopment Program for two
TEeasons:
.

a) This program was only recently authorized for use in Alberta

and therefore was not likely being—widely used by the population,

and .

b) two other passages from this series were similar in content

and narrative style and it appeared as though these two coufd be

adjusted without too much difficulty to be the "atypical' passages.

The two passages other than the '"typical" were rewritten in accordance .
with the following criteria:

a) Each passage included one hundred propositions.

b) One passage was re-written so that it would contain approximately

thirty-two percent less information in each category (one, two, three,

and four) than the "typical' passage. This passage then became
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known as tﬁe "atypical less' passage.

c) One passage was re-written so that it would contain approximately
thirty-two percent more information in each catego;y than the "typical"
passage. This passage became known as the "atypical more' passage.
Jennie was the "typical' passage while Percy was the "'atypical less"
passage and Scotty, the "atypical more'' passage. (See Appendix C).

The following table shows the information per category in all three
passages, the percentage, difference in each category between the typical

and atypical passages and the average percentage {Pfference across all

categories between the typical and atyﬁical passages.

TABLE, III - 1

PERCENTAGE DIFFERENCE IN EACH CATEGORY AND AVERAGE PERCENTAGE
DIFFERENCE ACROSS ALL CATEGORIES BETWEEN TYPICAL
AND ATYPICAL PASSAGES

PASSAGES CAT. 1 CAT. 2 CAT. 3 CAT. k Average
Diff.
PICAL-ATYPICAL LESS 25.6 28.5 35.3 36.3 31.4

TYPICAL-ATYPICAL MORE 33.7 28.5 35.3 36.3 33.4

The final step was to randomize the order of the selected instruments in
order to eliminate effects due to practice.

Selection,of the Sample

:‘ 2

The sample far {ﬁis study was selected from three schools within the
Edmonton Public School'System. The number of grade four students avail-
able within these schools was eighty-nine. Although sex was noi considered
as a factor, the researcher felt that the sample of twenty should be
balanced and consequently chose ten male and ten female subjects. Six

factors were considered in selecting a sample from this population of



eighty-nine:

' ~
a) Repeaters: Four subjects were dropped from the population
because they were repeating grade four. | ~ N

b) Pilot Study: Three subjects were dropped from the population
.because they were exposed to the i@ struments during a pilot study.

c) Results of Edmonton Public Schools Elementary Reading Test:

This test was constructed of materials available from: The Edmonton
Public School District #7, Two Publishing Companies (Houghton Mifflin
Company and Thomas Nelson and Sons (Canada) Ltd.),. and The Ontario
Institute for Studies in Education. The test contains sixty-three
questions to assess student's decoding skills and seventy-seven
questions designed to assess comprehension skills. It was administered
to all grade three students in Edmonton Public Schools in May of 1977.
The results were tested for reliability at that time using the KR-20
formula. The reliability for the decoding sectiomr of the test was
0.834 and for the comprehension section 0.911. Content validity was
attained by having committees of teachers analyze the test items.

For the purposes of this studf it was assumed that those students

wbo;e scores on both sections were 'average'' im May, 1977 were likely
to be "average' in these skilis in April of 1978. The criterié for the
sample selection thenfbecame a score of fifty percentiie or greater

on the decoding section of the test and a score of beéween the
twenty-fifth percentile and seventy-fifth percentile, i;e., within

one standard deviation of the mean, on the comprehension test. Since
the nature of the task of this stady was basically a comprehension

task the researcher felt that setting the cut-off point on the deco&ing

section at the fiftieth percentile would eliminate those subjects who

/ .
/
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may experiénce woré identification problems. On the basis of this

criteria a further fifty subjects were eliminated from the population.

d) No results on the Edmonfon Public Schools Reading Test: A

fugther three subjects were dropped from the population because they

haa ;ot written the Edmonton Public Schools Reading Test due to

absence or they did not atten& Edmonton Public Schools in 1977. ,

e) English as a Second Langu;ge: One subject was dropped from the

sample because English was not his mother tongue and although he

met all other criteria set forth for sample selection he was experienc-

ing difficulty with oral expression;

f) Nelson Language Reading Program: As the instruments were derived

from this Reading Program it was imperative that no subjects had used

these materials in their instructional program. As none of the subjects .

in the population had used the program, no one was eliminated under

this criteria.

The application of the above criteria to the grade four pupils- at the
three schoois reduced the population for the study tp twenty-eight subjects,
fifteen male and thirteen female. This population was then listed in two
groups, male and female and subjects were randomly eliminated from each
group leaving a sample of twenty subjects,'ten male and ten female.

Procedure

The researcher first met the sample subjects as a group at each school
to explain what the study was about and te specify that it was not a'test
situation and would not therefore be considered as an evaluative'too{.

Each subject was then taken one at a time into a room with tape récording

equipment set up. The-subjects were informed that they would be recorded,

however the recorder and microphone were hidden from view so as not to
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distract them in any way.  The instructions to the subject were as follows:
"I have three short stories here and I am
going to ask you to read each one silently
to yourself. After you finish reading each

story I am going to ask you to tell me what
the story is about.” A

The subject was then preseﬁted with the stories, i; random order and

after reading each story was asked what it was about. When it appeared
that the subject was finisﬁed with the recall he/she was asked if th?re
was anything else. The recalls were recorded and later transcribed for

analysis.

Analysis of Data

The transcribed recalls were analyzed in the following manner:
T-units: The unaided recalls were divided into T-units (main‘glauses
with anx/ﬁﬁﬁs;aihate clauses that may be related to it).
Mazes: All series of words, parts of words, repetitions or unattached
sound fragments that did not constitute a T-unit were identified and .
deleted from the recall.. Four types of mazes (Loban, 1976) were
identifieq ;nd deleted: .ot
a) Noise: the audible pause (er, uh, um)
b} repeat: the repetition‘of phrases, words or parts of words
c) edit: word tangles resulting from a correction of content o;
syntactic structure, or a phénge of direction
d) holder: Marking time® before continuing (Well ...)
Mazes were then discarded and the T-units were then analyzed into proposi--

tions which were counted and recorded for each passage recall by each subject.

The protocols were then analyzed for the number of propositions, m‘

of referential connectives (categories one and two) and number of lggical

¢

connectives (categories three and four).
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Reliability:

In order to assure fhe reliability of the above anglysis by the
}esearcher an independfnt judge also analyzed the recalls of five subjects,
The number of propositions as well as the number of referen;ial and
lbgical connectives in cach category (one, two, three and four) were

analyzed by this judge. Interrater agreement was calculated by using the

ch observer is doubled and then is divided by

|

Arrington Formula as outljned by Feifel and Lorge (1950) where the number
of scores agreed upon by

this total plus the.disagfeements.

i.e. 2 X Agreements

{2 X Agreements) + Disagreements
This calculation is then expressea as a percent. The percentage agree-
ment between the researcher and the independent judge for the number of
propositions and number of connectives in each category is given ié the

following table.

TABLE III - 2

INTERRATER RELIABILITY

Propositions Cat. 1 Cat. 2 Cat. 3 Cat. 4

Percent 98% '95% 90% 97% 97%
Agreement

Statistical Analysis

The statistical treatment of the data involved a one-way analysis of
variance with repeated measures across all three passages. The number

of propositions and number of referential and logical connectives in each
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category were compared across all three passages for each subject. At
Newman-Keuls comparison bethen ordered means was also utilized to indicate
where significant differences occurred across p;gi;ges.

The degree of relationship between the reading comprehension score and
each of the five variables across the three passages was assessed through
Pearson product moment correlations.

The results on both the analysis of variance and the correlations
were accepted as significant when the probability reached p¢ .05,

Summary

This chapter has discussed the experimental design of the study, the

theore;ical base for the analysis of the data, thevinstruments, sample

selection, experimental procedure, analysis of the data, and an outline

of the statistical analysis has been included.

.



CHAPTER IV

RESULTS

This chapter contains the results of the study and is organized in

the following manner: each hypothesis is re-stated from Chapter I and

a statement of rejection or non-rejection is given, followed by table

containing the data on the basis of which the hypothesis was or was not

rejected, and finally a discussion of the results.

Further tables are

pe

’
included in the discussion as required. The chapter is concluded with a

summary,

Hypothesis la

—~

There will be no significant differences between Passages A, B and C

for the number of propositions recalled.

This hypothesis was not rejected.

TABLE IV - 1

(Table IV - 1)

ANALYSIS OF VARIANGE FOR PROPOSITIONS RECALLED ACROSS PASSAGES

SOURCE OF VARIATION SS DF MS F-RATIO
BETWEEN PEOPLE 2179.40 19 114.71

WITHIN PEOPLE 1674.00 40 44 .85

TREATMENTS 72.40 -2 36.20 0.86*
RESIDUAL 1601.60 38 42.15

TOTAL 3853.40 59

*probability of F = 0.4317 (not significant)

26



Discussion : ‘ R
The number of propositions recalled by each subject was analyzed by
@ one-way analysis of variance with repeated measures for each of the three
passages. The results of the analysis did not reveal significant differ-
ences in the number of propositions recalled across the three passages
although the mean number of proposifions recalled for each passage varied

L 8
as shown in Table IV - 2 below: .

TABLE IV - 2

MEAN NUMBER OF PROPOSITIONS RECALLED FOR EACH PASSAGE

PASSAGE gAN
e X
A (typical) ; 17.80

B (atypical more) : 18.50

C (atypical less) 20.40

.

The passages were presented in random order and therefore the hier-
archical nature of the above means should not be due to practice effects.
The fact however that there is no signific;nt difference in the number of
propositions recalled across the three passages seems to indicate that
for the average grade four readers in this study the different numbers of
referential and lgiicgl connectives within the three passages was not 2
significant influence in their memory for text reconstruction.

One possible explanation for this finding comes from Clark and Clark

(1977). 1In reviewing the literature on -§nory, they point out that the

proposition is the basic unit used by readers to reconstruct meaning. If
N )
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this is the case, then perhaps the number of propositions within.the

-
passages (in this:sci"’hore were one hundred in each), rather than
between-proposition connectives, is the overriding factor in determining
passage recall from semantic memory. Research by Kintsch and‘qunan
(1973) showed that the greater the number of propositions the more reading
time was requited by their subjects.

Another possibility is that "absent' connectives such as those defined
by Robertson (1966, p. 66) which were not explicitly stated in the text
could have reduced the influence of ‘the overtly stated connectives by
providing a balance within categories and therefore had the effect of
help}ng to equalize the number of propositions recalled.  For {é:?ple,
in Pasgage C (atypical less) the following sentence appears:

"Percy let out such a loud squawk Mrs.
Gray gave in and turned on the set."

The referential connective 'that'" is not explic;tly stated in this sentence,
however the reader in applying his own linguistic knowledge to the page
may perceive the relationship betw;en the clauses of tHRe sentence and in
fact may in his propositional reconstruction process regonstruct the
proper referential connection such that he would recall the sentence as:
"Percy let out such a loud squawk that Mrs. v
Gray gave in and turned on the set."
This in fatt would add another connective fd ‘the category one group.
Pearson product moment correlations show & high degree of significance
between the number .of propositions recalled and the number of category
one, two, three, and four connectives recalled for Passages A (typical)

and B (atypical more). For Passage C (atypical less) these correlations

are significant only for categories one and three although category two

r : | :



approached significance (p. < .06) (Table IV - 3). This suggests that there

was a consistency between the recall of propositions and the recall of
A}
the connectives that join them.

TABLE IV - 3 . Q\\\M‘

PEASON PRQDUCT MOMENT CORRELATIONS FOR THE NUMBER OF PROPOSITIONS :

AND NUMBER OF CATEGORY ONE, TWO, THREE AND FOUR CONNECTIVES
RECALLED IN PASSAGES A, B AND C

e —m e e et s em = . s m e m = me o m —e e e e w mie it = e e mm e e o e~ B e

PASSAGE CAT. 1 CAT. 2 CAT. 3 CAT. 4
A 0.869** 0'4ﬁ;. 0.826%* 0.830**
B 0.917%* 0.648*%* 0.834** ' 0.603**
C 0.910** 0.419 0.840** 0.349

* p.€.05 '

** p. £.01

Hypothesis 1b .

There will be no significant differences between Passages A, B and C
for the number of referengial category number one cues recalled.

This hypothesis was rejected. (Tabye IV - 4)

Discussion )

The number of category one cues reca}}ed by each subject was analyzed
by a one-way analysis of variance with repeated measures for each of the,
three passages. The results of the‘fnalysis indicated significant differ-
ences across the three passagif. The mean number of category one. cues {5

called for each passage is shown in Table IV - 5 below:
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TABLE IV - 4
-

ANALYSIS OF VARIANCE FOR CATEGORY ONE CUES
RECALLED ACROSS PASSAGES

-

SOURCE OF VARIATION SS DF MS F-RATIO
BETWEEN PEOPLE 1762.85 19 92.78

WITHIN PEOPLE 2173.34 40 54 .33 7.05*
TREATMENTS 588.43 2 294 .23

RESIDUAL 1584.90 38 41.71

TOTAL 3936.18 59

* probability of F = 0.002 (significant)

TABLE IV - 5

MEAN NUMBER OF CATEGORY ONE CUES RECALLED FOR PASSAGES A, B AND C

PASSAGE MEAN
A (typical) ) 16.40
B (atypical more) 23.95
C (atypical 1less) 19.00

2

In an effort to determine where these differences occurred the data
were further analyzed bx a Newman-Keuls Comparison Between Ordered Means.

The differences between passages are shown in Table IV - 6 below:
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TABLE IV - 6

SIGNIFICANT DIFFERENCES BETWEEN PASSAGES FOR
CATEGORY ONE CONNECTIVES

PASSAGE A - B PASSAGE A - C PASSAGE B¢ C

.01 N.S. *.05 ‘

-

This analysis revealed a significant difference'(p ¢ -01) for category
one cues recalled between Passage A (typical) and Passage B (atypical
more) and a significant difference (p ¢ .05) for category one cues reca led
between Passége C (atypical less) and Passage B (atypical more). Ther‘
was however no significant difference for category one cues recalled
between Passages A (typical) and Passage C (atypical-less)x

Category one cues included such referential cqnnectives as pronouns,
relative pronouns, complimentizers, synonyms, and repetition. The results
of the analyses indicates that the recalls of average grade four readers
reflects the presence of category one connectives when such connectives
are present in greater numbers than the tvpical passage. This relation-
ship however does not appear to ofcur in the opposite direction, i.e. when
the category éne connectives are present to a lesser degree than in typical
di%course. It may seem strange that such a relationship should occur in
one direction and yet not in the opposite direction, however a possible
explanation' may be found if one looks at the relationship of written and
oral language development.

Miller (1976) in his study of grade two Q‘Pjects found that those
subjects who best understood the antecedent/anaphora relationship in

written language produced a smaller percentage of anaphora (in his pronominal

)
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anaphoric categories) in oral language. He postulated that the use of
pronouns and anaphora could be linked to language maturity. Fagan (1978)
found no significant differerce among subjects aged nine, ten and eleven
in their oral language production of cat,gory one connectives. ﬁerhaps
the language maturity that Miller postulated has been achieved by age
nine. If this were the case, then it might follow that the antecedent/
postcedent relationship in oral language is well-understood by age nine,
When recalling information that has been presented visually the reader
1s dependent not only upon his oral language capabilities, the also upon
the various information that is conveyed in written language. The pPresence
of varying numbers of Category one connectives plus other linquistic
information appears to reflect the level of maturity of the subjects in
responding to written language. Thus, when a considerable number of
referential connectivif (of the category one type) are present,‘they are
noted by the readers and used in their recalls.

Hypothesis 1c¢

There~will be no significant differences between Passages A, B and C
for the number of referential category number two cues recalled.

This hypothesis was not rejected. (Table IV - 7)
Discussion

The number of category two cues recalled by each subject was analyzed

k

by a one-way analysis of.variance with repeatéd measures fo; each of the
three passages. The results of this analysis revealed no significant
differences among the category twogs recalled over the three passages.

There is however a difference in the mean number of catefory two cues

recalled as shown in Table IV - 8.
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TABLE IV - 7

4

ANALYSIS OF VARIANCE FOR CATEGORY TWO CLUES
RECALLED ACROSS PASSAGES

SOURCE OF VARIATION SS DF MS F-RATIO
BETWEEN PEOPLE 41.33 19 2.18

WITHIN PEOPLE 50..00 j&& 1.25

TREATMENTS 3.03 2 1.52 1.23w
RESIDUAL 46.97 38 1.23

TOTAL -91.33 59 Aj<f_—l

* probability of F = 0.31 (not significant)
'd
TABLE IV - 8

MEAN NUMBER OF CATEGORXJTWO CUES RECALLED FOR PASSAGES A, B AND C

.

PASSAGE ~ MEAN
A (typical) 1.05 '
B (atypical more) . ) 1.60 ’
C (atypical_less) e 1,35

Category two included such connectives as class inclusion, derivation,
inclusion, and formal repetition, all of which refer to an antecedent in
the text. It appears as though the varying of the number of these cues in
written discourse has little effect on their use in oral recall. Fagan
(1978)‘found a significant difference in the use of class inclusion,

derivation and formal repetition in the oral language output of subjects
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aged nine, ten and eleven. These findings suggested the greatest differ-
ence between subjects aged nine and ten, with the ten year olds producing
more of these types of cannectives. It seems possible that the oral
language development of the subjects in the present study may not have
reached the stage where category two connectives are commonly used. 1If
this were the case then the presence of category two connectives in written
discourse may not elicit a category two retrieval from semantic memory . '
Indeed a cursory glance af»commercial materials indicates that category

two connectives are seldom taught in a formal manner. Ibgs it is possible.
that the subjects were unfamiliar with thei; function in written language

and consequently ignored them in their recalls.

Hypothesis 1d .

There will be no significant differences between Passages A, B and C
for the number of logical category three cues recalled.

This hypothesis was not rejected. (Table IV - 9) \

TABLE IV - 9

» ANALYSIS OF VARIANCE FOR CATEGORY THREE CUES
"RBCALLED ACROSS PASSAGES

SOURCE OF VARIATION Ss DF " Ms F-RATIO
BETWEEN PEOPLE . 299.93 19 15.79
WITHIN PEOPLE 338.00 40 8.45
TREATMENTS 7.23 2 3.62 0.42*
RESIDUAL 330.77 38 8.70
—
[ 4
TOTAL 4 637.93 59

* probability of F = 0.66 (not significant)
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Discussion ,
The number of category three clues recalled by the subjects was
analyzed by a one-way analysis of variance with repeated measures for
each of the three passages. The results of thig analysis revealed no
significant differences among the three passages for the number of
category three cues recalled. Once again there was some variation in

the mean number of category three cues recalled as shown in Table IV - 10.

TABLE IV - 10 ,

MEAN NUMBER OF CATEGORY THREE CUES RECALLED IN PASSAGES A, B AND C

PASSAGE MEAN

A (typical) 7.55

B (atypical more) 8.20
/ 0

C (atypical less) 8.35

¥ 4

Category three connectives included conjunction and tempdral dis-
junction. The manipulation of these connectives in the three passages
had no signific#nt effect’uponlthe use of these connectives in the recalls.
These connectives are basically used for conjoining equivalent propositions
or demonstrating a sequential relationship between propositions.

Robertson (1966) found that the conjunctions "and" and 'but" posed
difficulty for subjects in grades four, five and six on the Written

Connectives Test. It seems possible that the subjects of this study (grade

four) do not have enough facility with these connectives to the point that
varying the numbers of these connectives will affect their recalls.

Another factor may be the multi-function of the connective "and then'. It



-8 .
seems to this writer that the connective "and then' can be used to signify

a sequen:;al relationship 8r simply to mean "this is what I remember
next' rather than explicitly "this is what happened next". If this were‘
the case, then the indiscriminate use of the "and then' connective in oral
recalls could interfere with the understanding of the manipulated
connectives and may be reflected by non-significant differences in the
analysis of the number of connectives recalled.

Hypothesis le

There will be no significant differences between Passages A, B and C

for the number of logical category number foug cues recalled.

This hypothesis was not rejected. (Table IV - 11)
. b

TABLE IV - 11

ANALYSIS OF VARIANCE FOR CATEGORY FOUR CUES
RECALLED ACROSS PASSAGES

SOURCE OF VARIATION ss DF MS F-RATIO
BETWEEN PEOPLE\\_/F\ 86.60 19 . 4.56
WITHIN PEOPLE ' 85.33 40 '2.13
TREATMENTS - 3.43 2 1.72 0.80%\
RESIDUAL 81.90 38 2.16
TOTAL 171.93 59

N \

* probability of F = 0.46 (not significant)

§
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Discussion

v .

The number of category four cues recalled by each sUbject was analyzed
by a one-way analysis of variance with repeated measures for each of the
three passages. The results revealed no significant differences for the
number of category four cues recalled acgoss the three passages. The mean
number of category four cues recalled per passage is shown in Table

IV - 12,

TABLE IV - 12

MEAN NUMBER OF CATEGORY FOUR CUES RECALLED IN PASSAGES A, BAND C

PASSAGE : MEAN
A (typical) | ) 2.25
B (atypical more) 2.15
C (atypical less) ) 1.70

Category four cﬁes included such connectives as conditional, dis-
junction, temporal conjumction, contrast, comparison, and spatial. Fagan
(1978) found little usage of any of these logical connectives with the
exception of the conditional among subjects aged nine, ten and eleven.

They also a o be infrequently used in written language. The number

of conngCtives in this category in each of Passages A, B and C were seven,

eleven, and fifteen respectively. Rgrhaps the infrequent use in both oral
. \

and written language combined with the little emphasis they receive in

formal teaching may explain their lack of significance in influencing oral

recalls.

v
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Hypothesis 2

. There will be no significant relationship between reading achievement
scores and, |
a) the number of propositions recalled,
b) the number of category one cues recalled,
c) the number of category two cueslrecalled,
d) the number of category three cues recalled, and
e) the number of category four cues recalled for each of the three
passages. |
Hypothesis two (d) was rejected for Passage A (typical) and two (e) was

rejected for Passage C (atypical less). Except for these two cases, this

hypothesis was not rejected. (Table IV - 13).

TABLE IV - 13

PEARSON PRODUCT MOMENT CORRELATIONS FOR READING ACHIEVEMENT
AND NUMBER OF PROPOSITIONS AND CATEGORY ONE, TWO, THREE AND FOUR
CONNECTIVES RECALLED IN EACH PASSAGE

R
PASSAGE PROPOSITIONS CAT. 1 CAT. 2 CAT. 3 CAT. 4
‘A 0.345 0.301 0.132 0.482* 0.320
B -0.285 -0.346 -0.069 -0.104 -0.232
C 0.152 0.067 0.080 0.064 0.763**
* p.<.05
L
** p. ¢ .01
Discussion

The significant relstionship between reading achievement scores and

text cues occurs only for logical connectives, (categories three and four),



/

and only if Passages A and C, the typical and atypical less passages
respectively. Since a significant relationship does nat exist when many
of these connectives ;re present, i.e. in Passage B; it appears that high
‘reading achievers may be more effective in understanding and utilizing
these logical connectives when there are few present in text material.
Oral 1$nguage maturity may also affect the usage of these connectives in
reéall, for as noted by Fagan (1978), little use was made of these
connectives by children aged nine, ten and eleven, in an oral language
task. In addition it should be noted that there was not a great deal of
variation in the reading achievement scores of the subjects in this study
which would thus affect the strength of the correlations.
Summary
Five null hypotheses were tested in this study. The focus of these

hypotheses was whether varying the amounts of linguistic information

contained in connected discourse would make a difference in the recalls of

that discourse. Of the five hx..theses studied only hypothesis one was

rejected,

In generaliit may be concluded that varying the numbers of connectives

in discourse do s not influence the number of proposxtlons nor the number
of connectives rédalled. Some possible explanations have been put forth
in the discussion at the end of each hypothesis. Further possible

explanations will be addressed in Chapter V.
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Pearson product moment correlations showed few significant relationships

between reading achievement and the number of propositions and number of
L4

connectives of each category recalled. This may be due to three factors

which have been discussed, 1) the infrequent use of some types of

connectives in oral language, 2) the oral and written laﬁguage maturity of



the subjects, and 3) the narrow range of reading achievement within the

sample. .

A3
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CHAPTER V

. CONCLUSIONS AND IMPLICATIONS

/

This chaptei'will consist of a general overview of the study, a
further discussion of the findings, implications for teaching, and sugges-

tions for further research.

The étudy in Review .
o ’
The study was designed to test the effects of differing amounts$ of

text information contained in connected discourse on text retrieval. .The

.~ rd

text informatign utilized for analysis in this study was that which was

developed as part of the Semantic Potential Theory of Languige (Fagan, 1978).
R : .
‘ . (
Three passages, al} similar in content and style were selected from a

grade four basal reading series. The passages wegg re-written in order
. U e
‘ . {

A

""to maintain the_ same length in terms of propositions, that is, one hundred

. . -

propositions each. In order to reflect variation in the amount of text

information (referential and logical-connectives) contained within each

-

passage, one passagg pas, identified as a "typical”;grtdé four passage in
accordance with Adams' (in progre;s) means for inf&rmétion contained’in
stories of grade der basal ré}de}s.' A segond passage contained approxi-
maiely thirty-two percent more referential and logical relations than.

the "typical" passage,‘and was lqpelled the "atypic;l more'' passage. The
third passage contained approximately thirty-two perq@nt less referential
and logical relations than the "ty;iCal" passage and was called the
"atypicai less' passage.\ The sample for the study was composed of twenty
""average' grade four readers randomly selected from an assigned population
of eighty-nine grade four pupils in Edﬁonton-Publié Schools. The passages.

were presented to each subject in random order. Each subject was instructed

Q Vs
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to read each passage silently and after each passage had been read to tell
the examiner what the passage was about. These recalls were tape-recorded
and then transcribed into typed protocols for the purpose of analysis.

The protocols were first divided into T-units and mazes. The mazes
were then discarded and the T-units were further divided into propositions.
The number of propositions and referential and logical relations in each
category were then counted and recorded for computer analysis. The com-
ﬁhter analysis consisted of a one-way analysis of variance with repeated
measures for each passage. In gddition Pearson product moment co}relations
wJ;e calculated for reading achievement and each of the variables in each

passage.

Discussion of Findinxi .

The three passages were manipulated to reflect different amounts of
information, specifically referenp@al and logical relatioms. Referential
relations consisted of two categories of referential connectives, categories
one and two, and logical relations consisted of two categories of logical
connectives, categories three and four.

With the exception of category one, referential connectives (pronoun,

’
relative pro;;uq, complementizer, repetition, and synonym) there was no
significant diffeérence in the recalls across the three pasgages. The
adjus;ment of category two, three aAd four connectives across the passages
did not significantly affect the subject's recall of those passages. Since
this study dealt with the recall of manipulated discourse any discussion
of the results would be incomplete without addressing the question of what
factors influence the difficulty of a passage. Qris‘question has been

the focus of educgtignal researchers for many years.

' 0 .
Numerous researchers have attempted to deriwe formulae that would




43

\

1
. assess the readability or reading level of a passage. The formulae that

have been published consider many factors. However, the most common factors

that have appeared in readability formulae since the early 1920°'s art

vocabulary counts, syllable counts and sentence length. Same of these
formul;e will be discussed here. ‘

Lively and Pressey (1923) in what Klare ,(1963) calls the first true
readability formula considered three factors: (a) the number of different
words (b) the index of difficulty assigned to each word, based upon the

frequekcy of each word in Thorndike's Teacher's Word Book,'and (¢) zero-

value wards, those not appearing on Thorndike's list of 10,000 Most
Common” Words. Vogel and Washburne (19)8) devised a readéqility formula

that included Lively and Pressey's factors one and‘threc. and they also
considered as factors the total number of prepositions and the a#mber
of simple sentences in a sample of seventy-five sentences. Gray ‘and

LY

Leary (1935) in a landmark st in readabilitx considered five factors

>

vel of written material: (a) number
o A

common to Dale's list of\769 words),

to be indicati#éiof the reawj
of different hard words (th
(b) percentage of different words, (c) number of personal pronouns,
(d) aﬁ“faée number of words per sentence, and (e) number of prepositional
phrases. They also published an alternative formula which contained the
five factors mentioned above as well as three additional féctors, (f) the
_ ﬁumbef'of easy wonds\found in a passage of one hundred words, (g) the
percentage of polysyllables found in a passage and (h) the number of
simple sentences used in the passage. Thus Gray and Lear; extend?d the
vocabulary count concept to include a measure of sentence length, and a
count of syllables. As‘well by ineluding personal pronouns as a factor
/

they were introducing a referential connective to the readability variable

ol



list. Lorge (1939) also considered vocabulary count, ,sentence length and
prepositighal phrases. Perhaps the best known formula for readability was
that published by Flesch (1943). He considered three factors: (a) the
average sentence length in words, (b) the number of affixes-and (c) the
number of personal references. Flesch later (1948) derived two separate
formulae, one for reading ease, which considered the number of syllables
per one hundred words and the average number of words per sentence, and
the second as a measure)of readability in terms of hu;an interest, which
included the numbg;fof personal words and number of personal sentences

per one hundred ;entences as factors. Dale ;nd Chall (1948) also devised
a formula that has been widely used to assess readabi1i£y. Thev considered
average sentence length and percentage of words outside of the Dale list
“of 3,000 words. Spache's (1953) formula was very similar except word
difficulty was defined in terms of the Dale list of 769 words. Many
researchers have developed other formulae in more recent years, (Botel,
1962; Fry, 1965; McLaughlin, 1969, etc.) however the factors utilized in
these formulae differ little from the earlier formulae.

The major difficulty in readability formulae is that the factors
considered consist of isolated bits of linguistic information that is
contained in written discourse. If the purpose of.reading is to gain
understanding from a passage, then a measure of readability must also
measure the comprehensibility of a connected passage, for only when a
passage is‘ég;prehendable for the reader can it be fonsidered readable,
Such factors as vocabulary counts, sentence length, s;llable counts,yptc.
do not take into consideration the interaction of linguistic”informat;on

contajped in the text of written material. It is this interaction when

perceived and combined with the reader's knowledge and experi*gpefihat

>
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gives rise to comprehension. This inadequacy of readability formulae as
a measure of comprehensibility of a passage prompted the search for other
methods of determining the ''readability" of passages.

Taylor (1953) developed the cloze procedure as an ana}ytic tool
whereby the interaction of language is of prime importance. In order to
account for the deleted words in the cloze passage, the reader must
recognize the interaction ofdthe language and must call upon his linguis-
tic knowledge. He must 4lso be actively involved in the acquisition of

eheaning and must utilize whatever contextual clues are present. Because
of the ﬂature of the cloze task Taylor?and other researchérs have demon-
strated its viability ngt only as a measure of ''readability" but alsé as.
a measure of comprehension. Thus the cloze procedure seems to come closer
to the truth about the multiplicity of factors which make a passage
readable.

In recent years proponents of discourse analysis have developed theories
which propose other factors that may account for the difficulty of passagest
Rather than utilizing factors considered in readability studies these -
researchers have developed theories that tend to view a paragraph or
paségge as an entity of itsown and consequently they also focus upon the

interaction of language elements. These researchers tend to analyze dis-

course in terms of information units and their grammatical relationships
¢ty

™

and logical structure. Koen, Becker and Young (1969) view a paragraph
as a psychologicgl reality composed of three elements, lexical, grammatical
and rhetorical. Lexical elements are composed of such devices as word
répetition, synonyms, metaphor, paraphrasing and relative and personal
pronouns. The grammatical element consists of formal markers and the

rhetorical element consists of functional slots forming a pattern or
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sequence and filled by one or more sentences. Mosberg and Shima (1969)

studied the thematic organization of discourse. Kintsch (1972) studied

the propositional organization of discourse as the basis of semantic

(-3

memory for sentences. The Semantic Potential Theory of Language (Fagan,
1978) looks at linguistic information conveyed in discourse as composed
of three major elements, denotational information, relational informa-
tion, and text relations. It was with this latter element that the
present study was goncerned.

In addressing the question of what influences the difficulty of a
passage, many factor® have been suggested by researchers. A Ftudy of

.

the literature reveals that results of studies published to this point

in time strongly‘suggest that this question is extremely complex. There
appears to be a multitude of factors which play influential roles. These
factors seem to be interrelated and interdependent upon many other factors
that intérvene in the reading yct from time to time and from one passage

L} .
to another. It is only by continued research (both original and replica-
tﬁsn) that an_answer to this question méy evolve.

The great multiplicity ef factors that ihe above studies have revealed
suggests that the.truth can only be found by a strict experimental control
of all factors which may intervene. If however one wgre to attempt to do
this it may be difficult to have a true reading situation. It becomes
obvioug that some factors which were nbt controlled in the present study
May have been infPuential. in ﬁgllifyihg the effects.of the connectives utilized

in the study, and these factors are hypothesized as affecting the recalls.

. e . . .
The passa '.;hosen&for the stdﬁy were all written in the narrative
7

1

style. Diﬁfeisht styles of writing such as expository or descriptive
¢ ‘ \ '
styleSJmay reflect differing amounts of information in the form of the
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connectives studied. The use of many category four connectives (condltional,
v

disjunction, temporal conjunttion,,contrast; comparison and spatial)Uf;r

example may be much more frequent in an argumentive discourse since many
‘yf these connectives would be used in dealing with the counterbalancing

of situations, especially contrast, comparison, and disjunction. Simi-

larly the use of pronominal refesence would likely be substantially

reduced in expository material. The presén£ S$tudy dealt with narrative

prose only. The effects of the factor; studied in other types of languagé

L]

style is not known. Language style then may be a factor to be considered.
[ Sy

In this study th s were used, a typical passage and two
L o]

atypical passages, o acqntained approximately thirty-two percent N
more referential and logical connectives in each category and one which
contained approximately thirty-two percent less referential and logical
connectives in each category. The question arises as to whether or not
this arbitrarily chosegfggrcentage adjustment reflected enough differgnce
to have had aﬁ appreciable effect upon the recalls. ' *
Sqﬁ%}of the categories of connectivgﬁ, most notably those in categories
two and four appear to receive minimal usage in grade four basal texts.
The means for each connective, as found by Adams (in progress) appear in

Table V-1. The minimal usage of some of these connectives combined with i

the fact that many of them are not "taught" in commercial reading progranms

may have contributed to the subjects' lack of understanding and lack of ) 1
use of these connectives in their recalls.

Another factor which may have affected the outcome of this study- is
the content of the passages. When the reader is engaged in the act of
reading he not only brings his linguistic knowledge to the page, but also

his total experiential background. This expe,!‘%tia background of the



TABLE V - 1
£
MEANS FOR REFERENTIAL AND LOGICAL CONNECTIVES PER T-UNIT
FOUND IN A SAMPLE OF GRADE F@OR BASAL READERS BY ADAMS

REFERENTIAL CONNECTIVE MEAN LOGICAL CONNECTIVE MEAN

Category 1 Categorx 3

PRONOUN ’ CONJUNCTION 12.889
39.694 .

RELATIVE PRONOUN TEMPORAL DISJUNCTION 1.861

COMPLEMENTI ZER . N/A* Category 4

REPETITION 23.028 DISJUNCTION 1.056

SYNONYM 4.722 TEMPORAL CONJUNCTION 2.194

Category 2 CONDI TIONAL 1.778

CLASS INCLUSIO;\:> 2.278  CONTRAST 2.750"

DERIVATION o 0.722 COMPARISON 1.944

INCLUSION © 0.389 SPATIAL 0.639

FORMAL REPETITION 1.187

\

.
RV S S P P~ SO

-
*Adams did not include the ;pnplementizer in his analysis.

~ -
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L]

individual when combined wi;h the print will cﬁ@ﬁte certain emotional and
cognitive reactions to the passage. These reactions will differ iﬁﬁeach
individual according to his background experience. Though similar in

one aspect of content (human/animal interaction), the three passages
differed in specific content which may have given rise to different re-
actionsvin each subject, and may have affected the recalls. One passage
was about a boy and his dog, one about a woman and her parrot and the

third was about some children and their horse. In reading these passages

the subject who has lived on a farm or who has had a horse for a pet
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would experience a much different reaction to the story than tht//;b)ecf7
who was city-bound all his life and had never ridden on a horse. This
experiential factor and its relationship to story content was not con-
sidered in this study although it may have had an effect upon the recalls
of various subjects.

A study by Kintsch and Keenan (1973) demonstrated that the hierarchical
arrangement of propositions within a passaggzaffected the recalls of the ’
passage. They.found that propositions that were written at the super-
ordinate level were recalled significantly more than‘those propositions
at the subordinate level. In the present study, the effects of the
different structures of the passages (Appendix D) on the subjects' recalls *
were not analyzed.

Four of the five null hypothésis investigated in this study were not
e .
rejected. However this may not necessarily mean that the text varlables

. -

: >
investigated do not make\}\‘xfference to the amount of information ‘recalled.

-
Some factors which were not trolled in the present study and which may

have affected the outcome of this study have been identified and discussed
above.

Implications for Teaching

One of the ways in which students learn about the world is simple
exposure to its elemenis. Exposure or experience also has a great effect
upon language learning. The results of this study indicate that some of
the connectiv;s-studied are not used by grade four pupils, and an analysis
of commercial materials (Adams, in progress) shows that these pupils
receive limited exposure to many of them. The effects of minimal exposure

can be counterbalanced to a great degree by direct teaching and usage in

oral and written expression. That there is a need for direct teaching

"

€
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of connectives such as those in categories two and four which appear

|
infrequently in grade four basal readers is one implicaFion of the results’
of the present study. Robertson (1966) found that studLnts in grade four,
five and six experienced difficulty with the connectives- "and" and ""but"

|
on the Written Connectives, Test. This writer has sugge%ted some possible

difficulty'with use of the temporal disjunction "and then" due to what
appears to be duality of purpose in usage. It is therefore further
suggested that teachers prévide lessons which familiarize pupils with
;he purpose and use of connectives.

Since the style of language (narrative, expository) seems to determine
the kinds of connectives which are presént, children should'be taught

these connectives which are appropriate to specific language situgrions.

TN Suggestions For Further Research
1. Just as repetition provides an aid to the reader as he samples

print for meaning, so also cam replication aid the researcher in
establishing validity of knowlédge. The replication of sfudies under
different cond%tion or with slightly differing controls provides a
research base upon which our knowledge of the’reading process grows.
The present study marks a beginning irn the reception half of the
Semantic Potential Theory of Language. Only through further research
extending from the present study can ane receive greater insights
into the questions posed by this study. As pointed out earlier in
this chapter there were many factors that may have intervened to
affect the results of" this study.' Further research should attempt
to stﬁdy the effects that some of the aforementioned factors may hayf

on text retrieval.

2. Information is needed on vn' differing the referential and

0

e



‘logical relations in discourse affects the recalls of readers at
different grade levels.
3. The nature of the language style ;nd the effects of differing
amounts of referential and logical\relations should be studied.
4. The effects of differing amounts of Text Information on readers
‘bf different achievement levels could be investigates.

5. The study could be neplicated with a different percentage adjust-

ment in the manipulated connectives to determine whether or not there

is a threshold level above which the text information has a significant

effect upon the retrieval of information.

6. The hierarchical structure of passages (superordinate/subordinate)

and its interaction with different types of text clues needs to be
[

investigated.
7. How do high reading achievers process different amounts of Text
Information and is there a minimal level necessary for understanding.
8. Will the nature of the directions given to the subjects affect
the amount of information recalled. .
. -
Conclusion
The results of this sthidy ‘seem to indicate that differing amounts of
N _

referential and logical connectives do not for the most part have an

appreciable effect upon the retrieval of information from connected dis-

course. Although the results in this study seem fairly definitive, because

of the number of possible influencing factors, much more research must be

conducted before a viable knowledge base of passage difficulty is achieved.

This is only the beginning, there is much more to be .done.
’
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REFERENTIAL CONNECTIVES

CATEGORY 1:

‘\‘ Pronoun (pro-form): A pronoun is used to stand for and refer back
to a previous antecedent. Pronouns (pro-form) may be personal,
demonstrative, possessive,

\
That guy on the boat ... he
The boy arranged his golf balls on the grass.
A golf cart or something like that . - .

Pronoun (Relative): This includes the relative class of pfonouns and
are generally used to introduce clauses.

He hunted for golfballs which had fallen into the river.
He recognized the pollceman who stood by the stop sign.

,‘

Complementizer: A word that introduces a clause complement.

'He said that he would arrive early.
"Do you know what Dr. Jones wanted?

Repetition: A lexical item itself is repeated and it is metgt to
refer to the same item previously introduced.

The boy stowed away on the ship.
The dories left the ship one at a time.

ngonxg: One lexical item replaces another but is meant to refer to

the same object of event. The substituted word is the same part
of spee®h. One class of synongms is words which might be listed
in a dictionary as synonyms. Other,words are synonyms only
within the Particular context, where they refer to the same thing.

ship - boat women - ladies a golf cart or something
like that -
CATEGORY 2: ' a o~ “1&* Q

\ . [ . ‘ o
Class Inclusion: A noun phrase introduces a subset o:,a spcc1f5c¢ak BL
instance of a class mentioned prev1ously or napes the,class gib '

a particular subset already introduced. @ S v ?}

4:‘ N [} % g;"!
The men on the boat. - the man ! . My - . ‘o
The men on the boat. - Jack ‘ v fel

The d og barked. - The animals on the farm }

Sy
Derivation: Two lexical items share the same sipa ic root and are
usually the same part of speech. R .

- - N : k] ‘
. . -~

golf - golfing festival - fe 1t1es

}
,"‘.! f
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Inclusion:~A general word or phrase is used (o fefer back to and sum

up & previous group of words (not a single word) which identify
and describe an event or happening.

Women propose on leap year - this custom.

tore up the grass and ever thing.
They thought they were 1ist - It ngs frightening.

Formal Repetition: A lexical item is repeated, but it does not refer
to the same object or event but instead introduces a different
member or subset of the class.

The boy blew the horn - then they heard the ship's horn.
They finally got back to their ship. On the way home they
. passed a moderm ship, a trawler.

LOGICAL CONNECTIVES

CATEGORY 3: ‘

{
Conjunction: Nhs;i}Lo clauses-are simply joined together in equivalence.

(John has the ball) and (Bil]l has the bat.)

>

Temporal Disjunction: Qne event happens either before or after
. another event.

>
After (he studied his French,) (John did his_math problems.)
(John washed the dishes) then (took out the trash.)

Before (he took out the trash,) (John washed the dishes.)
And then is taken together and indicates temporal disjunction.
CATEGORY 4:
Disjunction: When one¢ or another event occurs, but not both.

(I may go to the party) oi,(l may sta’”home.)

[

Temporal! Conjunction: An evént happens at the same time as another
event. T

While (I am sweeping the porch,) (Mary will wash the car.)

Conditional: Applies to relationships between events where the
second event follows from or must be preceded by the first event,
This includes cases where the relationship may be causal.

(John came) because (Mary had called him.)

If (it rains) then (the party will be indoors). 5

(The teenagers threatened to throw his boots in the river) so
(he gave them the golf balls

If so/and so begins a t-unit it i§ considered es—conjunction:
if within a t-unit, it is conditi 1.

ey -



»

Contrast: Sets one element in contrast or oppositiontd another.
If A not B.

N
(John wanted to go) but (his‘ﬁqther wouldn't let him.)

Comparison: Involves comparing two elements along some dimension,

attribute, or property - A more than or less than B. Often the
second verb is deleted.

(John is taller) than Jim . . )
. (He worked) like (a regular crew member.) ‘

N

Spdyial: Indicates plage where an event occurred.

(He went) where (the boat was locked.)
(He hid) where (the cook kept his things.)

Uses connectives like but, although, nevertheless.’
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Prdposition Forms

Coordination Relativization Complementation
Intact Ellipsis ’
- adj' clause - subject/vefb - that + S subj/obj.
- adv. clause - N + prep. phrase - WH + S subj/obj.
- adv. expans. + S - WH. - infin. obj.
- N + prep. phrase - WH + aux/verb - infin. phrase
- comparative - {(that) + S obj. - ing-nominalization
- with phrase N (that) + quot. - ing nom. purpose
- adjéctive - clause
- participle + N - comparative
- appositive 2"\ -
- genitive *
o
[0 .
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SYNTACTIC STRUCTURES*
A syntactic structure may be~one of two types.

1. A base t-unit which is the simpliest independen& predication which
may be used to convey information.

(D) NV (Adj) (Adv) (Adv) Birds fly
The horse is black
Tom works hard
Mary smiles sweetly
* ° , -Mary runs swiftly through ‘the fields

(D) NV (Adj) (N) (N) Susan eats pie
Tom forgot his books
Terry gave the dog a bone
That woman is a gardener

(d) NV (PP) The cat is in the house
2. Alternate syntactic structure which with a basic t-unit make up a
t-unit and which with the addition or substitution of words could

become a basic t-unit. The alternate structures analyzed are:

* These constitute the structural forms in which propositions are
expressed.

RELATIVIZATION (INTACT)

Adjective Clause: .

I admire my English teacher who is a scholar.

Adverbial Clause:

He hid where the cook keeps the food.
He ran when he was the policeman.
He ran as if his life depended op it.
The teenagers threatened to throw his boots in the water
so he threw them his golf balls. .

Adverbial Expansion of Man + S:

The lawyer spoke so rapidly that he confused the jury.

Coggarative:

He had to work as hard as the other men worked.

With Phrase: . ®
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-Adjective (only in front of the noun):

¢ He was a brave boy.
The sick man could not go out fishing.

Participle + N (only in frbnt of the noun; otherwise it is classed as a
WH Auxilliary/verb):

He stood by the closed door. ’
The howling dog kept me awake all night.
Melting snow causes floods.

Appositive:
The took him to his father, the captain of the ship.
Genitive:

J Then they heard the ship's horn.
: The captain of the boat said he'd have to work.

RELATIVIZATION (ELLIPSIS)

Subject/verb: The spbject or verb is stated for the base t-unit and
could be repaq;ed to form another base t-unit. :
- .h N 4"

~The rooﬁ seemed lonely and da
He weok out a duffle bag and some boots and then turned off the
the light.
" gome causes of floods are heavy rains, melting snow and rushing
streams.

If the expression is considered compound the subject/verb alternate
structure does not apply.

More and more snow came down. They put in dykes and stuff.

People can build walls or dykes.
N + Preposition phrase: A preposition phrase.follows a noun in the ('
basic t-unit and with the insertion of a verb would become a base t-umit.

"1 saw the boy on the golf course.
He found the boy in the cupboard.
NOT: He hid in the dupboard.

He has a bodk he wants to show you.

.

W + Auxiliary/verb:

Then he hopped on this schooner called the Jean Frances.

He saw the boy running through the field.
He saw the water rushing Jown the hillside.




(That) + S as Object:

1 know he is a good fisherman.

That + S as Object quotation (the quotation must comtain a verb):
v
The captain said, "You will have to do your share of work."
The men asked, 'How much are you selling the golf balls for?"

Caluse: The marker for a subordinate clause (adverbial, adjecxiVe) RE
is omitted. :
A
. And the lowlands are the ones which get most water and moisture.
But when it comes and doesn't go away, the water will rise higher
and higher.
1f it snows ‘lots, stays late and melts quickly, it may flozzfj\

You may prevent floods by planting grass so that the grass
will hold the soil in place, so that it won't-bring all th
soil with it and make the river over flow.

Comparative: The complete base t-unit is not repeated within the
comparison but may be inferred.

He had to work just like the other men.
This book is more interesting than that one.

When '"like' is used as a preposition and not as a conjunction,
the expression does not constitute a comparative.

They may get affected by diseases like cholera.

COMPLEMENTATION

That + S as Object/Subject/Complement :

I believe that he has made the team.
That he has made the team is obvious.
Tt is surprising that we won the game.
It appeared that she would make it.

WH + S as Object/Subject:

1 know what annoys him.

What annoys me most 1s his arrogance.
[

Infinitive as Object:

I tried to answer the question correctly.
L] -

Infinitive of Purpose:

The exercises are designed to help you. E N

lgg—Nominalization:

Snow can cause floods by melting too rapidly.
ar - e
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Tom's hot rodding disturbed his mother. She objected to his
continuous complaining.

Ing-Nominalization of Purpose:

1 have a knack for gg;ting into trouble.

®
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PASSAGE A Jennie - "Typical"

Once upon a time when we lived far out in the country in northern
Alberta we had a pretty 1ittle bay mare named Jennie,
Jennie was not very big but since she 1iked to eat and the children
used to sneak extra snacks to her, she became very fat. She was almost
as wide as she was long.
She had a small dainty head and slendér legs. She was really quite
clever. Grandfather used to say that she was just plain lazy, but this
was not strictly right. She wag just smart. She was too smart to let
" her humans get away with overworkiné her. So she outsmarted them. She
moved slowly and sedately and when anyone tried to make her hurry she
used to look at us with those large, soft, brown eyes which said as
plainly as she could, "I'm only a little horse and I can't go very fast."
:Under her gentle, reproachful gaze what %ould one do?
Because she @as small and slow, Jennie became the school horse.
Her duties were to carry the children who were old enough to go to
.school on her back the three miles to school each morning and three
miles home when school closed in the afternoon. The children used to
take their lunch with them, along with a%ag of oats tied on behind the
‘saddle for Jennie's lunch.

The children would ride double on Jennie in the summer, and in the

winter she was harnessed and hitched to a long narrow toboggan upon

which the children rode. They were covered up warmly with blankets 4h"c‘

~against the cold. This toboggan was very. light and easy for Jennie to
pull.

When they reached school in the mornings they would tie up Jennie.
At noon they gave her the oats, and then she waited patieﬁ!ﬁ% for school

to end in the afternoon. Ay

¥
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Jennie\was always glad when school was over, and she was quite |
willing to head for home where, she knew, supper and a warm stall would
be waiting for her. When it was cold she even consénted to increase her
speed on the homeward trip. Probably the thought of oats and hay made
the difference. |
Sémetimes in the winter when the weather was'very cold - it even
went down to forty below zero - the two boys of school age, George and

Raymond, needéd a lot of b]ankets to keep fhem warm,
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PASSAGE B Scotty - "Atypical More"

Scotty was a Scottish terrier. He was coal-black and stubby, and
he was my dog.

But‘he almost wasn't. My mother didn't want a dog in the house.
That couldn't stop me because the moment 1 saw Scotty with his intee-
ligent expression, I loved him and wanted him. He wanted me,.too. I
could tell by the way he ran to me when he first saw me. He would lick
my hands and face and he would Jump up and down. Scotty always wore an
expression that said, "Take me."

“an I, please?" 1 asked my parents but my mother said that she
was against fg

I do love her and it's not that she's mean, you understand. It's
Just because she is a woman and a mother, and because she always warked
hard to keep our new home as neat and clean as a pin. ‘That wasn't easy
when you lived in a northern Ontario mining town. And that was long
ago, before she had all these modern conveniences that mothers)have
today. That was in 1911.

"Every boy' should have a doq," my father said. And since my
father's word was law, Scotty became my dog.

But that didn't mean that my mother had to like Scotty. Of course
she was never mean or cruel to him, for she wasn't that kind of person.
But her expression always seemed to say, "We'll regret having that dog
some day. You wait and see. We'll regret it."

And I think Scotty always knew that she felt that way abaut him
because he would watch her very cérefu]ly with his big eyes aAE he
would try to be extra-specially good so she would 1ike him. He was
very clean and never gave her cause to be angry with him. When his

paws were dirty because he was playing outside, he would wait at the



door so he wouldn't track on moth%{'s c1§an-f100rs. I would have to qo
wipe the mud off his paws before he came in.

" "He's trying to please you," I told my mother. But she wasn't
impressed by it.

Scotty learned all kinds of tricks and he would perform them for

her even when he was not asked. But she ignored him. It seemed like a
contest. My mother was determined not to 1ike Scotty and he seemed
equally deterﬁined to win her over,

But because I had my dog, I was happy.
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Mrs. Gray was working in the garden, enjoying the a rnc)‘?v"'sun. \\’f '”‘m‘f e
' . ’ 3 70‘\ ba" \““.‘:'.,'ii'."
when Percy, her parrot began to raise an awful racket. She:-3ooked a¢, . s' ..

the time. “Oh dear, it's two o'clock. He wants to watch teIev1si;n.”‘ ‘.ﬁ‘ }
She hurried into the house and tried to silence the ;ﬁqry bird. * “

"Really, 1 don't know why you carry on this way, Percy. Television y ‘g‘lw:“‘

isn;t good for youf eyes. A little nap would be better instead.:. ' N ) 1!!
Percy let out such a Toud squawk Mrs. Gray gave in and turned on.

the set. Right away he began making little cooing noises. "It's a

lovely day. It's a 1ovéiy day."‘he cooed in a very sweet voice.
Percy immedi;tely switched Jtteé&ion to the television. His favor-
ite show, The Afternoon Show, was just beginning. It was watched faith-
fu11y every day. There were interviews with interesting people and a
weather report and at the end\yas Miss Darlene's Cooking School. Percy
liked the cooking part best of\a11 and never got tired af Miss Darlene
in @ frilly white apron baking pies and cakes and making some delicious
new tuna fish casserole. |
Mrs. Gray was jdgt about to go outside when the announcer said that
today their first guest was to be a Mr. Hawkins, an expert on growing
roses. In spite of the fact that there was still work EO be done in the
garden, she sat down and watched. *
Mr. Hawkins certainly knew a 1ot about flowers and Mrs. Gray agreed
with just about everything being talked about. She did feel, however,
that one or two important points about caring for roses were left out.
She was not surprised when some of his best roses were shown and they'
atutncd out to be quite a bit smaller and less healthy looking than the
ones growinglin her own garden. In fact, only that morning she had

given Mrs. Adams, the next-door neighbour, a beautiful bouquet of roses

much larger than the ones being shown.



?thn the interview was over Mrs. (ray stayed on to watch the
. weather report. She noticed Percy let out delighted 1ittle noises at
115 part. He seemed to 1ike watching the’weatherm'qoork behind a

glass screen with a large map of the country clearly displayed on it.

L]
u‘b. “
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SUPERORDINATE AND SUBORDINATE PROPOSITIONS

Definition

]
A superordinate proposition introduces a new argument into the text.

A subordinate proposition either repeats an argument already int«o-

duced or gives information on an argument already introduced.

A Generalized proposition is one that makes a general statement

(without any specific argument). It is usually introduced by words such
as you, anyone, one, people. For example: You understand my mother was

not mean. You wait and see.

Diagramming

1.

The paper is numbered sequentially across the top (horizontally).
2 ;
1 2 3 4 * s efu-

The subject atgument of the proposition is listed first.e 1$e rbmalnder *
of the proposition is considered featural information of the subject '
aggument.

Each superordinate proposition is listed at the left of the page. As
each new superordinate proposition is introduced it is numbered
sequentially, vertically: )

1 / .
2

3.

t

etc.

Each repetition of an argument in the superordinate proposition is
llstea undor the superogglnate prop051t1on.and is des1gnata} Level I.

> R WA N 5

A proposxtlon“thafehlges information on éﬁ argument in Level 1 is listed
under the horizontal 2 and a Level 2 proposition; if a proposition gives
information on an argument in a Level 2 proposition it is a Level 3
proposition, and so on. If a subordinate proposition repeats an argument
of a proposition already listed, it is entered on the sa::Llevel.

g

I1f a proposition contains two arguments referring to ar nts in two
different propositions already introduced, it is listed under the
appropriate level fqQr the first proposition referred to, is starred (*)
and is considered a multi-level proposition.

roduce a proposition, it {s
ishin the proposition,

When "It" (not a referent) or '"'Theye" i
listed at the same leve) as the a
within the proposition fbllowing.

ence to a proposition at the same
etter. -
[ Y ‘ °‘
A propos1txon subordinate to an immediately precéﬂ1ng prOposiitdm begx s*
,with a dash (-) and a lower case letter. X " 4'
. N ' . ’d .

»

Eaeh new propositidfi, and each re
level begins with an _upRer

[ 3% 4



Jennie

3.

G

1P

2 3 4

Once upon a time we had a bay mare

- named Jennie e
- pretty
- little

When we lived far out in the country

- in Alberta

, - northern
Jennie was not very big
Byt since she like
To eat '

The children used to sneak snacks to her

- extra )

She became very fat
She was almost as wide
As she was long

She had a head

- small g‘

- dainty
And legs

- slender
She was really quite clever

Grandfather used to say

That she was just plain lazy
But this was not strictly right
She was just smart N\
To let her humans
- get away with
Overworking her
So she outsmarted them
She moved slowly
Apd sedately

When anyone, tried
To make her

- hurry ‘
She used to look at us
- with those eyes

4
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1 2 3 ‘4, 5 T 6 -
- large
- soft ¥
- brown
- which said, -
LY » - as plainly as she could
o
I'm only a horse
- little
And I can't go very fast ..
. :
-G What could one do under her gaze
- géntle
- reproachful

Jennie became the school horse
Because she was small
And slow

4. Her duties were ’
. . . )
- to carry the children on her back the three mides
- who were old enough A
- to go to school
- and thr s* home -
' -“when school closed in the afternogn
»
The chlldre ed to take their lunch with them

Yopg with a bag

v - of oats :
- tied on behind the saddle for lunch
- Jennle s
.
N :

The children would ride double on Jenni¢ in the summer

She was harnessed in the winter
And hitched to a toboggan
- long
narrow
- upon which the children rode

They were covered up warmly-.
TEN - with blankets against the cold

. iy
This tdboggan was very light &

And easy for Jennie
To pull



1 2 3 4 5 6

They would tie up Jennie ’
_ When they reached the school in the morning
They gave her oats at noon W
. And then she waited patiently .
- for school to end in the afternoon

Jennie was always glad
- when school was over
And she was quite willing
T d for home '
- where she knew
- supper would be waiting for her
- and a stall

- warm
" She even consented
To increase her. speed N
- on the trip
e - homeward
5. Probably the thought made the differe e .
y - bf oats .
Y and hay
The twoe bays new d lot of blankets
Geo‘tge - . e
- Raymond , ‘l- o

- of school age”‘
- to keep them warm :
- sometimes im the winter when t weather was very cold
7 - it even wenﬁadown 40 forty below zero
> *\u
+ ~
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Jennie -

Summary
»

Superordinate 5
Generalized 2
Suborginate

Level 1 8

Level ¢ 54

Level : 20

Level 4 9

Level 5 » 2
Superordinate - .
1 2 3 4 ‘

(we)\ﬁichildren) (grandfather) (duties BN
B o : \
2 ® % 3 .

'

. .



° o
e T @
Scotty J
. L)
1 2 3 | 5 6
1. Scotty was a terrier -
Scottish
He was coal black
‘and stubby, .
and he was my dog
But he almost wasn't
! ' ) «
2, .My mother didn't want a'dog
- in the house .
+ - That couldn't stop me : .o
' - because the moment I saw Scotty "
‘I - with his expression
" , - intelligent
* - 1 Pved hin
- and wanted him
o
‘He wanted me,teo. " .
: I could tell by the way

When he first saw me
He would lick my Mands
and face

and he would jump up and down‘¥

Scotty always wore an expressi

- that sajd |
- - take me

,- I asked t

- Can I pl

“_. .

But my mother said
> . .
That she was against it

You understand (something)
It is not i :
That she's mean . ‘
It is just y 5 )
because she is a woman \
And a mother |
and because she alyays wotked q
to keep our home .

- new .

- as neat

- and clean as a pin

I do lov%
\

’:
n

- he ran to me .
L] v‘.
ﬁ".“,- . )
?

y ‘parents s
ase

SRR

-

herau‘“::»uq._

<3

ard
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.
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by .

_ 'qu cruel

(

1 2 3 4 5

- That wasn't easy

When you lived in a town ¢ .,
- northern Ontario
- mining

- and that was long ago
before she had all these conveniepces
- modern )
- that mothers have today I
.- that was in 1911 N
My father said
- every boy should have a dog

Word was ldw 1 1

- my father's®
Scotty became my dog
That didn't mean
t my mother. had to like Scotty °
course she was never mean to him
She wasn't that kind of person ., v
But her expression always seemed to sayP
We'll regret- - “ w3
- having that 8og someday
o

You \;ant . )

¢

And see ‘
We'll regret it

. - And T think

~ _ Scotty always knew

That she felt that way ahout him

Because he would watch hér very carefully with his eyes

: - - big
And he would try
to be extra-specially goo‘
s0 she would like him
He was very clean
And never gave her cause
- to be angry with him

He would wait at the door
paws were dirty
e he was playing outside
he wouldn't track on floors
- mother's
- clean

-




’ 1 2 3 4 5

before he came in \
I told my mother
He's trying
- to please you
. But she wasn't impressed by it

Scotty learned all kinds of tricks
And he would perform them for her
even when he was not asked

But she ignored him
S. It seemed like a contest
_— N ‘ '
. lq!ﬁer'wls determined w
: sg.}tﬂe Scotty

. .
ke seemed oqualdy determined
n per ovegx

Pe. e Pt ™ I was happy
v Because I had my dog

4

6

- I would have to go wipe the mud off his paws
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Scottz

Summary

Superordinate

Generalized

Subordinate
Level 1
i Level.2
, Lenel 3
Level 4
Leve{ 5
Superordinate
1, 2
E
(Scotty) (mother)
32 20

3
(father)

2

53 »
22
14

(word) (contest)

2 1
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Percx

1 2 3 4

1. Mrs. Gray was working the“garden
Enjoying the.sun

- afternoon

Percy (was) her parrot ,
Began . o

*».. To raise a racket -

- awful

Mrs. Gray looked at the time

Oh dear, it's two o'clock
Percy wants ->x
To watch television .-

Mrs. Gray hurried into the house

She tried
To silence the bird
- angry

o Really I don't_know, Percy

- why yoW®carry on this way

Television isn't good for your eyes

3. A nap would be better instead

8

- little

Percy let put a squawk
- loud

+ %

Mrs. Gray gavé in
*Turned on the set

Right away he began

Making noises

- little
- cooing

O
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1 2 3 4 5 6

He cooed in a voice
' - very sweet
- it's a day
- lovely
- it's a day
- lovely

*Percy immediately switched attention to the television

His show was just beginning
- favorite
- Afternoon Show
- was watched faithfully every day
- interviews with people
- interesting
- a report
' - weather
- at the end, Miss Darlene's Cooking School

*Percy liked the part best of all
- cooking

He never got tired of Miss Darlene
- in an apron

- frilly
- white

- baking pies

- and cakes .

- making cassergles
-«delicious
- new
«' tupa fish

Mrs. Gray was. about to ge outside

The announcer said ,
- that today their guest was to be a Mr. Hawkins
- first
- an expert on roses '
- growing

Mrs.  Gray sat down in spite of work to be done in the garden
And watched Mr. Hawkins knew a lot about flowers

Mrs. Gray agreed with just about everything
- - being talked about .
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She did feel however
'- that one or two points were left out
- important
- about caring for roses

She was not surprised

- some of his best roses were shown .

LY

- they were smaller
- and less healthy
than the ones
- growi

' \

In fact that morning she had given Mrs. Adams a bouquet -

- her neighbour ~ , N

- next door 2
- of roseé .@
- beautiful
- much larger than the ones
- being s 1
Interview was over

Mrs. Gray stayed on Co y
To watch the report /

- weather
SMbs poticed \

" Pegey let out noises at this point
°, - delighted
- little

He “seemed to like
Watching the weatherman
- work behind a screen
- glass
- with a map
- large
- of the country
- clearly displayed on it
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Summary

Superordinate

Generalized

Subordinate
Level |}
Level 2

" Level 3
Level 4
Level S
Level 6
Multilevel

Superordinate (no.

1 2
(Mrs. Gray) (Percy)

19 16

of propositions)

.

3 4
(Nap) (Show)
2 6

5
* (Announcer)

2



