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ABSTRACT -

L . : “) -, . .
The use -of context as an aid to wad meaning has long Pl
a - . . . o :

remained an area~of conjecture and concern ~In particular, litele is

I3 ‘\‘ ,’

- known about the prgéess of learning to derive word: meaning from

g

conébxt. Therefore, an exploratory study was designed to determine
how fifty-four subjects, representing Very Pnf)ficientrofi_cient‘, and

Less Proficient readers in grades 4, 6, and 8, proéessed the_contextif~

' to obtain word meaning.

To provide appropriate reading tasksAfbr three grades,‘the

/
investigator constructed two reading tests. In. the F. W Tests -
- Q" /l

;
L

. 'explaining, in retrospect how meaning;was_obtained,and how mych

Sentences and Paragraphs familiar words deleted were equally
; B :

repregented by nonsense words and blank spaces. Words underlined in
R g

the U. F. W Tests - Sentences and Paragraphs were unfamiliar to each.

,‘(4

individual as determined by a vocabulary pretest administered during

>

the same interv1ew

EARN Y
e

During twd‘tape—recorded individual interviews, each subject

was induced to supply a WOrd or word meaning for the test. item beforeﬁlﬂ

reading was required before‘the response tgmé% mind A‘battery'of

word fluency tests was administered to determfhe the relationship

u . ,

between word fluency and ability to derive word meaning from context.

Classification schemes, derived from subjects %ponses, made

\

‘-possible quantitative measurement of qualitative judgments f% relation'

S —

to the quality of the word or word meaning elicited the number of e

4

_iv‘



e - : oy
meaninchues reported, and the reasoning used to obtain the response

; " .
Statistical treatment of the data consisted of two—way
analysis of variance, single factor experiments with repeated
measures, and correlated t tests on selected variables Coefficients

of correlation were also calculated on’ selected variables

‘Results of the study revealgﬂ that maturi

readers in grades 4, 6, and 8;tended to abstract4a;
. - . . ' .'~I ., . \ . :i’

cues'for'analysis‘byvreasoninglin order to integ
Ehe derived word meaning withinzthe verbal.colff

similarities in processing patterns were revealed across the grades

there’was a significant increase by grade in the success with(which

subjects obtained a familiar word. While success,in deriving the

meaning- of an unfamiliar word from context tended "to_increase by
grade, differences were not Significant

Grade 4 subjects experienced considerably preater success o
with unfamiliar words over familiar words Fo%%subjects in grades 6

and 8, results were comparable for both tasks.

o

Across the grades the Very Proficient reading groups were
significantly more efficient in using meaning cues,. in'reasoning,‘and
in controlling the language used. to complete contextual meaning than

were the Proficient and Less Proficient reading groups. Although the

/‘ :
Less Proficient reading groups tended not to. be significantly less

.

successful than were the Proficient reading groups, their scores

?

fluctuatedcﬂore frequently. o oy

<
'(“\ -}

Subjects obtained acceptable wor{i/or word meanings during

five’reported processing "timesr': The largeSt;proportion‘of aceeptable



'responses was obtained "at the end of first reading" of the context. .

l Reading to obtain a familiar word deletéﬁ from the context

- 5 P
or an unfamiliar word, underlined in the context was, for the subjects‘
b .

(n the s;udy, a demanding language—thinking ‘task.
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. CHAPTER 1

' INTRochTION AND S@ATEM?NIFOF‘THE PROBLEM

: I . o - -

. “

4 .

In our highly verbal culture an accurate under-
standing of the meaning of words is a 'necessary *
Prerequisite for - reading with meaning . .« + ~+ The

. devglopment of a reading vocabulary is a necessary

phage of -good: comprehension (Harris, 1956 p. 397).

L 5.

'.;f Few ould disagree with Harris' (1956) statement Concern for

' vocabulary development is” reflected in the professional literature,
the quantity of reported vocabulary studies, and in the variety of -
,a@ailable instructional materials.- Nevertheless, many maturing

readers have difficulty in. readlng comprehension which seems to stem
//l

'from failure to attath‘a&kgg;;}ate meaning to words ~--words not in
c

\

isolation but within thé/ on ines*of written context. Id spite of-

teachers' sincere eff&}ts, numerous learners fail fo develgp a

e i -

meaning vocabulary, the necessary prerequisiﬁf for reading with

. v ) . ST ) AN . - o
‘meaning." S ' s : BRI SR : y-L
_ _ o . : : ; ‘ . |

Cole's point of'view”

expressed in 1966 serves to convey a

similar concerh of the l970's in th

she stated:
“/In all probability, an énadeq‘ate vocabulary is the
‘Breatest single cause for fajgire to read with '

..pomprehension in either tec cal or general e
Eields (p. 40) : : '

More recently, Langer (1967}\ referring to high school
"students (the products of our’ elementary 3chools), commented that

T L

in

.-

an



- the difficulty in reading comprehensigb frequently stems from failure

to attach meaning to words and themcpntepts or ideas they represent.

_ By contrast " the good reader, aware of the importance of, the

< - ’_,..._7

qualitative characteristics of words and ideas, strives continuously

-

to increase his reading power as represented by the dimens1ons of

his word meaning bank —-- its depth breadth, and height.‘ The mere

use of a word by a child or by a college student is no guarantee that

/
its meaning has been grasped (kt AN )Ugh 759, p. 102). \%;t is

® .
possible that the tendency to accept the point of view that "if you

can recognize a word at all, vou can use it (Russell 1954, p. 321),"

too frequently prevails.

However, the quantity of studies reported bears witness to a

u

continuing concern for vocabulary although the direction taken by the
majority of these investigations leads one to ask., "Concerned about f
what’" Lists of completed vocabulary studies attest to interest in

" word frequency counts, word difficulty, correct usage, experimental
studies on instruction for the purpose of improving vocabulary, as

well as the relation of3vocabu1ary and intelligence, vocabularyvand

reading, and the 1ike (Dale & Razik 1963) ~In spite of limitations,
many of these studies have made a valudble contribution in terms of i
providing information concerning = ch the qualityjandithe.quantity of”

words used by developing readers.

of the many ways suggested for\eipanding'a child';

vocabulary, one that is closely associated with reading comprehension

= is that of using ¢ “atext as an aid to word meaning While there

appears to be many ways in which the individual comes to "know"



what a word means. the usefulness of verhal context as one means of
. .

"getting.to Enow"-what a.particular word means in that parficular —
context seems feasible. There is, however, 1ittlecresearch to |
support-this notiOn. | | *

NE/er:heless, it has long been assumed'that:verba} context
provides ;*portan% cues to help the reader obtain word meaning
Chambers (1904T claimed that "the commonest and perhaps the best
way" to provide vocabulary growth was to allow pupils to inferh.
fcword meaningvfrom the-context: he suggested further that pupils
Ashould have “11::1§ trouble" in "getting the sense" of the context,
providingtthe number of unfamiliar words was limitedfand their.use
'lin'the context was vaiied (p 50)' Over the years, recognized
‘authorities in the reading field (Thorndike,\l9l7 Artley, 1943
Russell 1949 and Spache, 1963) expressed their consensus on the
usefulness of c¢ontext to derive word meaning.

- As early as 1943 McCullough attempted to gain 1nformation‘
lfrom college studenté concerning how they obtalned word meaning
from context. In spite of limited research to support ner views,
McCullough coqginued to stress the importance of helping pupils

' make more efficient use of the context. She maintained that "the

-

verbal woods are full of context aids to’ reading ‘. which are best«

effected by direct teaching and continuous attention (McCullough
. ‘

1958, p. 225)." However McCullough (1958) admittod that application

' of the necessary techniques were not realized because 'we did not

‘.

'know well enough what they were’ or how to teach them (p 229) "

Nevertheless, she pointed to a possible direction which research



s

might take when she were: ‘ : . .;

We recognize that the good. reader not only
observes words carefully if. necesgary, but also.
thinks of the relationship of{theie words to each ' : Ve
other and to the sense of the who This second
attribute of a goodhreader is still an area of
considerable ignorance among us (1958, p. 225).

At the present time, - little 1s known concerning how the "good reader'

operates in the process of obtaining yordvmeaning from context. '

- McKee (1948).maintained at mai& neceSsa;;\:%ncepts' ' 3 "
ZcOuId»be:huilt'while reading, ifﬁlhe strange word ;as‘accompanied by“
sen explén?tory context which was'sufficiently'detailed ;;d familiar
and, if the reader had the ;skill to usg it (p 73). Both Russell -
(1949) and Gray (1960) stressed the. importance of helping young '

~ children realize the advantagg of. context as a guide. to meaning by

making gertain that the unfamiliar word "made sense" in .the context.ift

-

Dechant (1964) also wrote in support of helping children develop
L]
' skill in using the context,.pointing up the need to help. children

'Hecipher the writer s rhetorical and grammatical contrivances"‘in
‘ order to obtain the intended meaning of the context (p 351)

" Although the 1deas expressed by these expert opinions seem

to make"’ considerable Sense,gthere-is,v t present, little research °

to support these ideas. 'It,is not known ‘how proficient~readers

14

. across the grades process the context in. order to determine the

relationship of wogds to each other and to the sense of the whole

_coftext. In particular, it is not known how proficient readers use
h .

" the context to obtain the meaging of ‘an unknown word in it. What

4

skills, abilities, or strategies the proficient reader brings to
L .

3



- the task of obtaining word meaning from contéxt is largely-a matter
of conjec;ure;f If,”however, the‘reading %or meaning process is to
be fully comprehended, there is’need for specific infofmation
‘concefﬁing how the'éontext‘is used by_yopng readers seeking word

meaning from it.
“ T ' f } o

The abundance of articles written and the research studies
" repgrted during the past twentg~five years . bear witness to a concern

for the use of context as an aid to word~meéning. A major criticism

of completed reséarch in this area was‘cpﬁveyed by Aulls (1971). when

- he wrote:

- ..~ Because of'the‘ciue categories, the response measures,
" the "characteristics of the sample populations, the
conditions under which subjects were selected and

tested differed markedly, the findings have been
diffuse. Often clues were labeled differently but
were not mutually exclusive. The clues assumed to
" be critical segments of context were not clearly unique
and were not substantiated on grounds other than
" opinion (p. 63). :
Frpm a more positiveé standpoint, the research seemed to

clearly indicate the need to examine the use of contextual cQ:es

inArelation‘to‘;he'processbitseif in order tovdetermine whether
proficient readets{ différing inlége,.uéedcthe same skill§ and
stragegiéé to obtain word meaﬁing from the context. Acéo?ding,to‘
Aullsi(197l), pefcéntége usé of4c§ntextual clues réﬁged frém 22
 per éent in grade fh:ee to 85 per cent at college»lével (p. 62). ‘
_Theae figutes séemed‘to éuggest whac,‘beforé7actéhptiﬁg to develop/
more<effective ins{{yétional practice; or 1nstructional»ﬁater1als

in reading, relative to the use of context, there is a need to focus

research more-direétly"updnfthe learher. Significant insigh: into_ 



how the individual processes meaning is needed. In particular;, how

the reader as a learner attaches meaning to an unfamiliar word in
—— .

context “is an area about which little is known "It is presently"

impossible to examine thought processes directl;z 'it'isAnot

impossible, however, to investigate them indirectly.

N .
/ - .
(;.‘ : Purpose of the Study

The purpose of the study was to‘explore how word meaning was

‘obtained from verbal context by y0ung maturing readers, designated
as very: proficient, proficient, and less proficient readers in grades f
.4, 6,”a. ' 8. More specifically, the main aim of the study was:twoe‘
fold: (1) to explore how ‘young maturfng readers, representiné
three gradé levels, grades 4, 6, and 8, obtained the meaning of an
unknown word from the context, either a familiar word deleted from
the context or an unfamiliar word underlined in the context of
sentences_and paragraphs; and‘€2)< to_determineghow'efficientl¥
young maturing readers; representing three grade levels,-grades 4;‘
‘6,'and 8,vused five selected tYpes_of contextual clues specfﬁgcally
embedded in the context asdpossiple aids ‘to word meaning.' |

r , As a result of the study,” it was considered a possibilitp
that the 1nformation obtained would be sufficiently significant to-
twarrant further research along similar lines. Eventually it might'j
" then be possible to generalize and describe how proficient maturing

readers, at each- stage‘or level of development, process verbal

context to obt%in word meaning.



®/

’ conclude the sta

: freality of‘the ref

\; : - | ,»v_ | . A

Plan of the Study

\

To achieve the purpose of the study it was not possible to

observe .reading behavior directly but it was possible to make

indirect observationsfwhich were assumed tovnteflect the process of

..

obtaining word meaning from context.‘ Therefore, fifty—four_subjec:s

in grades 4, 6, and 8 were selected on the basiS>of their

'performance on a standardized reading test to represent very

proficient, proficient, and less proficient readers, varying in age
and in grade level During two taped interviews with each subject,
introspective.techniques were used to obtain ihformation'conéerning
hov yord meaning was obtained from reading passages; that is, afteg
the word or word‘meaning responsevwas elicited‘for each reading

task, the,subject was asked to explain;iin-retrospect; how he J
decided’uponvthat particular response. From anvanalysis'of

subjects verbal explanations of how word meaning was obtained,

patterns of reading behavior evolved which made it possible to,. <

™with inferences made concerning the psychological
process of deriving word meaning from context.
Beforeﬁsuchginfere =Y ] were‘made, however, severaﬁ_major steps were
taken in the studvtaa'

First tnere was the task of developing appropriate reading

passages (sentences and paragr/phs) for young maturing readers

'

: <
representing three grade levels For that purpose two pes of

reading tasks were constructed in the form of reading tests. One

o 8series of tests was designed to determine how a familiar word

-

deleted from the context was obtained the other-series of tests was

—



‘constructed to determine how the meaning of -an unfamiliar word
underlined in the context of sentences and paragraphs was obtained.d
In addition, a battery of word fluency tests was compiled to

'determlne relationships between ability to obtain ‘word meaning

.

and word fluency.

| No predetermined classificatiop scheme, based on. expert
oplnion or upon ex1sting plans, was used for. analyzing sﬁbjects
responses. Instead, the experimental data determined ‘how the
responses should be classified.1n order to make interpretation of
“the data possible. Subsequently, the four schemes which evolved for
‘ classifying'subjects' responses in terms of both process and
.product were unlque and comprehensive

Moreover,vthe description of how subjects obtained word

meaning from context wasvnot entirelyldependent‘on subjective
judgmcnt. Quantifyingumeasurement of the'oualitatiVe judgments
madejin classifying suhjects' responses was obtained'forbthree‘

out'of tbevfour¢classification'scbemes'devised..

Definition of Terms -

For the purpose of this study the meanings attached to

. g

certain termsdwere as follows: : N
Context

Context refers to the parts of the written discourse which

surround a_word and which‘govern-thevinterpretation of:the word



(Ames, 1965). R 3
The term "using the context" refers to using information
/—.. ’ ' N '

xprovided by the context in such a way that word meaning is

'obtainedtfrom the context. -

Contextual clue ,. _ ' - - ;
A contextual clue refers to that part of the verbal context
specifically embedded to aid the reader in determining the meaning

of an unknown ‘word.

Familiar word

-r-"\

A familiar word in the study refers to any word listed in the
first column of the Thorndike & Lorge - (1944) word 1ist having a

frequency of occurrence of 20 times or more per million words.

Unfamiliar word
~An unfamiliar wor%@refers to any word for which a subject
wal unable to elicit an acceptable meaning when the word was

presented to him in isolation as part of the vocabulary pretest. In

reading tasks unfamiliar words were underlined - >
‘ 4 v

An unknown word
In this ‘study an unknown word is either a familiar word .
. o .

deleted from the context or an underlined unfamiliar word in- the

context for which the reader seeks meaning.

Nonsense word

«

Aunonsense word is an arbitrarily .designed aimulated word



' having no lexical meaning and created to replace an actual word

deleted from the context.

-

Word form class

Word form class refers to four classes of words traditionally

designated nouns; verbs, adjectives, and adverbs. In the English

language they are the words which carry meaning. : ,

Very proficient reader
A very proficient reader is a subject whose vocabulary

score and comprehension 5core on the criterion screening test, the

readlng subtests of the Canadlan Tests of Basic Skills (C.T.B. S ),

were above the 85th percentile Such a reader was placed in theWVery

-, .
@,

Profic1ent~reading group ‘ .

Proficient reader

o

A proficieﬁt readerﬁféfa.sublect whoSe vocabulary score and
. A g e W :
#2 ¢ : !

.,comprehension score, on the crrterion'$erquwggéén

.o~

v-w

2 A 1ess pto£1c1ent reader 1s. a subjée;

was at grade placement leve‘k

o

A B

‘s‘ :'2""-;4 : . »‘ o
Skills. Such a reader was plgced in ﬁpe Less Proficient ;Fa"n

‘s ,m, e ~'"‘\\ - f PR
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group. ' M : g
: ! - . : '..//. "“
v
Development of Research Questions ano;ﬂypotheses

Research questions in keeping with te' purpose of the

#
¥%%:; Ss' responses revealed
qﬁ.aﬂ , R i
voghilable, the research
&;.

questions were pursued through null. h,

the nature of the empirical 1nforna€ﬁ

Consequently,

qualitative descriptive analyses of_the experimental data were

<

reinforced.by‘quantitative measurement. ‘
. : ) ) @}

The research questions p051ted and the null hypotheses

tested were as follows

Research question I
How do Very Proficient, Proficient, and Less Proficient .

reading groups in grades 4, 6, and 8 obtain a familiar word

. _ o ‘ .
deleted from the context of a sentence and of a paragyaph?

Hypothesis 1.10: for sentences
'There'is no significgnt main effect-due to group or grade on
1.11  the number of meaning cues used to obtain a familiar

word deleted from the context;. v

S ) T ' :
1.12  the reasoning used to obtain a.fam}liar word deleted
from the context; .

1.13 the quality of the word elicited to represent.a fauiliar_'

word deleted from the context.

Hypothesg§71.20:‘ for paragraphs

' There is no significant mainveffect.due to group or gtade'on_
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N

1.21 the numser of meaning cues used to_obtain~a famiLiar
word de}eted from the cénﬁext;

1.22  the feasgning used to obtain é familiar word deleted
froﬁ the context; ~

l,23'>the quality of the word elicited to represen: a

familiar word deleted from the context.

Research questioh 2

How do Vervarofiéient, Proficient, and Less Proficient

W reading'groups'in'gradesla, 6, and 8 obtain thé meaning of

an unfamiliar.word underlined in the context of arsentence

and of a paragréph{
Hypothesis 2.10: for sentences

There is no significantg;;ighéffect‘aue to group or grade on

2.11 the number of meaning cdes,used to obtain the meaning

’

of an unfamiliar word qrderliﬁed in the contekt;

‘2.12"the_£easoning used to obtain the meaning of an unfamil
‘word .underlined in the context;
. ;

2.13 the quality of the meaning clicited‘gﬁg‘aﬁ unfamiliar
' . A . v

word underlined in the context. T

'Q Hypothes1é 2.20: for paragraphs ‘ ‘ o p
- There is no significant main effect due to group or grade on

2,21 'the;numbér of meaning'cues used to obtain the meaning"

of -an unfamiliar word underlined in the'¢oﬁtext;

2.22 ‘the reasoning used to obtain the megnihg_bf an
: . :

. unfamiliar wb:d underlined in the context}

w : . . : B ‘
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2.23 the quelity of the meaning elicited for an unfamiliar
word underlined in the context

A

Research question 3 o ' - s

Is there a difference across the grades'in‘the Ss' ability
to obtain a famlliar word deleted from a sentence and a
paragraph in.relation to :

(a)v its word form ¢lass?

(b)‘ each o% tde five selected typeé~of contextual clueé
(Language‘exbe;ience, Ceuse and effect,‘Difect'
déscription, Contrast, Synonym) of which at least one
is embedded in each context? J

: Hipotﬁesis 3.0

| THere isvno signiflcant difference acroes the‘grades in the

éS' ability‘to obtaln a familiar word deleted from the context -

..of a.sentence and a paragraph in relation to

3.1  1its werd fofm clase; |

3.2 - each of the five seleeted types'of tontextdal*elues »
.(Language exeerience, Cause- and effect, Direct. ;
descr#peien;FContrast, Synonym) of which at 1east'89Ji -

: . , ,
1s embedded in each context. ’

« : - »

Research question 4

Is there a difference within gradeq in- the Ss! ahfiity to

obtain a{familiar word deleted from the context of. a sentence'

\
v \ -

compared to a paragraph?



Hypothesis 4.0‘
There is no significant difference within gradesuin the.Ssl
ahility to F
4.1 ‘reason the familiar.WQrd‘deleted_from the'context of a
- A

sentence and a paragraph'

442 obtaln the famlllar word deléted from the context of a
sentence and a paragraph

Research question 5 S _‘,”_\
.

:

o Is'thereia difference within grades in the Ss' abdlity to
obtain the meaning' of an unfamilliar word underlined in the

‘context of a sentence compared to a paragraph? .

» Hypothesis 5.0

=~ There is no_significant difference within_grades:in the Ss'

'ability'to ,3

S,l reason the unfamiliar word underlined-in'the context of

a,sentence and a paragraph;

S

5.2 obtain the meaning of thewunfamiliar word-underlined in,

the context of‘a sentence and é\pgragraph,

Research‘question 6

Is there a difference within grades in the Ss ability ‘to
AN .

obtain a familiar word deleted from the context of a sentence

'and a paragraph depending on whether the missing’yord is
'represented by a\\pnsense yord 'or a blank space?

1

———

S

Nent

. : : ’ . —_—

o
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- Hypothesis 6.0

\‘ . ’ : - ’ ) S .
There is no significant difference within grades in the Ss

N

ability to obtain a familiar word represented by a nonsense

'word and a blank Space . S ; - gl

6.1 in the context of a sentence; |
;k. 6.2 in‘the conteit of a paragraph. 3 ':,-.‘. -

Researcthuestion 7 : -

. ; n o R .
* Is there a difference'in the Way”Ss within grades obtained a
familiar word deleted from the context and the meaning of
'_an unfamiliar word underlined in the context of a sentence

‘vand'a paragraph?
* .

QHypothesis;Z;lOi for_sentences

There is no'sihnificantbdifference within grades in the Ss'
’ *
ability to obrdin a familiar word deleted from the context’

and the meaning of the unfamiliar word underlined in .the

L
A context as revealed by | :;1»*7 .\ 1L . Tf" '

i

'7'11 thevreasoning uéé
-

\

N 12 the quality of the familiar word and- therquality of the

meaning 'of an unfamiliar yord . D .

4

_Hypothesis 7.20: for paragraphs

. There 1s no sxgnificant difference within grades in the Ss

»ability to obtain a familiar word deleted from the context
and the meaning of an unfamiliar word upderlined in the -
context as revealed by »

7.21 " the reasoning used{



7.22  the quality of the familiar word ‘and the qha1ity‘of  %
) N

A i ) .
the meaning of the unfamiliar word.

L]

Research question 8 . ~
fWhat is the rtlationship within grades between the Ss'

ability to obtain an unknown wo:d; either a’familiar word

o deleted from the context‘or,the\meahipg of an uhfamil{ar
word underlined in the context of a sentence and a paragraph,
vl B . A A ence : 3

- and word fluency? ' ( o ‘;>> o . ,

Hypéthesis 8.0

2

There is no significant relationship bé;ween word fluency and

the S§' ability to db;ain | |

8.1 ‘a familiar ‘word Qelétea from the:contéxtfof a senteﬁce;

8.2 a fémiiiaf word deleted fgom the conte;E of a ﬁara%faph;

8.3 the‘meaning;of an-uﬁfamiliar word5underlined in fhéW\
'EOﬁtéxt of a séntéhce;'

" 8.4 the meaning 6f an unfamiliar word underlined in: the

I

‘context of a paragraph.

Research question 9

What 18 the relationship within grades between how the Ss

s _ : . : IR R . ) :
obtained the unknown word and its quality, either a familiar

word deleted from the context or the meaning of an unfamiliar

word underlined in the context of a sentence and. a paragraph?

' Hypothesis 9.10: for sentences

There is no éignifiqant'relationship within gradés betwéen

N



¢ |
the number of meaning cues used by the Ss and the quality of

9.11 the word elicited to represent a familiar word deleted

from the cdntext‘

- 9.12 the meaning’ obtained for an unfamiliar word under’ined .-
, N

Qin the context.
bHypothesis 9.20: for paragraphs
Thére is no significant relationship within grades betéeen
the number of . meaning cues used by the Ss and the quality ofﬁ
9.21 the ~word elicited to represent a familiar word: deleted ‘
| from the context; )

‘ : o ’ . ‘ » :
9.22 the meaning obtained for an unfamiliar wora underlined

in the context.

Hypothesisv9.30: “for sentences
| There is no significant‘relationship within grades‘between
the number of meaning Cués and the reasoning used by the
Ss to obtain |
9.31 the familiar-WQrd deleted from'the context;

9.32 the’ ‘meaning of an unfamiliar word underi*“ed in the
. o

context. ke

Hypothesis 9. 40 for paragraphs |

;There 1s no significant relationship within grades between
ithe number of'meaning cues. and the reasoning used’ by the’
'Ss to obtain “ | |

9.41 ° the familiar word deleted from the context,‘

~

9.42 vthe‘meaning of an unfamiliarvword underlined in thei
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content. ' o !
3 ‘ - ’ . ‘ ,
Hypothesis 9.50: for sentences
There\}s no significant‘relationship withinigrades between
the}Ss' ability to reason and the quality of
A9.Sl: the word elicited to represent a familiar word deleted
"from the context; |
9.52‘ the meaning ohtained for an unfamiliar-word undeflined
in the context. |
' Hypothesis‘9.601 qu paragraphs 1‘ o j .'_":
There is no significant relationship within grades between

the Ss ability to reason and the quality of

S~

&

9.61 : the word elicited to represent‘a_familiar word deletéd .

LY - - . . v

~from the context; : L o

9.62° the meaning obtained for an unfamiliar word underlined

in the context

. Research question 10 - . 1 T
Is there a~relationship.betneen the Ss' ability to obtain’

word. meaning from context and personal experience7.

Iy
L Q

Research question 11
What 1is the relationshipghetween the Ss'! ability to Obtain a .
familiar ‘word from the context of a sentence and the position
of the deleted word in the context7
No null hypotheses were generated for research questions 10

a

and- ll because descriptive analyses. were considered more appropriate.

.

\ SR

ES TR
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Assumptions

The'investigation was based upon the followingvassumptions:

(/ 1. It was assumed that the tasks presented.to the subject

, .
provided a valid meanS'of obtaining a verbal description of how he

Y 3

processed the meaning of an ‘unknown word from the context.

‘2. Itjwas assumed‘that the inferences made from the verbalized
t .

description'of how the subject obtained the meaning of an unknown

word from the context might be the same as the psychological
¢ : : -
reality of the process

. Limitations of the Study
1'* 0

Limitations of the study were as follows

1. Although an artificial situation was created infthe'

<
F.-W. Tests - Sentences and Paragraphs in that the actual word was

kS

replaced by a %lank space or a nonsense word and consideredwto be

'

the equivalent of obtaining word meaning for an unknown word, this'
appearec t. be the most appropriate method available

2. While verbal responses and experiences of reasoning may
g

not be identical with the thinking prodéss, thev do Teveal the'

-

formulations of which the subject was conscious

»

3. "The subject was confined to deriving word meaning from

e

a restricted context.\ These’ restrictions may: limit what was learned

e

concerning the process of obtaining word meaning from context.

. : 4. The reading situation was not normal in that the subject

was asked to verbalize his thoughts concerning how he obtained word

i



meaning at_ the end of each test item. The:subject realizing that
he would be required to explain how word meaning came to mind, may
have been influenced by this factor during the- reading of subsequent
sentences and passages. Furthermore, the subject may have been
‘inhibited by the presence of a tape recorder on which his responses

were recorded.

. Significance of the Study

This study was 51gnif1cant in that it provided an opportunity
to gain in51ght into the process of word meaning It_waS'a first .
attempt to explore by means-of 1ntrospective techniques how
: developing readers 1n grades 4 6, and 8 obtained word meaning from
_ context. More specifically, it(was a first attempt to explore how
developing readers obtained the- meaning of an unknown word from the
.context ofyboth.sentences and paragraphs. . Furthermore,'it'wasf
not assumed thatnobtaining meaning for an unknown.word (1.é, a
familiar-word deleted from the context)‘was the sate as obtaining
meaning’ for an unfamiliar word. Instead, an attemptfwas made to
determine hog subjects obtained a familiar word deleted fromythe
- context. and how they obtained the meaning of an underlined unfamiliar
,‘_.word in the context }n order that both proeesses might be examined .
R, : £ 4

It was not intended that this study would provide sufficient

h

L}

1nformation which could be translated directly into classroom
practice. Rather . the intent was that, if the information obtained '

from the. fifty~four subJects responses. to the’given reading tasks

r

\

was significant

:it'could,provide direction for further research
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inkan area of major concern. Therefore, the real significance of

" this study depends iargely on whether or_not it generates further
research to determine hou word_meaniné is processed from the context
by young maturing readers. |

: . ‘ ‘ B ‘
Overview of Plan for Reporting the Investigation

-

: - The report of the investigated is presented as follows
i. Chapter I1 contains the baSlC theoretical framework and
a review of the 1iteratureirelevant to the study.

2. Chapter- III describes the design of the study while

Chapter IV describes the construction of the experimental

k? instruments.

Vv

3. Chapter V provides an® overview of how the experimental

. data from both Context Tests were analyzed as well as detalls ‘of how

; the experimental data obtained from the F. W. Tests ;,Sentences and

'Paragraphs wer;g%§aryzed

4. Chapters VI to VIII report “the results of the investiga—\

‘tion. In Chapter . IX the summary of findings, conclusions, and

. implfcations of the study are presented.

o
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CHAPTER .I‘Iv S |
THE BACKGROUND OF THE STUDY
BN

The purpose of thisfchapter*is to provide a review of releVant
theory and research from which evolved a theoretical framework for
.an exploratory study of how maturing proficient readers obtained word
meaning from' contextr_ First, the nature of context, the meanings
’attaohed to words in context, and the poSsible psychological and
linguiStic factors which seem to influence 'the process of.deriving
_word meaning from context were examined. Such information was
. N ,
‘considered valuable for the purpose_ of developing the experimental
:reading“tasks and for interpreting the results'of the experimental ’
study. ‘ | |

The remaining portion of this.cbapterlis given to a review
of the 1iteratureAmore directly concerned with thevrole of context
in the readingrprocess.~ It includes a reQiew ofnrelevant stndies
reporting use of context-oy readers, differing in-age and in
ability. The chaptertooncludes with a reviewﬁof‘seleoted.researcn
,using introépectiVe_techniques to examine the reading and thinking i

processes, followed by a brief overview of the conceptual framework

for the study..

— o_TbeINetureaof Context

14

Because reading'involves-interpretation of written context,

- o , .
reading experts tend to make reference’to use of context more

22
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T | -
frequently'than to identify what context is. Gray (1940) defined
context as the "meanings of the other words in the same sentence or‘
paragraph which have a bearing on the word in question (p. 22)."
McKee (1948) described context as follows:

Context has been used to refer chiefly to the printed .

words with. which the strange word is associated in-

the reading matter and which determines or explains

the meaning of that word (p, 74). ‘
) McKeec(l§60) explained context as "the sense of@what words
and groups of words that  come before,>after,‘or both’before andi
:after the strange wordmare saying (p; 98)." Zahner-(l940) agreed
j‘that, in a‘very narrow sense, verbal context referred to '"the other
,‘words in the passage" but only as "the clue to the present situation'
(p. 91)." He maintained that consideration should also- be given to
_the past experiences. of the reader in terms of what he already knows

o

‘in other situations, making it possible for the reader to. .compare or

icontrast this particular situation before selecting portions relevant

- to it. In addition, Zahner (1940) implied that written context is

not merely a linear equation of fixed knowns, conveving the "sense
meaning"; it contains also the meanings or ideas intended by the
writer, elther stated or- implied (pp 84— -85). Most reading
~specialists would agree that the reading process involves interaction
between reader and writer, employingksome sort,of language system
(Kingston; 1968, p. 4275l" " ) f |
From the‘semantic-point.of view, the definitioms given
serve only_as a'startingﬂpoint; Aceording to.Walpole (1941), a symbol
‘can have no meaning apart from its Lontext but contexts are not

»always words. ~ Besides symbolic contexts (the network of words or

.
[
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_ @
symbols known by the individual), there are physical and
¥ :

psychological contexts which cannot be ignored. Physical context,

R

the total context of existing things, varies within the individual
in relation to his contacts with parts of the'physical world. The K
psychological context refers to the way the individual putsv
together his experiences with words and objects, wedving them
together to create his own way of thiﬁking, his own Weltanschauung
(Walpole, 1941, p. 115). This point of view, closely aligned to
the Whorfian morld view, seems to suggest that each individual
experiences and - conceives the world (i.e. the context of'words and
'things) in his own unique way Horeover- the languagevpr sxmbols
man uses to communicate his ideas and feelings tend to be
causally related to these psychological differences.

. Consider;tion of ‘these three éggtexts seemed‘relevant to
this study, not only in the preparation of the written context
bwhich the subJects read in order to obtain word meaning, but also'
in the interpretation of their responses - It was not known, in
the beginning at least, how the overlapping of words, thoughts, and
. things, occurring within the context as. conceived by the investigator

might be interpreted by the reader. ‘According tO‘Waipole.(l941),

/there‘is no such thing as "the“right word or the right way"‘of

s 'R

making a certain statement since its interpretation depends upon
Vthe experience of the recipient of the message.

Hayakawa (1941) spoke of the physical and social context as
iftthey_operated as one. He claimed that 1t was. through actual

experience with a word in a particular setting that the individual
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‘comes to "know the word" meant for a particular context. For

"example, an individual might hear the term "'slice" being used by

his golfing companions Although he might never before have heard
v
/
dthe word used in such a context, the individual an intelligent user
.-4/
- of" language, would have no difficulty in such a social and physical

setting (the friendly golf game) in understanding what the “new"
word meant (Hayakawa, 1941, p. 59). |

‘ In, preparing reading tasks for children of three grade or
age-. levels, the nature of verbal context in terms of 1ts relevance
to the reader, was considered Topic were d%osen which allowed the

. ’ . N f ' :
individual to move as freely as possib e frqm one written context to

another in his efforts to obtaln ‘word meaning in more” than one type.

of contextual situation. An attempt was made to provid"gituat-

{

ninertr fourti

Frye (1969) stated.that attention in reading may move in two:
‘ directions at once: one direction, centripetal, in order to get
.meanirg out of what is there in the.context and the other, centrifugal
‘outside of ‘what 1s- being read and residing in the memory (p 1). He
_suggested further that non—literary information might require the
reader to use the first direction while literary writing»tended to

make full use of both types;

7

' Words and Word Meanings in Context

CA word can haVe no meaning apart from its contekt’(walpole,
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1941, p. 115). By skating further that a wotd is not known without
having‘some thoughts about it, Walpole (1941) was penhaps, suggesting
that language and thought are. interwoven. For Vygotsky (1962), the
meaning of-a:word'repfesented an amalgam of thought and language. He
wrote:

A word witho ' meaning is an empty sound; meaning,

. therefore, is a criterion of "word", its
'indispensible component (p. 120).

. &
The relation of thought to word is a process with a continual

7 ) . .
movement both'ways -— from thought to word and from word to thought;
Moreover, thought is not merely expressed in words, it comes into
"existence through them (Vygotsky, 1962, p. 125). That 1is, once
bconcepts-have matured, the word, complete with meaning, 15 nearly -

v.always available, making 1t possible for people to communi_ate

(Vygotsky, 1962 p. 7).

i

&

With respect to the word in context Vygotsky (1962), said
A word in a context means both more and less than
~ the word in isolation; more, because it acquires a new
context; less, because its meaning 1s limited and =
narrowed by the context (p. 146).
Watts (1944) conveyed a similar idea in slightly different yet. simple
terms, using. the word lig as an example. 'In a word frequency
count it is allotted oné meaning but when used in context offers
' numer0us possibilities (p. 128). With this cOncept Wardhaugh (1969)
'seemed to agree but added that, although word meanings differ, there
is need for precision as determined byathe use of a word in context.
The meaning of a sentence is not the sum of the meaning of . its words-

~ but ‘a fusion of syntactic structure and semantic properties of the

. ;‘5' .
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individual word (p. 88). Moreover, the word used 1in different.
contexts with;varying grammatical functions, is highly dependent
for interpretation on the thought processesrof the reader and his

experiential background, as demonstrated in the following sentences

The engineer fired his a531stant

The engineer firgg the guniwhich'killed'his assistanti"

The engineer fired questions‘at his assistant. B |
'bThe engineer fired a-steam.hoilerbearly‘in his careerf

Although the word fired represents the same word form class

'in each sentence its prec1se meaning in each context is dependent on

the word following and, in relation to the reader s ability to
differentiate meanings required in- each example Russell (1954)
point\d out the need to identify how" precision\of word meaning is
obtained in terms of discrimination and enplicitness of use. y No
research reports were found which attempted to solve this problem

Not only the words but the structure of the sentence must be

"“considered for meaning to be conveyed In the sent nce, ‘"They are

~

: hunting dogs," the word "hunting" is dependent for its meaning upon

th% grammatical role it plays in the .sentence (Miller, 1967 p. 34l)u
When the,reader-combines language'and thinking.power, he is,able to
interpret what the word "hunting" means, provided additional meaning‘

cues are located in preceding or. following contexts, making it

‘possible for the reader to decide whether the dogs were doing the

hunting or were :being -hunted.

¢

Combining thevlinguistic, psycgological, and philosophical

'point'of view, Rommetveit (1968) offered a concise explanation in

=
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terms of selectixs restrictlons imposed by context on word meaning.
. Thep%;nstralnts placed upon word meaning by. a particular chntext
serveé&o aid the reader delimiting the pQSSibllities and thereby
/aiding in ‘the problem solving task As pointec ou:\byfRommetVeit;
‘the word "water" “in’ the,context of'a chemistry book arouses
" SN
associations considerably.different from'the same wo?h ased in a

poem That 15, "drinkability will most likely be a dominant feature -

of reference" in the context of a poem about the burning thirst'of

a nostalgic uorwegian sailor " but 'fragments of chemical knowledge and

the ecology of the chemistry laboratorf' may dominate thevthoughts of
"the student read§ng the chemistry book (pp 175- 76) .

Rommetveit (1968) also pointed out that. contextual redundancy
tends to serve as an important aid to meaning , For example, in the
sentence, "The leader of the soldiers had really shown that he was

T a man," it seems. unlikely that the reader will need to consider the
'maleness feature of the man because of the preceding information
dabout soldiers. Another example of pro—active modification of
meaning patterns cited by Rommetveit was that, in the expression‘
"to sail a craft”y the word "craft" is restricted as aswater vehicle .
by the preceding word "sail" (p l76) -1t 1is also possible that, if
the word "craft" was unfamiliar the reader wquldfbe aidedVin“ ;5,\\

\

guessing ‘what the meaning was in relation to other words in the

By

_context}
The processing of word meaning in context may.also-be

»postponed by the lack of sufficient information .in the immediate

]
B

'context (Rommetveit, 1968, p. l77).' Homonymous: and polysemous word
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forms appearing near"theﬁbeginning of a sentence. # example, might
restrict the decoding Pprocess until sufficient 1nformation has been
Dlaccumulated.! Such,a _Possibility was\considered in the construction “
of test items. For example, in ‘the sentence, "A bat can fly safely
in pitch ZOVEDER, even when there isn t the fainte t glimmer of
light" there was a p0531bility that the processing of the word

& S :
"ZOVEDER might be delayed until the end of the«sentedce for a number of

s

reasons, one being the uncertainty of the meaning of the word "bat”

s 3

: another was that "le'and "pitch" also have more than one meaning r
~ : . A

,Opportunities to examine the possible influences of. proactive and
retroactive modification in meaning pattegns were created in the

study by placing the unknown word in the test items in one: of three
positions -- -ear the beginning, near the middle, and near tﬁe end

of sentences |

Ogden (1957) suggested that individuals attach meaning to

other signs by way of association.3 The child for example; may'n
never have'seen more than_a picture of a zebra, or he might only

have been told about one, yet he recognizes'the real zebra when he

sees one in thevzoo. Similarly, although the child may never before
v"have had direct experience with the unfamiliar uord in the context
he may be .able to- determine its meaning "By attaching meaning to
the.words repnesenting words already familiar, relating them_to'each.:
other‘and to the new word; it might then be possible for the chlld.“

o "guess' the relationship of the '"new" or untamiliar word" to the rest

of'the context. “As a result, it may be said that the child has

acquireg the meaning of or "knows the unfamiliar word in so far as ..

o
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'posslble to examine the co

‘However, several test 1%

‘o, . -
L

it nowchmakes sense" in that.particular context’.

The meaning attached to the unfamiliar word mav also reEIECt
the. emotional or. affective associations called to mind by the contert
or ‘the 51gns For example, if the word or sign was 'spider,-fqne»
1ndividual might react w1th a dlstincrive assoc1atiye response of

%
fear. On the other hand, another Lndiv1dual might think of fun in

o

the attic or chasing someone wit %Qspider to note his expression

~ Y
el

of fear. -To change the meaning"f Q&e sign "spider", according to

Y

Osgood %1967), it would be necessary to change behav1or with respect

- to the-sign; Since this stuqy was not 10ngitud1nal it was not

1

}/pt of change in meaning over time.

o Wy ‘
presented to the subjects provided an

opportunity for responﬁe to reflect individual ‘associations with

the context from Y,5§h~the meaning of the unknown word was sought
by subjects varying 1in age and/or stage of development

In summary, a word!is not an entity with a meaning.‘ Words

serve as stimuli to call up a category of meanings with the reader

: responsible for determining the meaning that fits best into the

total context " If the reader s interpretation is adequate for the -
.

particular context required he 1is’ generally considered to "know"
the word Knowing, however, is a relative term when applied to

vocabulary hecause the individual may be -able to. read" in the sense

of pronouncing the word acceptably (recognition) and/or he may be

_able to understand the meaning of a word as used in a partieular

‘context How much ' k owing comes from using the context to derive

the meaning of an unfamiliar word tends to be relatively unknown.
l : -

e,



Word Meaning in Relation to Concept Attainment: .

A‘word may represent a concept but a word 1is not a cOnCEpt
(Vinacke, 1952 P. 100) According to Russell (1956), a word is but

a label which- aids in the development of internalized 1deas or;

‘ concepts (p. 325). While Britton (1970) might agree with the first
statement he would not agree with the second. For hip a word is
not‘a label but represents categories of meaning, the scope and
richness ‘of which depends upon the internalized filing system of-ther”

) individual (p. 196). ‘By combining both ideas, it might be claimed

' that underlying ‘the meaning of a word used in a particular'context i
.the process by which the 1ndividual develops internalized ideas or
concepts and expresses them through 1anguage (i.e. words and
sentences). As the ability to generalize, abstract,\and discriminate

develops, the young reader is able-. to select a specific méaning
R
~required by the context, providing ‘he brings to the 51tuation

]
| s

e

{ considerable depth of understanding corcerning that particurar word
_ (Russell, 1954 p. 332). |
. The development of true concepts appears graduallv, the
.outgrov n of=analysis (taking apart) and svnthesis (uniting) of ideas
.(vaotsky, 1962, p. 76). The young child moves from viewing an
: unorganized "heap ofbobjectsato organizing an undifferentiated
_ whole.. Eventually he learns to think in ‘complexes in that he can ‘v '
now make generalizations based onkassociations, but not yet on real .<::\

understanding. When. (and if) true concepts evolve in the final

phase, usually in early adolescence, the individual/is able to think

5
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:Ebstractly;.relating and synthesizing ideas no longer rooted in the
actual. For example, Werner &'Kaplan (1950) reported that young )
children (ages 9 to 10 years) had difficulty abstracting the meaning
of ‘a word from the whole sentence.' With increasing age, however,
the children were able to discriminate between the word and its
meaning in one context as opposed to the same word with a different
fmeaning in each of five additional contexts._ It appeared that the
strategles required t0'atta1n the concept3 as demonstrated by
1ncreasing.skill to acquire several meanings for a~word, were
"becoming a part of a co- ordinated system, the third and- final phase.
of concept attainment. the evolvement of true concepts _ Vygotsky (1962)
concluded that the word is important serving as a guiding function
in the formation of-genuine concepts; that'is, thought processes and
.language processes tend to, be closely interwoven.' |
»tPiaget also stressed periods or stages of cognitive
development. Each stage included a period of formation ‘and arperiod
of attainment, characterized by progressive structural organization
of.mental operations. Attainment at one stage‘led to’ ther
succeeding level 'so that children of varying ages might be at one -
stage, depending on factors- such as experientialfbackground, |
motivation, and the 1ike (Inhelder," 1962 p- 235 Therefore, readers
between the ages of nine to fourteen ‘years might be functioning
'cognfﬁively at the concrete level of operation (i e. able tos think
logically, note differences, and seek relationships), when

required to deal with abstract symbols representing concrete ideas.

For some reading tasks, however,}representing morefabstract ideas,

RS
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these same children might ‘also .be able to cope with‘abstract
propositions, representative of . Piaget s final period of formal
operations (and not unlike Vygotsky s third,phase) In a reading
ﬁsituation, it seemed highly probable tnat the proficient reader
I,would obtain word meaning from the context hy a551milating the
'information available in. the surrounding context in order to

‘e : . -~

accommodate the unknown word into his own structure of knowledge

~ :

Bruner (1962) considered that the patterns or strategies

used by learners to attain new concepts were important As a

first step, the learner ‘must - determine the nature of the task in
order to focus: attention on it Next, decisions are made c0ncern1ng .
-how best to attain 1nformation effectively through selective cues in
‘relation . the difficulty of the task followed by additional
decision—making (testing, accepting, rejecting) unt11 the concept

;is attained with maximum efficiency and minimum strain " (i e. few
wrong categorizations or cues) That the proficient maturing reader,'
striving to obtain the. meaning of an- unknown word in context, used

_strategies appropriate to solving the given task was. considered a-

Jpossibility

N

The Role of Language and Experience in Concept Development
._‘,* g to ‘ . ‘ . : . . “ . ‘ J. ’ . |
;’1? ' J“ T " J

One way of representing experienoe, either past or present
: A
is ehrough@language.' The child s language reflects not only the '

ways in which he is experiencing the world but determines also how'

&

‘ he operates in it. According to Britton (1970), from the language

and thinking strategies available, the child is able to categorize

§
)




and ahstractiideas from his. environment, having‘a_repertoire of words
for comhining these ideas. 'The resulting language power is{ /d
~dependent on the level of his cognitiye and language skills; that is,
it is dependent aon the child' s, 1nterrelated language and thinking
strategles (p. él) Moreover, what is. stored in consciousness
(experiences) can be updated through reorganization of existing
'symbolicfcategories, resulting in the continuous»broadening and
' deepening of concepts, newly\acquiredjor stored (Britton, 1970,
- P. 19). Therefore, language is mot only an external verbalization
" about things; it is also an 1ntegral“part of the personal process.of
experiencing and knowing (Smith Goodman & Meredith 1970, p. 68) "
Through words and sentences the individual is able to "fixate, )
1solate, and relate aspects of his environment that would otherwise
be a confused complex (Thomson, 1959, p. 176) "i‘

If words and-thoughts are 50«closely interwoven, it was
con51dered 1ike1y that the verbal responses of proficient maturing
’ readers;yin\explaining how they obtained word meaning from context,
might/reveal the level of language and cognitive skills used for
--that purpose.‘ Loban (1963) reported that’ the high groups in his
I

study of the language of elementary school children were the most

fluent, the most able to control their language, and , the most able

~readers (pp 82 83) u_ 7 o o ///_

Experiences then, are transformed into concepts and relayed
by means of language.‘ Hence, the meaning attached to a partygular

'word depends upon individual experiences with the word. 1In reading,'

the more experience and'knowledge that the individual can bring to

-

o
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\ .

Ehe reading Situation, the greater are the possibilities for broader
and deeper understanding. In particnlar, when reading to obtain the
meaning of an unknown vord in context; "the prof1c1ent reader who
bringe to the reading task a broad background of experience and

1"

-knowledge, should be prepared for the "prospect" and retrospect'
suggested byFBritton (1970, p. 19). However, there may be times
when even the proficient maturing reader relies heavily upon
retrospect in the form of.using previons personal experiences to
explain or identify an immediate~situation or idea which he is
unable to transform completely from the subjective (actual) to- the
objective. That {1s, egocentrism may not have faded entirely, instead,
it nay have become only partially internali:ed’(Vygotsky, 1962, p. 20).

‘While'it.was anticipated that'proficient maturing readers -

might pProcess the context to obtain the meaning of ‘an unknown word
within the confines of the theoretical framework herein provided
reading research to support the ideas was limited That developing
readersdnere capable of selecting, testing, and organizing relevant
ideas provided by the context in order to complete the context with

- a well controlled idea (i.e. a precise, mature»word) seened
probable in view of vhat. has been stated concerning_language;
_thinhing power.

. ,é% pf_" The Role oficontent in the'Reading Process :

; . @ L
- . . . . L
“ .

It has long been contended ‘that reading is a highly complex

'thinking process (Thorndike, 1917; Gray, 1940 Russell ‘1956,
{
Stauffer, i969). Thorndike provided some evidence that reading

-



Dy, T

36

comprehension reduires reasoning as determined by pupils"verbal
vresponses to questions based on interpretation of paragraphs read.
Vhe reported that the good readers, in solving reading probleéms,
attached meaning to each word encountered selected certain elements
in the context,‘determined the relationships between these elements
" or cues by weighing each properly in order to organize essential
ldeas and make possible understanding of the sentences and/or
paragraphs. Inability of some readers to treat their responses as
'provisional and to test them further by "thinking out their subtle
or more remote implications,' was cited as one of the major
weaknesses of their responses (Thorndike, 1917 P- 330)

Thorndike emphas'““; the need for careful 'thoughtful

processing of the context. He pointed out that the fluent reader,

" presumed- to be the reader able to "read" or recognize the words in

the written mesSage,'might not fully understand the passage unless

he became actively involved in "what the book says " Active

involvement was related to the ability to-make ° judgments based on
el . lfb’"’ .

fw’eiaborate aﬁﬁ{invené%ye organization and control of mental

8

3» & =il : A ﬂqﬂ$v’ -

Ty connections (Thorndike 'Tbl?, p. 332).” It might be inferred that

Thorndike considered thgh the degree of control of" these mental

s

connections" was reflected in subjects suse of language, that is, .

by way of their Verbal responses.

Cray (1940) was amOng ‘the first to state that language and
thinking are intimately r@l%qed in the reading proceSS.
)
Stauffer (1969) considered three aspects of the reading—thinking

process, namely, (1) declaring the purpose (i e. ability

t



to focus upon the specific reading task; (7) reasoning, consisting
of a balancing .0of what was found against purposes experiences,

and language facility, and (3) making Judgments. the productive -
task of making decisions which are pertlnent and discrlminate

(p 27). These ideas seemed closely related to Thomson's (1959)
'explanation‘bf reasoning He stated that reasoning conslsted of
reflecting about a.happening»in the light of.past experiences,
deliberating about an idea in view of the known or given, pondering
overlseveral solutions, hypothe51zing possibllitles, and checklng
over alternatives before judgments were made (pp. 13- 14) It seemed
-logical that proficient maturing readers, attempting to derive thel
meaning of an unknown word from verbal context, might approach the
task in a similar manner.v How these judgments might‘be made,was_

~unknown.

- Goodman (1973) defined reading as a psycholinguistic process

“.»by which the reader, a language user, reconstructs the writer s

message encoded as a "graphic display (p. 22) ' Goodman viewed

) reading as a receptive process in which the reader uses three cue.
systems simultaneously and interdependently He called one cue

’*gsystem the graphophonic by which the reader responds to the. graphic

sequences in the context, a second‘ ne, the syntactic, con51sting

‘of pattern markers, such as function words -and inflectional suff1kes

which aid the reader ‘to recognize and predict structures, and the

'third cue system, the semantic, by which the _reader derlves meaning

in order to make sense" out of the context (p 28) ‘ :

Jers, are able to
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select the most productive cues, test them against the semantic

context in order to confirm or reject/fhe meaning obtained. If
y

errors are made, the proiicient reader is able to gather more cues
as needed. Besides, Goodmzn suggested that the strategies used to

process literary type material might differ from the process used

in.discursive language v

3

Although Goodman's (1973) theory of the reading process

tended to be more specific than the explanations given by Thorndike

' (1917), Gray (1940), or Stauffer (1969), strategies for problem—

Y]

solving seemed to pervade them all. Whether these same strategies
might be employed by proficient maturing readers to derive the
meaning of an unknown word in coritext was a- question raised at the

outset of»this study. Russell (1956) suggested that problem—solving

ability increased with age in tgrms of speed and accuracy. Problem-

"-solving ability seemed not to‘change with age but older children,

having more experience to bring to the reading situation, were often

more sensitive to a problem (p. 279). It appeared that this might

o

‘also be true with respect to the ability of proficient, maturing

readers, at different stages of development to process the meaning

of an unknown word from context.

The Nature of Contextual Clues

, e : , o .
Artl (1943) was concerned with the nature of the clues

furnished by thgd@&ntext,

';.“.”.context clues ref
€§called "hints" that e



These hints were considered more than just the words
t surrounding the unknown word. . They were experiential as well as
verbal, residing'in the past experiences.of both reader and'writer‘
(Artley, 1943,%p. 73). Moreover, good readers should’be able, in
thelr everyday reading, to interpret not only'the sense—meaning_'
of the passaéevbut also the intended meaning -- the mood, tone, or

intent -- of the writer, if full understanding was to be achieved.

_Artley also contended that“What the sentences meant depended upon

“the relationship, the interplay, between the reader and writer,

¢

.resulting only when full use was made (automatically) of the clues

offered by the context.
To support this idea, Artley (1943) developed ten major
categories with twenty-one subheadings to serve as an a priori

classification scheme for contextual clues. The main arbitrary

groupings included typographical aids, structural aids, substitute
M ) . i K :

B

words, ‘word elements, figures. of speech;rpictorialvrepresentation,.
inference,'directfexplanation, and subjective clues. ihe purpose
_of the scheme was to organize context in‘such a way that r@-mﬁéﬁ?i
be-presented systematically to.the child.j)
McCullough (19&3) published a classification scheme, ﬁ%ﬁ '
‘ “ &
consisting of seven categories: namely, definition, experience,
comparison'or contrast,‘synonym, familiar‘expression or language
experience; summary, and reflection of a ;ood ok situation.
Explanation of the aids and suggestions for teaching them were'

clearly outlined. McCu~llough (1943) attempted to justify her

'categories on the basis of two unpublished studies,‘hgr_own and
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one by Strang, both involving the responses of college students
requiring the use of specific contextual cues to determine the
meaning ofban unknown word in context.

)Referring to her own study, McCullough (1967) admitted'
that only "the'top of the iceberg" wasvseeanecause nine —-tenths
of the signals suggestive of meaning were hidden by our ignorance_

of other supportive lingu1stic cues (p. 361)." Nevertheléss, for

almost a quarter of a century a priori classification schemes served ﬁf

A

as the theoretical framework for the majority of research st ﬁies

da 3
el
e

completed in relation to use of context as an aid to meaning,
Deighton (1959) scrutinized a sample of 500 OOO running
words for the purpose of finding examples of contextual clues
Deighton concluded that the context revealed 1nfrequently the
'meaning of unfamiliar words, that the building of meaning from
=context was a gradual process, and that p0351bilities for its
effective use uepended on the previous experience of -the reader, on SO
the proximity of the unfamiliar word to the enlightening context,
iand the clearness of the connection between the context and the
. unfamiliar word (p 6) |
Ames (1965) provided the first empirical_evidence thatﬁmature
readers used tﬁ& ‘context to obtain word meaning. On the basis5of
their verbal responses Ames developed a fourteen —category classifica-
tion,scheme of contextual clues reportedly used by these mature
readers./
| 'Dulink51968) helped'cIarify'long-standing assnmptions
' concerning the existence of at .least five classes or'types ofi K

]

-)
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<y
{lcontextualpaids. On eXamination of the existing classification
schemes for contextual clues, Dulin found that only five types of
these clues appeared consistently in all the schemes He considefed
the following types of contextual clues generic: - (a) contrast,

(b) linked synoﬁym and/or app051t1ves (c9 direct description,.

(d) language experience, and (e) cause- effect relationships.

The five types of contextual clues were embedded in a five form‘test'
“and the test was administered to 315 grade ten students. On the
basis. of test results, Dulin (1968) conc ‘uded that the five types

Y

of contextual clues "did in fact exist "l e

-

Research Studies Related to Use of Context in,Reaaing
. T ; )

N

S \\\
4 .
One of the major concerns in this study was to determine
how developing\readerg processed;the context to obtain the meaning<
of an unknown word. Although'few studies were.found which addressed

- themselves %?;tye subject of process, findings from several StUdiii_///

offered direction. ' i C oo Y

Factors @%ioh might affect use of context

5 #

Eckert (1936) reported that the interpretation of meaning . l
from con%e’t was a matter of judgment and reasoning, performed more ’ (//
efficiently by brighter children than by others® She suggested
that the problem of deriv1ng word meaning from c0ntext was complex
'The\degree of success ach&bved bv young readers tended to be.

affected by the nature of the context and by the modifying effect

of contiguous words and phrases. - - ’ ‘ s ;//-
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Looby (1939) reported that the ablllty of grade 6 puplls to

use the context was influenced by thelr mental ability and. their

environment; She concluded that grade 6 pupils seemed to attempt

to obtain word meaning but their efforts were not al

The two research studies just cited reported the rel
between ablllty to obgain word meaning from context

o

ways successful.
ationships

.and intelligence

or' reasoning but made no attempt to determine how these more able

‘readers reasoned to obtain word‘meaning from context
Werner & Kaplan (1950) suggested that childr
and 13% years (the approximate ages of subjects in.t
acquired meaning prlncipally in two ways. by explic
vl(e g. parents direct naming of’ object) and.through
contextual reference (i e. meaning being inferred fr
verbal context). The steady 1ncrease by age group i
obtain a single word to "fit" the six contextual sit
each set of test items, to integrate the cues from t
to approach the tasks objectivelybwas significant
- language behavior of the younger. subjects was reveal
forms. First,4they were less able to differentiate
meaning of a word and the given verbal context. For
'the sentence "People talk about the BORDICKS (faults
don't talk about themselves;' the response "Well, bo
people talk about others and don t talk about thems
what bordick means (Werner & Kaplan, 1950 p. 15). v~
the younger suﬁ}ects responses holophrastic charact

apparent in that sentences tended to be conceived as

o

en between 8%
his study)
it reference ia
implicit or
om cues of
n ability to
uations for
he contexts,~and
The immaturg,/~
ed in two major
between ‘the
example, in

A
) of others and
rdick means
elves that s‘

Secondly, in

eristics were -

undifferentiated

e

o
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wholes rather than as constructs ¢f discrete units (p. 22)." . The

coﬁ%ept was not confined to the unknown word but Ih_attempting to

. :,'J "‘,’.‘ ’ QQ‘ H . . \\}J

i o Ffer its meaning to another situation, part or al&tof the former
75 A=

co&:gxt was 1ncluded in the explanation For example, the elicited

response of one. subject ‘for ONTRAVE~(hope) sometimés'keeps‘usﬂ_

from being unhappy" was want, reference being made to a broad

contextual situatio "lf‘you gangta bow and arrow and you get ic,
that keeps‘you frc -ug unhappy.;' Other subJects tended to
transfer parts of prev1ous sentences in the series to eXplain the
-meaning of the response given in the next situation. For example;
7
the response, "'To get a(good mark' keeps us from being unhappy
seemed to have been transferred from the explanation given previously -
for ONTRAVE -- "If you~get a good mark yod mustﬂalso work hard,for
\"it:."v o “ ' o
oL ¥
Findings in the Werner & Kaplan study (1950) suggested that
) precision in. the signification process inc- ' with age. It could
also be inferred thad elementary school Crixd might process word i
meaning more efficiently if given a single sentence. Furthermore,
young maturing readers might be able to process~the meaning of an
unknown word in the- context of a paragraph 1f the length of the
paragraph was 1imited > Voice (1968) for example, presented gradé 5
subJects with ‘a passage of continuous prose from a basal reader»
fand from which every nth was replaced by a simulated word. He
concluded that the subjects were best able to. obtain an’
“‘ appropriate meaning for the unknown word when the contextual clues

were in the immediate sentence On the whole, however,4the
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subjects were”not efficient in obtaining word meaning from the -
context (for only 17.5 per cent of the contextual 51tuati0ns) It
appeared that the reading situations (even though representatlve

Pt ? ’ o

of material read ig school by grade 5 subjects) might not have

« allowed these young readers to use context: effectively.

Research to support the conrept that ability to obtain word
meaning mlght be developmental is. limited. Ev1dence that readers
at:different age levels ‘e able to obtain word meaning from
context-tmith varyir - grees of sidccess) seemed to.be limited
‘mainly toistudies which~conc1uded that certain contextual clues,“
embedded in the passages, were used since subJects completed the
context with appropriate meanings (usually,.sxngle words) These
.'studie!. hoWever, furnished information which seemed to suggest that
young maturing readers might process word meaning from context ‘
different y, dependlng on the stage of‘developmen_'or‘the‘age{of
'Tthe<lea\ner. Avrev1ew of the;researchlreleyan' to"the topic, how

developing readers obtain word meaning from context, provided some.

guidance_for the‘present studyr' i : ‘ o \\

,Ability.of,mature readers to use context

Gibbons (1940) reported that college students could not use
the~c0ntext more than %8 per cenlt of the time. Ames (1965)

. g .
concluded that graduate students used the contextual clues embedded
1n”certain passages with significant success 60 per. cent of the time.

Fletcher (1959) found significant correlation between the ability to

'use conteXt and reading comprehension and between ability to use

‘o

e .
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' during the high school years. = e _ S

’were embedded He concluded that ability to derive word meaning

’

context and reading vbcabulary.' He conciuded that the students who -

.could derive meaning from context tended to have better vocabulary

andwslightly higher intelligence scores than those who lacked this
. ‘ . \

ability. o .

1

Ability of ' maturing readers (high school)
‘£0 use context

i Findings related to use ofwcontext by high schoolggﬁﬁdents

. seemed to suggest a relationship between vocabulary level, reading

comprehension, and intelligence factors (Stearns, l_ﬁ

'1969)-. An intereating,conclu31on drawn by Stearnsbkl954), not found

elsewhere, was,that"growth in ability to use context seemed'to ogcur

between grades nine and eleven. .Qnealy( 1969) found no_significant_.<:'

advancement in ability to use context between grades ten to twelve.l“‘a

"Spache and Berg (1955) reported that the averagerhigh school

There was no signif icant growth in the use of contextual clues
. ¢ >

? . -

e .1\,4.',
2 igd

Ability of young mat.rinz readers. to use coptekt f -i S i

Findings in rclat on to the usefulneséﬁof context as ah ald

ito obtaining word meaning by elementary schook children tended 0.

-

vary. Elivian (1938) placed seventy three worﬂ

? ' ' 'x"

0
from context was related to reading ability and to grade level

ek

AN

.. L

'“Aé?t

. student could derive meaning SO per cent to 60 per cent” of .the time.'33
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increasing from grades four through eight Eliv1an (1938) and
3y ! R

McKee (1948) reported that grade four subjects were able qo obtain

e » \
an approprlate word meaning from context for approximatély one- third

f

“of the test- 1temsi; McCullough (1945) concluded that grade three pupils

were guessingﬂblind" when results yielded an zver-ge succeéss of

about 40 per<cent The percentages of correct'responses~varied from

—Jxx ‘

a low of 32 per cent for experience to a high of 46 per cent for

definitigh. . , ' , o 2 : -

Qn the basis of responses to the Context Test in which

q

fdthirteen out of the fourteen types of contextual clues used by ‘Ames
'(1965) were embedded Rankin & Overholser (1969) calculated that the

'r'average proportion of correct answers was: grade four, 43.per cent;

grade five? 50 per cent; and grade six,! 63 per cent. Conclusions
- - ‘ - ‘ . B

drawn werevthatjintermediate grade children were able tovrespon

adequately to certain types of contextual clues” and not to others.

Accuracy for’different clues ranged from.26 per cent to 60 per cent.
Furthermore, Rankin & Overholser (1969) reported that the rank order ﬁ'f
of difficulty among the~thirteen types of contextuai clues was

highly consistent among grade levels and réading levels (designateE;;>A

" as high, medium, and low) within grade levels.

Findings, based on varying purposes for each study reported

-

tended to be too diffuse to make qomparisons possible That subjects

. the context was apparent

rrpi

. Only Rankin & Overholser suggestedithat ahe efforts of the

T A

intermediate grade children in their study were adequate-—in the use’

of some types of contextual clues, at least\\ On the other hand,

~



_suggestions that improvement.in teaching methods‘might serve' to
increase efficiency'in the us; of context:to obtain ;ord meaning »
by elementary school children seemed premature in view of the
limited knowledge revealed by the studies concerning how the
context was being used or why young maturing readers'failed to
make efficient'use of ‘it. ’For possible guidance in- that direction,

studies concerned with teaching children to use the contexg were ° s

~examined

: Instruction in the use of context clues
Butler (1943) reported no significant difference between
experimental and control groups in grades 5 and 6, following a4period

of instruction in the use of context by the experimental group. She

J

suggested however, thatﬂspecific instruction in teaching pupils to’

use context might be‘beneficial Hafner (1965) spent one month

,,_
(12 lessons) teaching one fifth grade class to use contexfhal aids

He reported no significant gains over ‘two control groups not taught

4
by him, but concluded that the teaching of context aids was important
in spite of non-significa?t findings A one—monthrtraining period
was considered inadequate.

: By contrast Peterson (1942) reported significant gains B
following a ten—week instructional period with junior high students. .

.Sheeconcluded that %ghectly attacking the problem rather than relying

3

on incidental methods or wide reading yielded the greatest

a -

improvement in reading as measured by - abilitv to use . the context

Likewise, -Guarnino (1959) limited his study to lessons taught to



48
Ve
"~ three English classes for one month anddlater, to twelve English
 classes (grade 10) for the same period of time. The most. 2
significant gailns were made by”pupils having low contexts scores
and high reading comprehension pretest scores, ‘ .
,Withinbthe limitations of the results obtained from
reported research, it.appears that ability to derive word meaning
from context may be developmental.’.How that ability functions |
in maturing readers was.not'revealed by the reported research.
Mature readers in the Ames' (1965) studf revealed how they'obtained
meaning from context by way of fourteen types of contextual clues
1dentified from their explanations. Using a similar approach, it
might be: possible to explore the- processes used by young maturing
readers to derive word meaning from context .

Use of context to obtain meaning of an a
. M s
unfamiliar word

In the majority of research studies related\\o\ﬁge of context
to obtain word.meaning it appeared that the word- required ‘to replace
the 51mu1ated word or blank space uas unknown in that it was: missing
from the context. Whether the meaning of the deleted word was, in
fact unfamiliar to the reader was not established. ‘As a result;;g
the issue,of how word meaning;is obtained»from_éontext seems to have
been confounded by this tendency to eouaterthe\terms‘"unknoun" and
"unfamiliar" withnrespect'to use'of context to»derive word'meaning.

| Olson (1972) attempted‘to‘establish thatvthe simulated words

placed in the cOntext of a Vocabulary—Context'Aids-Test were

‘unfamiliar'thuough use of a pretest.',Words selected trom the
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Reader's Digest, Reading Skill Builder, Book Six,. were presented in

isolé&iﬁn”to ninety students. From the 1liét, twenty—five words {

missed by 50 per cent of the students in the screening test were
1
embedded in the experimental test which consisted of two selected

readings (Reader's Digest, Reading Skill Builder, Book Six).

i

Ten students from the group who missed 50 per cént or more

LA

of the words in the screening test became one-third of'thevexperimeh—
%tal,sample. Whether all the'twentnyive wordleere unfamiliar to the
ten subjects_chosen was not stated in the'report. It.appeared also
.that%it“uas assumed that the words were unfamiliar to the remaining
twenty subjects. ‘Furthermore, no indication was giVen concerning
the time 1apse between the screening test ‘and the experimental test

Olson (1972) reported that all subjects correctly 1dent1f1ed
the meanings of at least 48 per cert of the words in context and
13.3 per cent of the subjects identified 75 per cent or more
word meanings. Moreover, 5ub1ects used the clues expected of
them (i.e. in relation ‘to the six types of embedded contextual
‘bclues) 32 per cent of the time. No account of what additional
cues the subjects used to obtain word meaning was given.

The OlSOn (1972) study was significant in that it attempted.
to determine how successfully grade 6 subjects used the :context to
obtain the meaning of ah unfamiliar word. Furthermore, it pointed
up the need_for research in atnleast two areas. First,git is not
“known whether the meaning of a familiar word replaced in the context
by a simulated word or a blank\‘3 processe An the,same way(s5 as

_ is”the meaning . of an-unfamiliar-word in t ' ontext. Secondly, a
. . _ : .
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reliable means of determining whether the word in context for which

the reader seeks meaning is, in fact, unfamiliar to him, is needed.

s

- Use of context in relatlon to
grammatical class

Recent research tends to support the idea that the grammat;

[y

;form of words imposes constraints upon the use of context in read i
The proce531ng of word meaning may be facilitated by reducing.word _
membership to.a particular word form class.

Ames (1965) reported 31gnificant relationships between .
syntactic cues and word meaning. Simulated words, representing four
‘ word.form classes,'yielded the‘following percentages of success:
verbs,.69 per cent; adverbs, 67’per centg nouns, 60 per cent;

adjectives, 48 per cent. Ames conclufed that knowledge of syntax

seemed to affect word meaning.; h _ | - //v

.When ﬁulin (1968) considered word_form class generally,_no
_ significantvdifferences were'revealed in grade ‘ten subjects' use of
’one word form_class over another;_'An easy to hard hierarchy sasf
determined - nouns,.adverbs, adJectives, and verbs, respectively —;
:_that differed from Ames' (1965) findings Louthan (1965) reported
that ‘at the grade seven level, correct responses to noun and verb
- classes, deleted‘from the context, were significantly lower than all +
‘ other grammatical classes. On the basis of results from standardized
reading tests, Bhooma (1969) concluded that for grade six subjects,

the deletion of nouns produced a significantvdecrease in performance"‘

scores. thle no conclusions can be. drawn fn the basis of these'

2 A~

LA

studles, the Variance in findings seemed t”vsugggst tha;,ﬁalthough
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svntax may place constrainta on the context, additional factors tend
‘to influence the reader's use of context;to obtain word meaning.
Concerning the purpose of function words, Conlin (1961)
pointed out that, although‘function words "are more significant for
what they do than for what'thequean,"‘they perform important
grammatical functions in subordination and.coordination ofvidea;
(p. 140). By contrast, Katz & Brent_(l968){con§1uded, on the
basis of fheir findings, that "the meaning of connectives play a far
more significant role than their grammatical structnre as far as‘
English is concerned (p. 50&)." In genenal Katz & Brent neported
ja clear developmental trend in the linguistic control of selected
connectives on the-basis of explanations given concerning the_use of
certaln cbnnectives‘by‘aubjects in grades one and six and college
level. College students,vfor example, preferred "when" "then"
while grade one subjects tended not to behave differently with
"~ either ' when_ or then-. .They also observed a_clear»developmental
trendvin the.understanding of‘adversative relationqhips, such aa:"bnt"
and "although". With increasing age, subjects tendeZ to:prefer
temporal linkages:to causal connectives ("when' to "be"ause";'for
example).v To what extent readers, -at different ag :s, understand the -
“relevance‘of similar connectives to deriving meanin9 froo the- context ©
was investigated by Robertson (1966) She concluded t:at grade leve17
was a‘faetor in ¢hildren's underétahding of connectives in reading.
Tbe level-of'understanding in grade'four wast57;29.per cent;.in grade
five,’65.9§ per cent; and in grade six,'74.72.per cent.-_Althongh,tbe

study was concerned with the extent connectives were used rather than

2
i



why certain connectives were chosen over others in completing cloze

test items, it might be assumed that the context surrounding the

_connectives served as an aid to determining the connective required -

- - ! . . .
to complete the context. That subjects processing word meaning from .

context might report specific use of connectives located in the

experimental data—gathering instrument was considered-a

possibility.

Studies of the Reading Process Using

Introspective Techniques

;Introspective techniques'mere_used by Ames (1965) in his.
study of how mature readers obtained the meaning of an unknownbwordiu
from conteit Following the reading of passages'from which every
fiftieth word was replaced by a simulated word to provide 556
dlfferent contextual 51tuations, readers explained how they used the
context to obtain the unknown word. Subjects' responses'were

classified in terms of the types of contextual clues indicated by

subjects as having helped them get meaning from the context It was,

assumed by Ames (1965) that reasoning was used by the subjects for

the purpose of obtaining word meaning..

At least two possibilities relevant to the present study

were prOJected by the Ames study. First, consideration was. gi//y

o ’ -

bas to whether a similar approach’ might be used to\Qetermine how

S

13

"wyoung maturing readers obtained word meaning from context 'Secondly,

"

‘there was the possibility that more valid information might be

obtained if the subjects were not given specific instructions to use

-
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G,

the context. Instead, subjects could berasked to decide upon a word
of "best fit" to complete the meaning of the context before being
induced to explain why they used a particular word to replace the
.deleted word. Houever, before the decision.to-use this approach
was made, additional research studies employing introspective— |
retrospective‘techniques werevreviewed.

Strang (1967), concerned with gaining insight into the

reading process, wrote in support of the introspective approach, as,,;

follows: . .
Insights into the reading process thus,gained - )
introspectively may confirm, modify, or revoliutionize
methods of testing and teaching reading (p. 21).
ARV Relating her own point of view to that of I. A. Richards'

concerning the best way to understand the reading process, Strang
(1967) further expanded her ideas about the process when she wrote

If we céuld see the pupil’ s'mind from the inside at the
“moment of understanding the meaning of the selecticn he
1s reading, we would know more precisely how he comprehends -
‘and .interprets what he reads. Persons of different ages
‘and abilities, with encouragement and practice, are able
wo M to recall and verbalize thoughts and féelings that occur
' to them as they read: _in other words, they can describe
their own learning experiences . . . These introspective-
retrospective regorts give the closest available
.description of the_\;ading ‘pProcess’ (p 19).

Huey (1908) introduced the idea of an introspective approach

”to mind as they read, confe551ng that the test, though

ect -was ''probably the sanest available.(p._lSO)ﬂ{ Sane

‘

for a period of time, probably because some research studies naively
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assumed that mental processes could be describegidireCtly from verbal

utterances instead f accepting that human consciousness in an

inferred construct CBgring, 19535. For example, fickford (1935)

asked adults well Rnown 0 him, to read aloud prose and poetry and »

react during and immediately following the reading In his report ofwf

the study, Pickford stressed that his success was "dependent on

the subject's use of words to revéal the mental processes being

studied (p. 35)." o ' ' ’ \\\
During the 1950'5, when attention was\\nce more focussed

upon the need to understand the process of learning* renewed interest

il

] of gaininé/information' ‘

G

the University of.

in the introspective approach as a ‘mean
concerning.the readingéprocess was apparen
Chicago, Swain'(lQSB);jPiekarz (1954),ajenkinson (1957), and Letton
(1958) used introspective-retrospective verbalizations to study the
reading procehs following similar plans for interviewing, but each
.developing somewhat different approaches to the reading tasks and |
to analysis of the data. Swain (1953) inducedagood, average, and
poor high school readers (all above average in intelligence) to
"think aloud" while reading a carefully structured problem-oriented
reading test. Subjects ‘were considered naive to what was being
:observed but the purpose of the reading task was made clear.

Responses werenrecorded and transcribed‘in order that they might be
categorized along three postulated dimensions from which generaliza—
tions concerning the reading process were made The main shortcoming
l of the Swain study (1953), 1ike the Piekarz (19.4) study which

followed, waslyts reliance, in analyzing the dz upon a traditional

H
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'combine a background knowledge of words wi
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4

. : : ol .

framework, postulated in advance and based on reading experts

“

opinio?s ﬂﬂd research.
‘»7«14&

Piekarz' (1954)“study, however, served as a valuable gulde

Ia

for the present study in fhat grade six children, considered -naive

concerning the psychological nature of reading, revealed that they
were capabde of introspection and opened the way for further research
relative to the reading process In a less structured situation
.than‘was used by Swain (1953), Piekarz (1954)-observed grade six
subjects who were induced to recall and verbalize thoughts and
feelings that occurred while they were reading “In addition, they
were asked questions following the reading of each passage -Of

particular interest were two findings first that. grade six

'Jsubjects verbalized more about short units than about long ones,

tending to become confused and discouraged by trying to remember

too many ‘ideas at one time and secondly, the subjects seemed to -

L 4
clues from the text to

define word meanings, searching the imm diate context for clues to
antecedents and references In addition,’selection of the popu}ation

'sample was-carefully planned. All subjects were above grade level ™

~'in vocabulary achievement but different in: ability to interpret

continuous meaningful context (i e. comprehension scores differed).

In a study. involv1ng grade ten subJects, Jenkinson (1957)

examined reading comprehension from the standpoint of process,

product," and the interrelat;,nships between process and product.
»
Using retrospective'. techniques ‘which did not interfere with the

-

reading process in the way that "thinkingcaloud" while reading might

"~

o

-
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have‘done; Jenkinson (1957) asked selected subjects to recall why"
they selected cloze responses to a comprehension test previously
fompleted ., The~datawereallowed to determine the criteria best

3

suited to classify and descrlbe the reading processesnused by" the
PHEA N o ' a
subjegﬁs'to comglete»thecmeanlng of the reading passages. While the
study was not designed'specifically to determine how’wbrd meaning

was obtained from context, findings revealed that the proficient

readers in describlng how they completed the cloze passages, tended‘

to use the context to exﬁlain certain unfamiliar words or expressioms.

In analyzing the data,<pauc1ty of vocabulary was derived as one

Ve

criterionvfoITidgntifying thefréader leSS-able to obtain meaning from.

to grade ten subjects responses, in retrospect, the reading process
.4

8 6 and 13-5 years to verbalize how they acquired word meaning from f

Al

context. Subjects were required to determine the meaning of an

artificial word eggfdded in sik separate‘sentences. " As the child

A(indiv1dually tested) finished reading the sentence he was asked "in

what way_and why the meaning'given (ii/;he sentence (Werner & Kaplan,

'1950; p. 7)."  From the protocols obtained from subjects' recorded

responses; three.judges derived sixty criteria to make‘possible a
qualitative and quantitative analysis of the subjects 1anguage L.

behavior. It appeared that the verbalized responses of young

. subjects provided valuable and valid information concgrning changes in
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o . 3 |
language processing to Obtaln word meanings from verbal context by
children, ranging in age from approximately 9 to 14 years. From the
examples provided in the Werner & Kaplan report (1950), there
appeared to be some evidence that background knowledge and thinking
tpower may have contributed considerably to the reading process of

acquiring word méanings from the given_contexts.

Y

'c;}’l ' ~ Research Relevant to Introspective Studies

in Reading

One of the'most frequent and most}successful user ofv
introspective techniques nith naivevyoung subjects was Piaget. Piaget,
like Rousseau, did not consider the child a miniature adult whose

" thought processes were the Same. Moreover, he did not consider ° that
the child's thought pProcesses were less efficient than the adult's;
hthey weTre simply different (Piaget 1928, p. 199). , Using a free

and unstructured approach Piaget observed children, -talked with

them, and listened to them over a long period of time before
advancing his theories of intelligence (Ginsberg & Opper, 1969, p. 5).

To learn how.a~child reasoned, for example, Piaget observedu‘j
’himlfacing a specific problem requiring a solution. fhe child was
not_expeCted to give "an account of the psyehological how of the
process but rather to "limit himself to an account of what he had

-done" or to ' give his 1ogica1 reasons for solving the problem that L
wav (Piaget, 1928, “Pp. 138;39) " The procedures used were simple * To

Ilearn how a Child solved a mathematical problem ‘for example, he

was presented with a simple problem After the answer was given, a

1
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simple question, such as "How did you find that out?" or "What did

—

4

M N -
‘. you think so as to find that out”" was posed (Piaget, 1928, p. 137).

On the basis éf Plaget's. wide experience with children's reports of

their thinking, it seemed reasonable to_consider that the responses

-

_ obtalned from maturing readers concerning how they obtained‘word

P (e

meghing from context could also provide valid 1nformation relative va

" to the readlng process. - %

Piaget believed that the child- at age.seven or eight, becoming

more conscious of "thought, is capable of reflecting-upon

" his own thinking. He considered introspection'a "thinking about

thihking" done by the child to justify his own judgmentsvand not to

‘be confused with the original spontaneous thoughts (Piaget, 1928

‘p 144) According to Piaget, even adults are incapable, either by

introspection or: retrospection, of recapturing the successive steps

our mind has taken. " He viewed an accurate retrospection as a

= reflection upon the whole course of reasoning Younger children,

.

(Piaget 1928 p. 141)-

! .
Piaget contended were less able to order their thoughts, taking as

a‘startingvpoint what was their'final'goal that is, they tended’ to

start With the results, reconstructing how they began Older ~

>

’children (from approximately nine years upward) were able to explain

what they were 1ook1ng for and what they did to find the answer

>

Bloom & Broder (1950) admltted that subjects might order

their thoughts while verbalizing how they gsolved problems, resulting

in an inaccurate representation of the actual thinking processes.

Nevertheless, they provided college subjeits with test—type material_f

<
- G

v L . . o ) - : . . . ] - . . » 131:”»“ ’
.o . A - . . .
“ \ R - .
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to create a classroom problem solv1ng mental set while problems were

being solved Verbal responses were recorded and analyzed With

8

younger subjects 1t “was also considered important to create a

suitable mental ‘get for solving the reading problems in the form of

_u/

test~ type materials presented in such a way that fears frequently '
L
rattached to testing situations were removed. o o

Peel (1971) cited the need to explore possible developments

and differences in meaning which emerge from ' practiCe in language

‘ and ‘from thinking associated with 1" during and after adolescence

: For this purpose he suggested a simple research technique. Ihe

subJect was provided with a verbal situation, fairly unrestricted,
to allow him to reveal -his meanings, to construct his. ideas, and
to make his judgments. In support of the approach Peel (1971) s

stated that although qualitative judgments by judges were necessar),

the gain in more revealing replies is mostrvaluable for it takes\

A
\

account of” the structural quality of the language—thought process

o 15900 . s g

o

/A specific example of such,an approach was, prov1ded by Peel

91971) He reported that De\Silva (1969) used this introspective

i,

technique to examine how sub}ects (ages 12 to 16 years) constructed
the meaning of a 51ngle history cohcept word (replaced by a’simulated
word) 1in context -After being asked to give the meaning of.the
unknown word, the subject was ashed f"Why do you think so?'L
Responses\werp categoriged into- four classes fr&i least ‘to

most mature Results revealed that use of the whole 1ogica1

structure of the passage to obtain word meaning from context increased

) )
7
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with age; These findings suggested tnat classification of responses
in linguistic terms should provide useful information concerning
the reading'for meaning process of chilaren ranging in age fron
_nine to fourteen‘years. ' |
T %

‘Fox.(19695 reminded‘those contemplating use of either.the case
study or retrospective approach that mucn-abont processes in~the
abstract may be learned, providing a wide variety\of data~is
compiled over.time. -He:c0ncloded bj’stating that retrospection is

: \ - . _ ‘

a ﬁpicture‘of the'past as peopleiremember it and are willingvto‘

report. L. It may aotually reflect the way it really was. But
~ to some extent it almost certainly will ot (p. 433).°

| While the studies reviewed , together with the comments from

experts in t%is area, pointed out the difficulties and complexities

of analyzing and reporting findings concerning the reading—thinking
' processes, at the same>time,vthEy seemed to suggest‘that process.
data:ofva.retrOspective type would be most 1ikelyAto provide’valid
information‘concerning how.oeveloping reaﬁers.obtain‘the_meaning o
anlunknown Qordifrom contert. | |

;
.

.Summary: Focus of the Study.
’ . v . S Lt . 4 P
- Reading to obtain word meaning from context is an important

facet of the‘readingwprocess'about which little.is knbwn,_ it
g N “

‘_appears to be an internalized language—thinking process which
N

‘makes obJective examination of how the reading—meaning process

operates a difficult task.,-. ‘ g ‘ o N

1
e

Reading involves the use of language, thqgepabstract symbols

T



'f“conceptual framework‘descrihed‘in‘this chapter, déveloped from recent.

-

“~which must be’ retognized and interpreted in relation to the

, which follow.

. i . ek, Ny . ’
L. i b3 L B “ i
. ] PN O . )

PPN 4. L S .

oo ,:

'surrounding context. Successful understanding Qr comprehension

may depend upon the abllity of the individual to adapt or adgust
!

3

' already existing language thinking processes to- the particular task

B

» . 4; . - - . /

‘of deriv1ng word ‘meaning from’contextt It seems. probable that the

K
7

proficient ‘reader uses the llngulstic information provided by the
context to trigger the language thinking processes required to

identify the word and 1ts meaning 'That this ability to, obtain

word meaning is dependent upon other factors, such as the scope and

richness of the reader s experiential background and knowledge, the

2mantal' set or purpose%established for the task, and thevstrategies
acquired for undertakingfand completing the task, seems‘equally
possible

A,

s '_‘, While thQ*efficiency level for proce551ng word meaning

. successfully tay be developmental,,young reagers, users of language

n%’nd"c'alpa%t.)‘]'i.,ef!:fc‘bf%_tdh’inki1:’1g and reaaoﬁing; may_agfo proc§$sgthepcontext
to obtain uord'meaning ;ith efficiency beédtting their stage orilevel
of develggment. ﬁefore such‘judgments can be made coﬁberning the
competency of developing-readersAto'ohtain wprd'meaning from‘context,
it is necessary(to'gain information_relative to how word meaning is

Pprocessed at d fferent. ages or ‘stages of development. Within the
P ] ‘ _ g ‘ _ ‘ L

’ ~

~and not so recent theorles, expert opinionF; and limited research

‘ thié?study was organized and conducted as described in the ahapters

l/

’

The study. was focussed upon the verbaliaed responses of
- o ~



not previously anticipated It was hoped that subjects verbalized

'

By examining the

product (the eliclted word meaning obta ned from the context) in-

relation to the subJects verbalized explanations of how word \

meaning was obtained (the process), information concerning the

’”reading for meaning process was anticipated. No predetermined

‘criteria were developed for‘the analysis‘of the data. Nevertheless,
information gained from the literature served to help focus'attention
on available evidence provided by the data. At the same time, the

wa;abas left open for gaining additlonal 1nformation from the data,

'

' responses would reveal not only how effic1ently they processed the \

context to obtain the intended meaning of the unknown word but also
5

&hat helped them attain. the meaning and hdw much meaning was

obtained (i e- in terms of acceptable and unacceptable word meanings

declared meaningful by the subJect)



CHAPTER III . 3

“, -~ THEDESIGN OF THE EXPERIMENTAL STUDY-
- Use of retrospective techniques made - p0551b1e an exploratory
. Study of the processes used by very proficient‘ proficient, and less
proficient readegg in grades 4, 6, and 8 to obtain Gg?d meaning from
context During individual interviews, as’ each S reported hov he
.used the context to complete the meaning of the reading tasks
vpresented, the responses were‘recorded on a Sony 80 Cassette o
Recorderl As soon as possible after the conclusion of each
interview the S's recorded responses were transcribed by the
‘rinvestigator to typewritten protocols. }. . @

The purpose of this chapter'is tondiscuss proceddres for . k\y
selection of"the ﬁaﬁplel collection of‘the experimental‘data; and
‘treagment of the data. Descriptions of inf/rviewing techniques

anddprocedures are also included.

L]

t . N i
Selection of the Sample

TN
Criteria for selection of" the
su ects

Since the major purpose of . the study vas ‘to explore how

~

v word meaning was\processed from the context by developing‘rEaders

proficient and potentially proﬁicient readers ‘at three grade levels

el

were selected It was. considered probable that patterns of S 'rahf

I3
A
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performance at different age or grade levels might be revealed It
was also considered important to gain information concerning ‘how

word meaning was processed by proficient readers at a particular
\

. age or grade level that is, readers relatively free of factors

which might interfere with the reading process.’ Therefore, ‘the

e
e

54 Ss. in the" study were selectedLaccording te the following
specifications:

1. At each grade level grades 4, 6, and 8 "9 boys and 9
'girls wWere chosen

2,. Each S’was considered naive concerning the psychological
Inature ofvthe reading process.‘ It was ‘assumed that, after being
madé“acquainted with the purpose of the study,.each S‘would respond
~'in his usual sincere, child like manner, to the.duestions‘posed

(\

. : D
during the‘interv1ews.f‘ . : <

3. The mechanics of word recognition were mastered by

,‘each S to the degree that he was not inhibited by an inability ta.
recognize the words while attémpting to get meaning from the

context .Hence, the vocabulary achievement of the Ss selected for t

the study was at grade level or better
[

v

More specifically, the 54 Ss were selected on the basis of

their performance on a- screening test, the reading and vocabulary

’sections of the Canadian Tests of Basic Skills, administered by

classroom teachers in September, 1971 and scored by computer 3
services (approximately five months prior tp this study) The -

»selection of the sample was made as follows _
. Ny

. DR

a) First, from the eight selected~schoqls, (described'in

-~ S
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- the next sections) lists were made of the

o

grade level (grades &, "6, and 8), whose reading scores on the

names of pupils, at- each

"

. ; designated screening test placed them in one of the three following

categories.

3

i) Very proficient reader A pupil whose vocabulary

FAR . . Ty

score and comprehension score were above the 85th percentile for

the grade level ';'v s

';f;:, RO ii)’* roficient.reader: A pupil whose vocabulary score

3
R

and comprehension score were at grade level or higher but not. beyond
2 S .

+ 4
. -

‘the 84th percentile.jt
-iii) Less proficient reader' A pupil whose vocabulary

score was - at grade level or better but not bevond the 84th percentile,

“

his comprehension score was lagging one year or. more behind his

lS' vocabulary score. _:::; S {ﬂlﬂ'ﬁf -%fl_ S .'v R - .
. B :b) Secondly, from the lists of names compiled for each

gra e,»the names of 6 Ss (3 boys and 3. gi‘§2) were randomly drawn .

<

‘ on t e basis of each of the three categories listed above, making a

total of eighteen Ss at each of the threeigrade levels (grades 4, 6,

; o
x & [

and 8)

PR o ; 4

:,4 No S Was selected who had spent more than one’ )ear in any'
i‘, . Lt ; . . . . .

one grdde. _—

v .' A e

.. . * - v ' 3 ° .,i‘: ' N . . Y.‘ i A : )
",5,' Lastly, ‘a S was eligible for the study if English was

the first language spoken in the home.. Since potentially proficient

readers (Less Proficient reading group) were included in the study, 4'

possible second language interference in the process of obtaining

word meaning was. removed by placement of - this limitation,_
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Selection of the sample

, The fifty—four Ss interviewed in this study were selected
from eight elementary public schools inQSaskatoon, Saskatchewan
The selection of the eight schoold (out of a possible forty four
elementary public schools) was made by the Diredtor of Instruction '
for the Saskatoon Public School Board of Education . In“making the
o selection, consideration was given to the availability of "a quiet.

;Foom for the‘individual interviews and to the size of the school
.populatiOn. In S0 far as it was possible, schools large in
‘population and representing a wide range of reading ability were

chosen for two'reasonS' (1) to réduce the amount of time spent in
:moving from school to school and (2) to make more time‘available
.. for becoming familiarvwit the teachers and pupils in each school
.involved‘in the'study;:’ : R o W | |

. In September, 1971 the total elemeﬁtary school population
.

in Saskatoon public schools was 15, 097 _ During that same month

'.when the Canadian Tests of Basic Skills were, administered in the

‘eight schools selected: for the study, there were 464 pupils in.~

grade 4, 469 pupils in grade 6, and 420 pupils in grade 8. The
total number of pupils in grade 4 was l 873; in grade 6 there wefe.
3Al 763 pupils, and- in gtade 8 there were 1,787 pupils. Therefore,
kalthough the eight schools selected repre nted less than 20 per
,;cent of the total number of elementary\pu:Zic schools,-their

X.

' population fpreséntedvalmostrxp per cent of the total'popu1ation;




67

r\"\

in grades 4,g6, and 8 whose reading scores made- them eligible for

the study 18 shown in Table 3.1, From this criterion population

(123 pupils- in grade 8; 127 pupils in grade 6; and 147 pupils in
grade 4),_eighteen\Ss, representing 6 vezy proficient readers (Very
Proficient reading group), 6 proficient readers (Proficient reading
group), and 6 less proficient readers (Less Proficient reading, group),

were randomly drawn from each grade 1evel (grades 4, 6, and 8).

Characteristics of the sample
The-m@in characteristics,of‘the‘fifty—four"Ss in the study
were as follows:

- 1. "Reading ability - The mean vocabulary and comprehension

' scores of the Ss were obtained frOm the reading subtests of the

_Canadian Tests of . Basic Skills. These standardized reading tests

were administered in September, 1971.. Therefore the minimum

criterion vocabulary score was beginning grade level plus one month
: 7

For the. Ss in this study the minimum criterion vocabulary scores;'w

. /
were grade 4.1, grade 6. l,<and grade 8.1 for grades &, 6, and 8§v' )

respectively.

]

The vocabulary score of each S in the study was higher than
»the minimum criterion grade score requisite As shown in: Table 3 2,

the lowest vocabulary grade score for grade 4 was grade 4 %ﬂ?f
grade 6 grade 6.2; and forlgrade ‘8, grade 8.3. Cons&dering the,b
criterion vocabulary score as 1ndicative of reading potential, all
Ss in the study vere deaignated as - potentially able readers

'--«

With respect to the criterion comprehension scores of the

4 .0
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- Table 3.1'

Criterion Populaﬁion From Which the A
Sample Was Drawn

- Grade .No. Very Proficient No. Proficient No. Less Proficient Total

Readers Readers Readers . No.

8 S R 53 .27 . 123

6 53 . T 48 _ 26 127

Y 62 41 - ’ 44 . 147
’ Table 3.2 -

Means ‘and Range of Vocabulary and Comprehension Criterion Scores
(C.T.B.S. ) by Reading Group and by Grade

. _ {:{ ;,5
M¥§ .
Vocabulary. %ﬁ Comprehension
Grade Reading -~ . Grade Score . Grade Score
- i Group -Mean Range Mean = . Range
4 Very Proficient  6.18 ' 5.5- 7.0 '5,,@95 5.8-.6.1
Proficient . 4.92 4.7- 5.2 . o 4.6- 5.1
Less Proficient - 5.25 4.3~ 5.9 53 92@% 2.7~ 4.7
6 ' Very Proficient  7.98 15[ 9.1 7.98 %, 7.7- 8.6
Proficient . G.og/’— 6.3~ 7.0 6.65 fﬁ 3- 7.0
.Legs/Proficient 6.7 6.2- 7.2 5.26 %.2- 6.1
o _ : %iz;
8 Very Profieient 9.98_4? 9.5-10.4 - 10.23. . 9.7-14,6 .
- Proficient 8.80 8.3- 9.2 ° 8.83 8.3-9,3-
8.6~ 9.2 7.1- 8.2

Less Proficient ' 8.86 7.71 .1
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1

Very Profici\nt and Proficient reading groups, the .grade score of
each S was higher than the criterion score required (grade level
or above) The lowest criterion comprehension grade scores obtained
by any S in the Very Proficient or Proficient reading groups were

v ,
for grade 9, grade 4.6; for grade 6, 6A3 and for grade 8, grade
8.3 (Table 3.2). | -

As anticipated, the-mean comprehensidnvgcores cr the Less
Proficientfreading groups varied considerably; forhexample, in the‘
Léss Proficientrgrade‘A reading'grpup, the comprehension grade
‘scores ranged from grade 2.7 to grade 4. 7 with each score representing;
- a discrepancy of one year or more in relation to the corresponding
.vocabulary»score In other WOrds, not all comprehension scores of
Ss in the Less Proficient reading‘groups were below grade level they
were, however, sufficiently low to place the Ss in’ the Less Proficient

_?reading group._,lnbthe ‘Less Proficient grade 4 reading group, for
. B IR . )
example, the highest grade 'score was 4.7 andhin'the‘Less Proficient

grade 8 reading'group-the highest comprehension score was grade 8.2
- (Table 3.2): . | - |
| To mahe certain,that the criterion’for selection of the
fifty-four Ss (the comprehension and vocabulary reading scores),
) arbitrarily determined by the investigator was, in fact,
'statistically significant, the reading scores»were submitted to
statistical treatment} ‘
| Results of the two—way analysis of variance revealed

significant main effects an comprehension scores due to groups

~(F =130.74; p = 00) and to grades (F =5358.04; p = .00). " (Appendix -
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_ S -~
A N . . ' .
G)  Scheffé tests revealed a significant difference between the

. meéan scores of the Very Proficient and Prioficient reading groups 'W\
at the .001 level, in favor of the Very Proficient reading groups.

A significance difference was also found between the' mean comprehension

-

scores of the Profic1ent and Less Proficient reading groups at the ™ N

"
001 level, in favor of the Proficient reading groups .Hence, in kS

80 far as’ reading comprehension scores were concerned, the three- C o

reading groups were significantly different across the grades
Similarly, significant differences in mean comprehension scores by

) grades were established. Scheffe tests revealed that the mean scores

of the grade 8 Ss were significantly higher than the mean scores of
grades 4 and 6 at the .001 level The ‘mean’ scdres of the grade 6 Ss

were significantly higher than the mean scores of the grade 4 Ss

: at the .001 Tevel. “ A - ' | -
Main.effects due to groups (F =d&3.SSt p =..00) ‘and to

gréﬁes (F 329.89;'p = 00) were revealed in mean vocabulary '

scores. (Appendix G) Scheffe tests revealed a significant

difference between the mean scores of the Very Proficient and the

Proficient reading groups and between the mean scores of the Very

Proficient and Less Proficient reading groups, both in favor-of the'
._..,.". . » ’X o

- Very Proficient reading groups at. the .001 level of significance.,

; \ 5.
foae v

There was no-significant difference between the mean scores of the
Proficient and Less Proficient reading groups; that is, there was
" no significance difference between the two groups in reading

potential as determined by their vocabulary scores.

20 Age levels.f The average chronological age by‘group and

C .
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4
by grade, shown in Table 3ij’ was approxi#ately the:same within each
grade level. Lonsidering 6.0 years as the possible minimal age for

beginning school, none of the Ss in the study exceeded the one year
/

per grade limitation The age of the oldest .S in éach grade was

as-follows: grade 4 9.9 ye/qs, grade 6, 12.6 years; and grade 8,

13.9 years (Table 3.3).

3. Intelligence. - Intelligence was not a criterion for
selection of the experimental sample Nevertheless, IQ scores,
~ obtained from the Ss cumulative records provided valuabler

; ,
information concern he fifty-four Ss therefore, the IQ scores:

were included in the\desc iption of the sample. The IQ

scores, based on the Lo e—Thorndike Group Intelligence Tests

’

Aadministered yearly by classroom teachers to pupils in- grades 4 and
8 in the school system from which the sample was drawn

were recently acquired for grade % Ss (February 1972) The IQ
scores for grade 8 Ss were based on IQ tests administered during

Fall, 1971 the 1Q scores for grade 6 Ss represented scores on IQ
tests giVen approximately two years prior to the study \\\ // i
Table 3 4 shows the mean IQ scores and the - range of IQ

scores by group and. by grade. To provide additional information,'
these IQ scores were submitted to two—way analysis of variance to

determine possible significant 50urces of variance within. the

ﬁ.

vsample ‘ Main effects due to group (F = 20.39;'p = OO).

v

. and to grade (F = 9.27; p = .OO) were'revealed‘ (Appendix L)

Scheffe tests revealed a significant difference between ‘the :mean IQ

scores of the Very Proficient and the Proficient reading groups at

- - . L . f
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 5?1 Grade - %}'\ ’Reading»h, No.
o e SRR Group ' Ss.

 "¥ 47 Very ProficieTp‘
T 2O Proficien

/
>y

'“'eryIBrgfiCiéﬁt;
, Proficient
& © ' 'rLess Proficient

Sl / 11.1-12.1
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Less Proficient

v S 'l
7 I /
) vﬁ. : . .
. Table 3.63, X
\\ - ! -
Ly Means and Range of IQ Scores by Reading Grbup ’
- and by Grades-
Grade Reading Group - Mean IQ Range of IQ Scores
4 Very Proficient 133,17 125 - 136
: Proficient 115.83 102 130
Less Proficient 122,60 111 - 130
6 Vefy Proficient 111 130
Proficient o 87 121
Less Proficient 87 116
8 Very Proficient J 114 ~ 134 .
Proficient 115.33 107 - 120
112.60 106 121
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the .00l level. The difference was in favor of the Very Proficientv
.reading groups. .Likewise;‘a significant difference (p'<'001) was
'revealed between the mean IQ scores of the Very Prd&icient and the

A Less Proficient reading groups, in favor of the Very. Proficient
reading groups. Differencesvbetween he mean IQ scores of the

chficient and Less Proficient reading groups were not significant
y -t

Scheffe tests revealed a significant difference between the

bmean‘IQ scores of grade 4 and grade 6 at the' 001 level, in favor
%
of grade 4. A significant difference between the mean IQ scores of

' grade 6 and grade 8 was also revealed at the .05 level, in favor

Pof'grade 8. There'was no gignificant difference between the mean

1Q scores of grades 4 and 8. _ .

While there were no significant interaction effects @p = .58),
. . " . . “ ' ':
the range of IQ scores within reading groups was considerable. As

4

shown .n Table 3.4, the highest IQ scores of Ss in the Proficient and

_Less Proficient reading groups were comparable to the IQ scores of -

the Very Proficient reading group; for . example, the highest IQ score
(130) in the range of IQ scores of the Less Proficient grade 4 reading
grdup wa's comparable” to 1Q scores of some Ss in the Proficient and

B!
Very Proficient grade 4 reading groups.

4. Identification by number - Eaéh S was identified only

by numBer. Numbers 1l to 54 were used beginning with grade 4 Ssl (
(Very Proficient to Less Proficient reading groups number l to 18)

and concluding with grade 8 Ss (numbers 37 to 54) - 0dd numbérs
;replaced girls names_andgeven numbers replaced bdys names.'f' '; -
Consequentl&,‘it was possible td identify the reading group and .the

l-u ‘ :

v
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grade of a S by his identification number.
p >

F

The Research Instrufients

. L R
The research insttuments used\in this study were constructed

.\'“

by the investigator. A description of the instrumenfs and i%,they

were constructed will be presented in Chapter IV, -

The two tests’designed to determine‘how'the Ss 1in the study

obtained word meaning from context were: . (1) F. W. Tests - Sentences

and Paragraphs and the (2) U. F.\wr Tests - Sentences and

Paragr%phs - : ) {
1

A ’ .
(A battery of wotd fluency tests was also compiled and

Vutilized in the study . ‘h\_fz ‘ ff,

Reliability of classification of contextual
'.clues -

4

The reliability oﬁ the‘classification of the five types of
contextualfclues embedded in the test items was calculated on ‘the
‘basis of the Arrington (1932)hformula as reported by Feifel and
vLorge (1950, p. 5) and established by inter scorer ggrgement

The percentage of agreement between investigafor and two
-independent judges was calculated for each test, The four judges
involved in establishing the reliability of the classification o ,%‘
, . -

contextual clues in test items were all graduate students and

experienced teachers in the field of reading.

Thc percentage of agreement between investigator and. the
— .

two. independent judges in relation to test items in the F W Tests .~

7/
%
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Senitences and Paragraphs was 96.55 per cent and 98.31 per cent; the .

percentage of agreement between the two judges was 96.55 per cent

(Table 3.5). =

embedded‘in test items of the U. F. W. Tests —‘Sentexg
‘Paragraphs (Table 3.6). ‘Percentage of agreement between investigator
sand the two independent judges was 98. 35 percent‘and 91.58 pericent4

Between the‘two judges there was 92 31 per cent agreement. The ('

percentage of agreement between investigator and - the four\judges B
: was satisfactory for the two tests when compared to other studies

in which comparable percentages of agreement were accepted (Kruglov,

1953 Squire,,l964 Grant 1972). RN

Collection'of“the Data

‘The experimental data for this study, obtained from the
fiftyefour Ss! responses ‘to the experimental tasks presented to
each S during individual interviewsidwere collected befween

_ February 17 and March 24 1972, The tasks, compiled as ‘tests
(described later in the chapter), were presented by the 1nvestigator
: 1 ‘

to each S during/\;o individual interviews. o e

Only one interview was held per day with’ 5’& one S. If

possible, the second interview was he d the day folloWing the first
A\

interview. The two interviewSuwith one S were never more than one ..

76 -
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Table 3.5 1

Percentage of Agreement Betwecn Investigator and Two Independent
© #Judges Re: Classification of Embedded Contextual Clues

in F. W. Tests - Sentences and Paragraphs : 4
Independent Judges » ‘ . Percentage of Agreement
1% and 2 . o 96.55 .
land 3°~ | o C e 98.31
2 and 3 . 'é ‘ o 96.55

ar o
Investigator
!

Table 3 6 LIS T
Percentage of Agreement Between Investigator and Two Independent
. Judges Re: Classification of Embedded Contextual Clues
' in U [F: W. Tests - Sentences and Paragraph;

o

| : 51
Independent Judges o R Percentage of Agreement
1% and 2 & . 9835
1 and 3 . ot (/} L. . 91.58
2and 3 g e € L 92.31

aI'nvesti'gator



were very co-operative in Ieleasing Ss fromlth%ir &lasses as . 'if

&‘»requested. Through careful planning,

"L? From the standpointéof the inVestigator, g&%ater efficiency
SO SR
'in interviewing was maintained3by varying the da&ly schedule

include interviews ‘with Ss, diffeﬁing in age and in- reading ability
Gy

In so far as it was possible, Jo interviews were heTH with gra@gw&

[
Sk ,;

\5 .o

Ss daring the latter part of the school day On the wggge;s&aily_

'«:

schedules for interviews were arranged to create minimal disruption

of regul .r classroom routines. T f» ' L :

.

i N

B . N N -\ .
transcribed by the investigator to tvpewritten protocols.

v
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S's roleﬁband tape recording.procedures were demonstrated by the A\
investigator. Next, the s was encouragedNES,provide some
information about. himself his family, and his special intereStsh

or hobbie:."This information was tapegr;Zorded and piayed'back for
the enjoyment of'the:S and to acquaint him uith recorgding procedures.

v )

This brief introduction served two‘additional purposes:
(l) it .provided an opportunity to check the quality of the '
recording, and (2) it'afforded valuable background information
about -each §, information not necessarily provided by the S's
cumulativevrecordﬁuf‘ ‘ : : ' : j
Administration'of word fluency tests /y_ -
' » _

* Directions for administration of the battery of word fluency

s

. tests are provided in Chapter IV. Each item was timed (one minute)
with a stop watch.- Approximately 10 to 12 minutes were required to
glVe the dinections, provide for practice, and administer the tests
N The instructigns for each task were read to the S. InF%ddition,
the S was provided with a copy of the instructions for each test

item, typewritten on a 5" by 8" indexhéard

Administration of the F. W Tests ~ Sentences
and Paragraphs :

N

Detaills of the F. W. Tests - Sentences and Paragraphs,»

. R ‘5:: I‘{), . ~
constructed for this study by thé’investigator, are presented in
Chapter 1IV. -A‘copy'of the tests is iocated in Appendix B.
_The experimental taska were compiled as tests for purposes

of treatment of the data and for reporting the findings. They



were not presented to the Ss as. tests. Instead, each item was
N i ' [

Ly ;\.‘l
typewritten on a 5'% by 8" ﬂndex card and presented to each”S{ as §>

. tasgk, in the:order of items shown~in each %ubtest Half of the Ss 3

M

’ el
in ez h grade were presented first with the two subtests (sentences frj)

an”' para-~raphs) having blank spaces to represent the familiar word T 4
%,
issinz'from the context, fol lowed by the two subtests (sentences
|
: x
.d parag- aphs) having nonsense words in place offthe familiar ‘'word

. ; “
delezed from the context. The other half of the Ss in each grade
> presented first with the two subteﬂ&s having nonsense words-

{1 r present the familiar word deleted from the context, followed by
? ' . . ’ i

the two remaining subtests having blank spaces to represent the,‘

. h\/( N ) .
familiar word deleted from the context.. Each subtest was p<§sented'
in the folloﬁing order: (1) -sentencevitems; (2) paragraph:items;,

-~

(3) sentence items; (4)- pa agraph'items x

ﬁSpecific directions for presentation of each sentence and\
paragraph item &ere as follows |

1. Each S was asked to read the sentence or paragraph item
silently in order to. determine what the' familiar word missing from

»

_the context should be. Each S was also requested to give his
”

response‘orally; that is,.the missing word which he considered

: wouldibeSthcdmplete the?contextt lf.no‘response was elicited, the’
S was then asked‘to.read the sentence'or paragraph’orally; ‘As a
result, the investigator was able to detErmine whether or not word"
recognition problems were . possihle reason for the S's failure to

complete the context.

2. If a word response was‘elicited from the S, the first

|
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™

question asked by the investigator was, '""What makes you think so?"
i = .
,Following the S' s response to this question, a seQ?nd question

posed was, "Anything,else?".'anch S was\informed before_the tasks
.'. . Q '
were first presented that the second question ¥&% always asked to
“ o Y
proqide the S with an opportunity to complete his responge’ if anything
. . )

was omitted In the first atgﬁmpt. lf, however, he hadvnothing more

1

. . .
saying, "No." - : . ' - . i

— . 8
- AN

3. When the S gave no response or a bizarre response,

to add, the S was urged ‘to replg to the second question by s y

additional questions were asked to provide diaéﬁhstic information-‘
lwhich might be usgful in determining possible reasons for a S's
failure to complete the meaning of the context; for example; in test
items which contained words considered unfamiliar to grade 4, in
terms of the Thorndike and Lorge (1944) word list, and with whichv¥

a s Was having difficulty in completing the’meaning of the context,

the S was asked what words, such as wistfully, fascinated, and fdtal,

.
meant. -

4. The S was also informed that there were no time limits
on the tasks presented.

Approximately 45 minutes was required for presentation of

the F. W. Tests - Sentences and Pa:agraphsfadsgforfrecqrding,each S's

responses. : o ‘ o ‘\\ e

y .

.%~Interview 11
yThe purpose of the second interview with each.S was'to

X dministe;‘the vocabulary pretest of unfamiliar words and obtain



~

hi@ responses to the U, F. W. Tests - Sehtences and Paragraphs .
4

(described in Chapter IV) Descriptions of the procdedures

adopted for this two-part individual interview follow.
’ . : > . -
. I

-

Admiqistration of the vocabulary pretest ‘ - g'
of unfamiliar words

. From the list of words selected from the vocabulary subtest

of the Seanford Binet Intelligence Test Form L (located in Appendix

D), individual words were.presented to eaéh'S Each word typewritten

 in primary-size print on a 3", by 5" index card, was presented to the

-

S who was asked.to Pronounce tke word and tell what it meant., If

. v . - : , . .\; T -2
the S was not able to recognize the word immediately, the word'was<

pronounced'by the investigator If the meaning of the word was

4

) unknown to the S, he was urged to say, "I don' t kno rather than

. guess the meaning, since there ‘were. no penalties for wrong,

meanings There was no time limit but, when 1t was- apparert that
] > N k

the meaning of the word could not be recalled by the S, the‘tE"m‘

¢

investigator said Let s leave that word and try the nez; one.f

£ .
. Presentation of each word continued until 4 nouns, 4 verbs,

- ang:& adjectives ‘were unfamiliar to the S that is, the~response .f

|

given by the S qps, "I don t know" or a bizarre meaning wj

. indicating that the word was unfamiliar To facilitate selection'

-

of the* unfamiliar words for use in the U. F. W. Tests - Sentences,and

» v

Paragraghs, the unfamiliar words were inconspicuously placed face up

in the same plle as the words familiar to the s were,placed face

down Consequently, the S tended also to be less aware. of poSsible'



errors. : : ' . L .

3

The time required to present the vocabulary pretest was

approtimately'S minutes.

/'//7/,/ B ’ . e . ‘ ”
Presentation of b F. W. Tests - Sentences
and Paragraghs i o

o,

Approximately 5 lO minutes were required to prepare the “

individual U\J F. W, Tests - Sentences and Paragraphs During that -

< -

time, the S was asked to complete a brief written interest
fmquestionnaire for the stated purPOSe of helping the investigatér
B \J 4 . «
become better acquainted with each S, as well as, to Shtisfy the» ~

. g J \ J’ ’ ~ ».:.,‘
"intended purpose of keeping the S intéiésted while matefials fOr the

L

next step in the interview were being made ready.
N

' 's
The five sentence items and the. five paragraph items, which‘

comprised {he individual U F, W. Tests - Sentences and Paragraphs,,

A
'

'hwere_selected according to the following plan: ‘\Y':' - !
G

a) Sentence items presented to each S~ were ordered in two
‘ways: (1) by word form claégdof the underlined unfamiliar word

~

_ (noun, verb, or adjeqtive); and (2) by pattern of the emhedded

E)

‘contextual clues.
Previous to each 'S's interview, one of the five patterns,
shown in Figure 3. l was randomly~se§2cted for 1ater ‘use in the

inﬁividual U. F W, Tests - Sentences and Paragraphs. - If, for

example, the patternvrandomly drawn for'a S was pattern/V, the first L

V sentence item contained a spécifically_embedded Contrast-type

contextual ‘clue (e), -the second’itemvcontainedsa specificallj

’
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embedded synonym—type contexEUal clue (a) followed by D/D(h) !
v ¢

\\th(t), and C/E(d) -types of contextual clues specifically embedded .
’ 5

in sentdnce- items. The test items were subsequently presented

in that order to.the.S.

‘Immediately following,the presentation oY the voc-

abular& pretest of unfamiliar words (in isolation), when
~

Known which words were, in fact, unfamiliar to the s, f
1

unfamiliar words (2 nouns, 2/verbs, and 1 adjective) were ordered for

presentation %ppropriate sentence items were, then selected) to

comprise the five—itqn U F. W. Test - Sentences for th

pattern number V again as i? example‘ thg first

ar. word ‘was .a verb, theafirst test item presented to
the S contained (l) an underlined unfamiliar word used as a. Verb
and (2) a specifically embedded contrast—type contextual clue. If

the second ordered unfamiliar word 'was a nounk the ‘second sentence |
/‘

item presented_contained (1) an underlined unfamiliar word used as

w

2

a noun and (2) a specifically embedded synonym-type contextual
clue. ' The remaining sentence items were selected following the same
‘The five“remaining words, unfamiliar to the S (2 nouns, 2

~ - .

,verbs, and 1 adjective), were also presented in paragraph test items

procedures

as ordered Since some potential test items were constructed\é;ing

£

'the sameﬁ&pfamiliar words in senitences and in paragraphs, an

adEQuate supply of 1ess difficult words, consideted more likely to.

-"be used'in the test situation, was prepared Care was taken in

assembling the required sentence and paragraph items for each S to
‘ M §

. e,
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1

make certain that the unfamiliar word was available as a particular

t £ it i. r \ i
ype o cest em (i.e. sentence or pa agraph) v/// f'\\y_ L

The five sentence items were presented”to the S before the

five paragra.ph .items yere given Before beginning the & F. W. Tests -
o .
Sentences and Paragraphs, the” S was informed that a pleasant

_ surprise'awaited«himr _Ten of th= words-which were unfamiliar~‘
. to him were agdinfheing éresented to him in'Sentences and
paragraphsdwith}the unfamiliar word underlined. The § was .
assured that he would probabl{/have liqg&e difficulty in obtaining-;.

the meaning of the underlined word when it u‘s presented to'him

in a sentence or aibaragraph,;

As each,test’item' as gresented tox,tlr‘u"a'i_S*;ona'S'T by 8"

index card, he was direc¥ed to read the testVitem_silently._ If
the 'S was unable to recognige a. particular word, he was urged to .-
LG . @ - R .
S

askﬁthe investigator-t/\prgnounce the word. The S uas also

-

. . } . )
directbd to respond as soon as he had decided what the ' )

underlined unfamiliar word meant The investigator then asked the

” N -
-same questions as were’posed.in the F. W. Tests - Sentences and/“q o

’;Paragraghs; namely;-"What makes you think so’" and "Anvthing eiZév",

. 4

The length of time required to present the U. F, W Tests -~

Sentences and Paragraphs and elicit responses from ‘each S varied from

_—

20 minutes to 35 minutes. - . - R T
E\wfreatment of the Data '
3

L

..No predetermined_plansﬂfor-analysis and treatment of the
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data were afade. Instead Ss! responses provid d direction for

0 ' -
dev1sing procedures and techniques most appropriate for analyzing
~

‘the protocols and reporting the findings Following the analysis
'

of the“data, the decision was made to submit some data to

\

statistﬂcal treatment. ‘é” "
,Data'sphmitted ﬁg statistical treatment(fgre punched on_

data cards‘aﬁfvprocessed by. comphter»through the Division of

Educarional Services,'Facnlty of Education, University[of Alhertaf

.

The following statistical prpceduresf were used:

L

1. Two-way analysis of variance was employed to defermine

I’.

whether there was any‘§ignificant interaction between ading

groups and grade levels and whether there was %ny significant main

"’ /’ P
effects on selected variables due to groups or grades Scheffe tests

-

ere applied to determine between which groups or.grades the

P

difference in- meaés was significant. o »
2. Sin, e\factor experiments;with.repeated measures to
determine signific‘ t sources of variance'due.to:. (1) word forn
class‘(Z)_ type of embeddedhcontextnal‘clue were used’ - |
3. Correlated t tests were used to determine the

':significance of the difference. between the performance of Ss at

each grade level (grades 4 6.§and 8 on the following pairq of tests:

a): F. W. Tests - Sentences and Paragraphs and U. F‘iw Tests -
. - =

‘).

.Sentences andpParag_gphs, o : /

b) F W Tests ﬁ!Sentences and F. W. Tests - Paragraphs,
; N
kS

fﬁ“ . ¢) U, F. W. Tests - Sentences and U. F W Tests -

- R
Pﬁgagraghs,

I
t




\

~

' Paragraphs, 2)
U, F W. Tests - Sentences/’hd Paragraphs, 3) - and thetS's

each item.

Fata.

d) F W. Tests - Sentences and Paragraphs (Blanks) and

©

F. W. Tests - Sentences and Paragraphs (Nonsense)

V-

4. Pearson Product Moment Correlations were calculated to
. l

r’” vl

determine the extent'.and the signiflcance of the" relation§ﬁﬁps among

selected variables (standardized test scores and scores from reading

h N N
- f

tasks presented during-the,interviews).

1

e
=

Summarz

M .

‘In this study, de?igned to explore how word meaning was'

processed by developing readers (Very Proficient, P?oficient; and -

M

Less Proficient) in grades .4, 6,.and 8 introspective techniques were i

used. During two individual interviews with ‘each of the fifty—four

£l

Ss, two ‘types of reading tasks (tests) were presented Fbllowing

the silent reading of each test item, responses wergﬂelicited:from .

-

the S, Res onses consisted of: 1) a familiar word to complete

the context of each item in the F. w Tests - Sentences and -

e meaning of an underlined unfamiliar word in the

explanation of how the( ng of the context was completed for -

All responses were tape recorded,

'protocols,'and analyzed by the investigator.’ Criteria for analysis

~

. 2 »,
of the data were determined by the nature of the Ss- responses and

based on reported research and theories related to the reading

~ priocess. Treatment of the data was statistiCal and descriptive.

' ' . ‘ ) . 4
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CHAPTER 1V

y
"

CONS'I'RUCTIO;I)) OF THE RESEARCH INSTRUMENTS

The research instruments, to which reference was made in
Chapter ITI, were constructed by ‘the investigator. This chapter
,prov1des a description of the construction of the Fdamiliar WOrds

-

Tests (F. W. Tests) - Sentences and Paragraphs, the Unfamiliar Words

Tests (U. F. W.‘Tests) — Sénténces and Paragraphs, and the compilation

of a_battery'of five fluency tests. 'Pindings from two pilot studies

'will'also be reported.

Construction of the Familiar Words Tests — Sentences
-and Paragraphs ‘

Since the pur%é/e of the study was to explore the processes
- used by Very Proficient, Proficient, and Less Proficient readers in
grades 4, 6, and 8 to obtain word meaning frbm context, reading _
'passages which afforded .ample opportunities to use the context were
essential. In the'construction of‘tesc items sentences were not
taken-directly from textbooks .and readers. They wereAconsidered
unsuitable in that the majority of them were written toimeet the needs
of a particular grade or age lezel while subjects‘in this study were
from three grades, with an age range frou 9 years to 14_years;"Trade
-hooks,and basal‘readers, however provided the basic ideas for many
of the sentences and paragraph items constructed particularly with
respect to contentand interests common to boys and §irls in grades
. v -
g

- 89

:‘K
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4? 6,‘and g.

During the&dnterviews, senternces and paragraphs presented
to the Ss were referred to as_ tasks rather than as tests. To
facilitate the analysis of the data and clarify the description of
the findings the given tasks were grouped and labelled ‘tests
follow1ng construction of the sentence and paragraph items described

in this chapter.

Criteria for construction of test items
Test items were constructed according to the following
criteria.

4

Difficulty level < A ~

The major objective was to construct sentences and paragraphs
!

at an appropriate level of difflculty to allow the verbal responses

froijs in grades 4)’6, and 8 to reflect the (reading) process of

obtaining word meaning from context as fully as possible Therefore;
an appropriate level of difficulty for a test item was determined

\ .

"acc rding to .the following plan.

.The.difficulty level_of the vocabulary of the readi#g

'p Ssages was controlled by comparison to a standard of ease or .

d fficulty. For this purpose the Thorndike'and Lorge word list (1944)

J

as used. At the time of word selection, The Teacher s Word Book of

30,000 Words (1944) was the only published list based upon a count

of words‘found in children s reading matter. Although the 1list has

not been revised since 1964 it has continued to. have wide use and

BRN



v

‘therefore, was considered reliable.

The first column of the wordilists'represents a summar) of

the four major lists based on the frequency of reaging vocabulary

¢

(Thorndlke & Lorge, 1944, p. x) Therefore,_the difficulty level

.of the words used in test items was determined according to the word
. i -

- count represented by the pumber or letter 1n the first column. 1In

order to meet the reading needs of grade 4 Ss, a large majority of

the words used in test items had frequency counts ranging from AA to

20; that is, they were words which, according to Thorndike & Lorge
: . L . : 7,
(1944), should be familiar to children in grade 4.

As shown in Table 4.1, 94.10 per cent of the words in sentence
items and 96.09'per cent of the words’in_paragraph items were within
. . g . .
~ grade 4 level of difficulty as determined By the Thorndike and Lorge

« (1944) word frequency count. To provide further challenge for grade
'4 Ss and to maintain the interest of older Ss in grades 6 and 8, the
"remaining words in test items ranged in difficulty by word counts f
from 19 (beyond grade 4) to 1 (beyond grade 8). 1In sentences the
proportion of these more difficult words was 5.90 per cent in ‘
paragraphs the proportion of more. difficuIt words was 3. 91 per cent.

| With'respect to the intended meanings of words deleted from
the context'of sentencesvand‘paragraphvitems; each test itemkcouldf
be completed with an appropriate word having a frequency count

ranging from AA to 20 ‘as determined by the Thorndike & Lorge word

,list, that is, a word considereh‘wi{hin grade 4 level of reading

ease. S T

LN

A liSt'ofjwords’representing the words intended to

r/”.



able 4.1 (

) . ) . . '\;\ P . .
Proportion of Familiar/ and Unfamiliar Wox\“'&@’in‘the
F. M. Tests - Septences and 'Earagraphs as
Determined by the Thorndike & Lorge

(1944) Word List - ‘2})
Test ' Per cent ~"Range.,of - Per cent Range of b‘?i\
Items - Familiar Words Difficultya Unfam®liar Words ifficuley” ¥
Sentences 94.10, . AA to 20 » 5.9'0 : 19 to 2°
Paragraphs 96.09 AA €0 20 3,91 | 18 to 1

-~

o

2 Considered familiar for grade 4.

Considered unfamiliar for grade 4. P
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’

: complete the context of each test item in the F, W. Tests - Sentences

and Paragraphs, and their corresponding frequency count

(Thorndike & Lorge, 1944), is presented in Appendix B.

.Interest level'
Words were carefully selected in order not to offendlthe
. "
older reader,by.theirbsimplicity. lopics,selected for test items
centred around family life, scbooI activities, and .subject matter (h
. . ! ' N
familiar to‘pupils in‘grades 4, 6, and 8. An fkteresting possibility
- was that all Ss mi%ht bring to the reading tasks some knowledge
relatlve to each familiar topic but iégividua¥}differences in

_experiential background and depth of understanding might contribute

to: variability in responses:

Sentence length .

Sentence test items varied.in length from 8 to 28'words: the

average length was 19.35 words. In paragraph items, sentence
length varied from 5 to 24 words with an average of 56.2 words per
paragraph. ' Paragraphs tended‘to be brief, the main purpose being

to provide verbal clues relevant to the word missing from the context.

»

Types of embedded COntextual devices

Dulin (1968) reported five types of contextual clues did, in

{
7 fact, exist as generators of word meaning. Conseq?ently, the same

five types of contextual devices werejembedded.in sentence and
paragraph items constructed for this study. fIhe brief descriptions

of each type'of contextual clue which follows were adapted from_;he
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Dulin (1968) study:

(a) Linked-Synonyms‘and/or Appositives (Svn;): The familiar
word missing from the context was paired or equated with a word, a
group of words: in a serles, or separated by punctUation from an |
appositive or appositive phrase. ‘
. - (b) Direct Description (D/D): Words; prepositional phrases,

’ \s/’ . _
or subordinate claﬁsef were used to define, describe, or explain
l ~
the familiar ‘word miséing from the context and for which the reader
i o _ .
seeks meaning '

(c) Contrast (Con.): Through the use of specific antonyms
or definitive phrases and clauses which were the opposite in meaning

to the familiar word missing from the contemt the meaning of the

\ .
unknown word could be determined C | < S :
(d) Cause-Effect (C/E) The meaning of the familiar word
; mmissing from the context might be inferred by: reasoning from cause .
_ to result or vice versa. Introductory words,. such as because,vas;
‘_and gingg, as well.as linking words, such as therefOre; were utilized
in the'test items. |
te)~ Language-Experience (L/E)' The familiar word missing
{ﬁrom the context was placed in such a 1inguistic or experiential .
setting that the reader was intuitively led to the intended meaning.7
In each test item (sentence -and paragraph) one of the five
types of contextual devices, just described was specifically
embedded. While no guarantee could be. given that other meaning cues
were completely excluded it was possible to give emphasis to the

intentionally embedded contextual clue. Other words, phrases, or



BT Y
clauses were added when required to extend or clarify the intended

- meaning of the familiar word missing from the context.

Famjiliar word missing from the context ' ' A
T . | -~
For each test item . ‘amiliar word was deleted from the

n o~

con{ért on the follbwing hesis:
() By grammatical class.‘ According to recent research

.(Ames, 1965; Dulin, 1968; Quealy, 1968), mature readers differ in:

their abllity to obtain the meanlng of a meaning—bearing word

deleted from the-contextr To determine whether or not maturing

readers in grades 4, 6, and 8 differed in abllity to complete the .
meaning of che_context in relation'to a missing noun, verb, adverb,

or adjective; was one of the Questions raised in this study. Therefore,
the familiar words deleted from‘the‘context represented these (»ur

word form classes.

-

Robertson (1966) reported that pupils 1n grades 4 to 6 varied
in their ability to utlllze connectives effectively in their reading.
She concluded that the general level of comprehension of connectives

was too low for gradeé 4 to 6. HThese findings suggest that4reasons

’

nefficiency in using connectives should be sought

resent study was directly concerned with how Ss obtained

for pupils'
Although the'
a familiar meanlng-bearing word deleted from context, en attempt ;as‘

made to erminebwhether or not selected'function words were used es'
elp the‘Ssvobtaineche deleted word. For that purpose; after
the test items Werelconstructed, function words were selected (sentence

number in parentheses) as follows: until (7B), with (8B), but (9B);

in (10B); around (9N). |
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(b)g Blank or nonsense words: ‘Use‘of a blank space to denote

w

»
a missing word has been a long—standing classroom practice,

~

considered familiar to most pupils Cloze tests'designed to measure
-reading comprehension, first utilized by Taylor (1953), Jenkinson
(1957), and Bormuth (1963) have become increasingly popular. Ames

g
‘.(1265) deviged Simulated or nonsense words to replace WOrds-deleted

_ gm the context. From reported research no ev1dence could be found
’hich supports the effectiveness of the simulated word approach as
P compared to use of the cloze procedure ' Hence, in this study half
»of the test items-were prepared with blanks and, in the remaining
half of the test items, nonsense (simulated) words were used in
place of the word deleted from the context o |
In general Ames (1965) plan for construction of;nonsense.'
-words was followed. »Letters were.randomly selected to create;a
nonsense word bearing no resemblance to a “realﬁ_word Care was
taken that beginning letters were not’the same as the‘ real" word
or that. syllablesﬁzithin the nonsense word might suggest the Mreal
word. The dictionary was used to make certain that’ each nonsense
word did not officially exist Inflectional and structural endings :
were also retained in order to keep the grammatical structure intact

(Ames, 1965)— T R

’ Unlike Ames' (1965). study, nonsense words were not devised

/

to contain approximately the.’same number of letters as the "real"

{-
word. During preliminary trials of test items, ‘more than one

findividual responding to an item reported using the number of letters

in the nonsense word to help him "guess" whatgthe‘ real" word mightr



" length of each-deleted word was 6.7 letters. . Therefore, each

- appggipriate.

w‘
EV
7 \
be. As a result, all deleted words (nonsense or blank) were designed

: © . : ‘ . . ,
of equal lengt @gsé were informed that the number of spaces or

letters was not related to the meaning of the missing word.

The length of ‘each nonsense word was determined on the basis
of the average length of each deleted word intended by the

investigator to comg&ete the meaning of the context. The ‘average

nonsense -word consisted of 7 letters and each blank space of 7
A

spaces. This practice comparew favorably with a similar plan

-adopted by Voice (1968) in ‘his study of contéktual clues used by

¥
fifth grade readers. Voice (1968) calculated the number of letters
used in each nonsense word according to the averzge number of words
in the passages read by ‘the fifth grade pup;ls It was found to

be 7 letters. In the Present study, involving Ss in grades 4, 6

and 8, the use of a 7- letter nonsense word and a 7-space blank to

*represent the word missing from the context was therefore considered

>

a‘(c) Position of the deleted word in the seg@ence An ‘é- =

3

attempt was made to place the words missing from the context in onme.

T 4

of three,positions namely, near the’ beginning of the sentence, near

the middle, or near the end of the Sentence., The term near the

-beginning meant that the deleted word was located in approximately

the first third of the sentence, near the middle" meant that the

~vord was deletbd within the second third of the sentence, and "near

'the end" meant that the deleted wprd belonged within the last third

of the context.
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. '“r‘ . : . . . \ . . )
. Distribution'of ghe deLeted words, reprtscnted by a blank or
A {
a-nonsense word, in the twenty sentence 1tems and the ten paragraph
items is shown ?h Table 4.2, In sentence items, ‘words were m1551ng

near the beginnin of 4 test items, near the middle of 4 test 1tems,

and near: the end £ 2 test items for each subtest (blanks and

: . A
nonsense}. In par graph items, the familiar word was deleted near
B the beginning and near the end. of“l test item. each, and near the v

middle of 3-test items (blanks and nonsense) Due to an ‘error, when

[

) {
a'necesbary, last—minute change was made i the word deleted from

‘:one paragraph (2N), consideration was not. given to position of the
'missing word . As a result there was “an imbalance in the p051t10n5s T

o

of familiar wordsﬁd leted from the cbntext of paragraphs Near thev S

middle" nonsens re'Tour in number, instead of tﬁe threes

.intended, and there was no nonsense whrd‘plaCedw"nea§ the- beginning
c " . $ }
“of a paragraph ited. & gkfé 'v._ - - - ‘ J,f‘ Ce i
~;\ - .The Familiar Words Tests -\Sentences, referred to hereafter .
as the Fs _W. Tests - Sentences, consiste i f'tWO.snbtests'w— ?est'l

v(Blanks) and Test 2 (Nonsense) TheTFamili Words‘Tests —'Paragraphs -

“the complete test, the

_F. W. Tests -~ Sentences and Paragraphs is located 1n Ap;épdix B. °

. . . C . 4

Construction of the Unfamiliar Words Tests -
- Sentences and raragraphs. :

v

‘\

The vocabulary subtest of the Stanford Bin tgﬁnteiligence

<N
R

_:Test, Form L was utilized as' a vocabulary pretesi o determine ten-



TN

~ Table 4.2
Number and Placement of Deleted Faﬁiliar~Words.in
F. -W—Tests - Sentences.and Paragraphs

*
p
Word : o Sentences ‘ Paragraphs :
Placement v Blanks~  Nonse:.- . . .anks Nohgense
: v ’ = : S
" Near Beginning 4 4 - 1o 1 (0)2
- Near Middle by 3 .3 ()
Near End » 2 o 2 ‘ 1 .1

SA¢ ) denotes necessary change due tb»eyror.
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words which were unfamiliar to a S, Therefore, items construcsgd for

]

.. use in an unfamil! r words test were based on words selected from

the vdcabulary sibtest of the Stanford-Binet lntelligence Test,fForm
. : | ‘ R J
L. This vocabul: ry suthst was considered a reliable source of

-unfamiliar words because of dts wide use in measurement of verbal
ability of boys and girls within the same age range as the Ss in
/ﬁ this study. It has also been used in research studies to determine'

the qualitative differences in vocabulary responses of children 1
" . A f
(Feifel and Lorge, 1950; Kruglov, 1953; Grant, 1965 1972) . ‘
R A
The following ‘procedures were’ used in the selection of

/ !

: !
_unfamiliar words and in the construction of test items based on the.

.
-

‘ unfamiliar words Selected o - -

" Selection of unfamiliar‘uordS’ . T -

Following administ/ation of the vocabulary subtest of theb

Stanford -Binet" Intelligence Test, Form L to eight children (grades

:4 6, and 8; average and above average. “in 1Q). the decision was made
to consider. the word%lotus as the possible beginning level of the
.unfamiliar words test items. Lotus was the first word ‘for which
‘some of the eight children began to give bizarre responses, forv
;example, one deﬁinition elicited was, "It is a kind of grasshopper .
‘ Not all the words beyond lQEEi were included because it was predicted '
" that some, of ‘the words would either be partially known by the Ss or

’”they were considered too difficult to explain at a grade 4 reading

level. WOrds such as shrewd mosaic, and frustrate, for example,

were excluded eien thOugh they appeared later in the list than the
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word lotus, since they tended not to’ be comélete?y unfamiiiar to the.
majority of the eight children tqsted informally On the'other hand,

'ochre, casuistry, and achrematic were excluded because test items

constructed with these words were unsatisfactory Test items were
~ - E

constructed, each having one of the r iningaunfamiliar”wogds from

the vocabulary subtest embedded in the cbntext To -supplement the -

‘ T
+~ number of unf liar words representing verbs, five words (seclude,
A %
Lrecede, afflict, and flouflfrom the Weschlerﬂlntelligence Scale for -
. &

Children and raze from the Peabody Vocabulary\Test) were included

A copy of the U. F. Words Tests - Sentences and Paragraphs, -provided

~
in Appendix D, includes not only the actual test items utilized by

»

, the fifty-four Ss in thé’\tudy, but also the total number of test

,items avdilable for use, if required;

L]

" Construction of test items

'Cnezunfamiliar word waS'placed in eachvteSt item (sentence
and paragraph) and underlined. .Since‘the same test items béfe not
- n“-essarily presented_to the same individuals,.it was not ‘possible
/{iccontrol the position of the underlined unfamiliar word in the.
same manner as was done for the missing familiar worda. Neverthelessh
an attempt was made to pkace the underlined unfamiliar word .in a
variety of positions,‘that is, near ;he beginning, near the middle,

. and near the end) of the test items. =

or

Difficulty levei - | | y g

By

o fhe reading level o. each test item was determined following

“the same principle ugid in t///éonstruction of familiar word test

J
4
4
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e o
<;£Lms. Of the ten underlined unfamiliar words presented to

different individuals as part of the U F. Words Tests - Sentences,

allw\en words were beyond the grade 4 reading level aCcording to ‘
the Thorndike and Lorge (194’) word list; and all underlined
. unfamiliar words but the word\repose were considered beyond the
5. reading levels of»gradesﬂ6 and 8. Of\the remaining words used
in the fifty sentence items (only five of’ which wete read by any
one S), only seventeen words out of the total number of words used
inwthe sentence items were‘beyond grade 4 reading level,,as
determined by the Thorndike ind Lorge (1944) word list,. Similarly,
in paragraph items, all of the underlined unfamiliar words were
beyond grade~6 reading 1evel and only one word, afflict was
considered familiar at. the grade 8 level. An”aditional twenty-six
unfamiliar words were - placed in thé‘?ﬁirteen paragraphs (excluding.
.the paragraphs constructed but not read by any §).
Because of the difficulty level of the unfamiliar word for
which the S attempted to obtain the meaning from the context
sentences were simply structured. Furthermore, specifically

embedded contextual clues were probably more obvious in the
hY . ~

‘U, F. Words Tests - Sentences and Paragraphs than they were in the

—majority of items in the F. W Tests - Sentences and Paragraphs with‘ h

t e intenti;;\of limiting unfamiliarity of the tqst item content
4

tg the underlined unfamiliar word in so far as it was possible.

“ With respect to word form class, only nouns, verbs, and

’ adjectives were used as underlined unfamiliar words. Although

» omission of adverbs is considered a limitation of the study, thev
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were excluded because construction of test items using adverbs obtained

from the vocabulary subtests of the Stanford-Binet Intelligence Test,‘

- Form L, were considered unpractical. h ' _ '-]

A list of the words used in the vocabulary'pretest is located

(
-

A

in Appendix C.

Embedded c0ntextual clues
N :
" At least one type of contextual device was embedded in each

test item. The ‘same five types of contextual devices (Syn , D/D

Con. s, C/E, and L/E, as defined on page 94) used in the F. W Tests -

Sentences and laragraphs were also used in unfamiliar words test

items. .To increase the power of the five—item U. F. Words Tests -

Sentences,kthe same unfamiliar word was placed in five sentences,r

each having specifically embedded in it one of the five differgnt

types of contextual clues. When the fiVe unfamiliar words of a s

became known during the 1nterviews,-an individual five item test,

with each sentence containing a randomly. determined contextual clue_

from the five embedded tyﬁes was quickly made ready for the S.. !
It is considered a limitation of the study that paragraph

items ‘were. not constructed in a manner similar to the sentence items.

In view of the time required to construct single paragraph items,

\ the fe331bility of constructing five times the number was considered C

20
km/beyond the scope of the study.

»

" Other Resgarch Instruments Used in the-Study

o

‘Word fluency tests

Word fluency, which»requires facility in producing'words with,
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or without structural limitations, may be related to the ability to

obtain word meaning from the context In order. to explore this

possibility, a series of word fluency tests was devised to satisfy

the following criteria.

1. ‘Word fluency with no structural limitations - The S
was asked to think of as many ‘words as he c0u1d in one minute

Stanford-Binet Intelligence Test 1937).

2. Word fluency within strucgﬁral limitations - Given one
minute for each task (to conform with the time given for the " word

fluency test with no structural limitations), the S was asked to

vthink of as many words as he ‘could, according to the follOwing

structural limitations:
:K ' (a) Words whichvbegin with'the‘letter m.
(b) Words which nhyme with the word lig

(c) Words which represent four-legged things.

" (d) Words which can_be made from letters in the word

@ .
) occupation.
Idéas\ for this serieS'of word fluen%y tests having structural
limitation e drawn fpbm a battery of word fluency tests designed

rby Sincdair (1966) to determine the relationship between word fluency‘f

and level of comprehension. I AN
' ) .4
The Two Pilot Studies
N Two pilot studies were conducted in two elementary schools

in Edﬁ%nton, Alberta. Since the objectives of the two pilot studies-

E differed the discussion of the first (preliminary) pilot study will
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‘be followed by a description of the second (main) pllot study!

The preliminury pilot study ’
| The problem of designing appropriate.reading tasks for Ss in
three grade levels was discussed in the previous section., The main
purpose of the first pilot stud; was to assess the suitability of
the sentence and paragraph items constructed relatig; to obtaining
a familiar word deleted from the context. For the %urpose of this_
study an item wasvconsidered suitable in terms ;;/fés ease or
difficulty, its power in discriminating between the proficient and
less proficient reader,vand its freedom from negative feedback from
pupils responding to the item in the pilot study, (for example;
content considered too childish or too’ easy for a grade 8 pupil)
Four sotsg of test exercises, two sets having twenty—four
, sentences each and two sets with six paragraphs each, were prepared
In half the items, the deleted word was- represented by a.. blank and
in the remaining half, a nonsense word replaced the deleted familiar
word.- A copy of the four test exercises is located in Appendix A.
| One’ grade 4 teacher and one grade 6 teacher, who also taught.
‘English in grade 8, supervised the groups of pupils selected by them
to complete the test exercises. All pupils were in one elementary
public school in Edmonton,‘Alberta,'chosen by the Supervisor of
Language Arts for the Board of Education. The school was chosen
because its population was sufficiently large to make the selection
'of the required sample possible and because the teachers were highly'

competent
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From the population of grades 4, 6, and 8, groups of ten

very proficient proficient, and less proficient readers in each
grade were selected by the teachers on the basis of standardized
”reading test scores available from pupils récords. For classroom |
N .

reading instruction the pupils were grouped according to reading
ability, making selection of the test sample and administration of
the exercises relatively easy for the\teachers. |

The test exercises were completed between January 12 and
January 18, 1972 according to schedules which disrupted the school

-

program as little as possible It was suggested however, that the
exercises be completed during two sessions or more. "Nieachers, rather
than the investigator, supervised the‘completion of the test exerc1ses
because it was felt that pupils reactions to the items might be
elicited more freely before thé@r classroom teachers than before a

: ¥
‘stranger. Written instructions were provided for teachers and for
pupils.’-Teachers were also.asked;to read the instructions to the
pupils; to answer questions 1§ clarification of some tasks was
vnecessary, and to assure the pupils that their best efforts would’ be
' appreciated as part of a research study | Teachers involved in the
pilot study were contacted before the JZéc exercises were given,
vfduring the week they were being completed, and later, to discuss
results. anch teacher agreed to provide brief writtenvcomments if -
'ipupils encountered problems in understanding the tasks or the
-'directions and 1if pupils reacted verbally to the contert and use of

nonsense words, in particular.

_The‘following comments'were received from the teachers:,

>
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1. éareful'explanation of the items utilizing nonsense words

r

was essential. especially for grade 4 puplls

2. Although some grade 4 pupils found some of the items very
difficult,‘none of the. grade 8 pupils reported that the items were
too eimple. | | i
| . 3. Less time ‘was required by the grade 8 pupils to- complete
each exercise than was required by the pupils in grades 4 and 6.

4. There was one complaint from grade 6 pupils: with respect
td the content of one item «Thé.writer was accused of male:
chauvinism. According to the pupils, one paragraph used as an

-example, tended to favor the boys to the consternation of the girISn

i

(The paragraph was not used in the study. )

r. .

All exercises were ecored,by the investigator.

'Difficulty index - "f R

The difficulty of an item wasndetermined o
s £ F

proportion of gupiWSfresponding accurately to the(
hﬂ

o

of the pupils passed an item it was ﬁard fGarrett 1958 ﬁb. 363) ul
As indicated in Table 4.3, the number gﬁaeasygitems exceeded thei
,'number of moderately_difficult iteméﬂxl

o : : : : 2k iw
conpared to thirty easy items). With ﬁh, &h &ryycontrolled at . the
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. | jﬁ@}
Table 4.3 mﬂ?ﬁg
o : . e vt
Distribution of Familiar Words ' Tesf' s According -
: to Difficulty Indigpecsd " :
—, SRR
No. Items By V'D;'l“.
) -000° .250 .300- .400 .500 .600 .700 .800 - .900
Test - to to to to to to to to to U
No. . ©.249 .299 399 .499  .599 ,699 .799 .@99 . 999
1 (Blanks) ’ l‘.“ l,,' 5 - -0 "‘2‘ 1 5 6 3A
2 (Nonsense) 0o 1 1 .1 3 1 6. 6 4
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L
’,

grade 4 level it was d1fficu1t to maintain an appropriate. difficulty
level for older pupils. The situation was improved by eliminating
easy items with'a difficulty index greater than .83, thus reducing

. the excess of easy items by eleven items. At the other éxtreme, one
item with a difficulty index less than .25 was withdrawn. The
:thirty*sixﬁremainingfeentence and paragraph_items were later reduced

to twenty-five test items.

biscrimihation indek

.Thi@fffitiency of each remaining test item,was determined in |
relation to its discrimination index.v A good item should have the
power to discriminate between the proficient and less proficient
"readers. - Out of the thirty pupils completing the test exercises,
“nine pupils formed the top per cent of,those with the most items
» correctt Oyt of the nine pupils; two were in grade 4, tno uere in
grade 6, and thebremaining five were;in grade 8. Only two grade 8
.pupils' scores fell in tﬁ; low groupr It appeared,'therefore,‘that '

. & representative number (4 out of .9) of the scores of youhger pupils

was in the top group of . proficient readers. _ . H

{3

The discrimination'index of each item was calculated by the

jinVestigator. 'An item with a discriminat index of 33’was
‘accepted. Although ‘the level was slightly higher than the .20 level
' generally accepted (Garrett, 1958), the higher ‘index was com;idered
acceptable in view of the purpose of the test items.

As a result of the item analgsis, the number of possible items

for the famtliar.words tests was twentyffive sentences and ten
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paragraphs. Selection of the twenty sentences and ten parggraphs

‘required for the F. W Tests - Sentences and Paragraphs was made _

{

after the reliability of the classification of contextual clues was ®

established by inter-rater scoring of the test items by two

independent Judges (as reported in Chapter III)

The main pilot study

After revisiéns were made 1n the'F W. Tests - Sentences and -

Paragraphs and construction and . refinement of . the U. F. W. Tests ~

Sentences and Paraé;;phs were completed, a second pilot study was

undertaken prior to the main study The purpose of the second (main)
pilot study was two-fold' (1) to determine how effectively pupils in

'grades 4, 6 and 8 responded to the F. V. Tests - Sentences and

Paragraphs, the U F W. Tests - Sentences and Paragraphs, and to the
o ) '
' battery of word fluency tests in individual interview situations and

(2) to refine techniques and procedures required for efficient
interviewing in the main study
During the latter part of January, 1972 nine pupils, three

~each from grades 4 6,>and 8 in one public elementary ‘'school. in ‘ ) /;}

Edmonton, Alberta (a different school from the one used in/the first
: pilot.study), were’ individually interviedbd by the investigator

Three individual interviews, each approximately forty five minutes‘

long were held in a quiet room assigned by the school principa;f}

ok
Pupils were selected by classroom teachers on the. basis of criteria

provided for selection of very proficient proficient, and less

proficient readers._



;largest number‘of responses within the given'time limit the -

\ 1

a

Pupils' responses to the F. W. Tests - Sentences and

Paragraphs were satisfactory, that is, by increasing the Jdifficylty

of several test 1tems, the grade 4 pupils appeared not to. be at a

disadvantage and older pupils in grades 6 and 8 responded positively

to the tasks Test items in the U.'F. W, Tests - Senténces and
ﬁ;iParagraphs appeared also to offer no major difficulties. Additional

practice was required to increase efficiency in selection of

L]

individual test items for the U, F. W. Tests'~ Sentences and Paragraphs

following the Vocabulary pretest ;of unfamiliar‘words.

During the two interviews with each § several word'fluency

- tests weregiven in order to make possible decisions concerning the

most appropriate'itemS'to include in the battery of word fluency

PO

‘tests required for the main study, During preliminary trials with

individuals, various test itens and time limits, ranging from 2

minutes to 1 minute for each item, were tried. The purpose of this

portion of the pilot study was to determine the wost suitable time

' 'limits for selected tests.

For the purpose of finding out which items\\§1c1ted the

CNeao?

-

following tests vere administered during the _two interviews withifd’*

N

each pupil (half of the items each time).:

a) Words which begin with'thefletters g“and,sf. /—/~‘

b) Words which rhyme with sing and light;

c) -WQrds ~vhich begin with the prefix un- and re-.
- d) WOrds which stand for Egugd»thingsﬁef0ur—legged things;"!
e) WOrds which can be made'withjlettere in thebwordsv

¢"‘
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- v “ . a -

occupation and transportation.

N

The time allowed for each test item was 13 minutes. -At the
end Oinne'minute the last uord elicited was noted. Later, when thep
word count was completed,.the decisiondwas made %o allou one minute
for each’ test item, since few words were elicited during the last

thirty seconds. o A . -

Test items eliciting the greatest number of appropriate
responses from pupils in the pllot study were subsequently used in

the main study. The following items Were included in the battery of

word fluency tests: - o :
. o e
a) Words which begin with the letter m.

t

b) Words which rhyme with light.

c) . Words which stan for‘four—legged"things,.

d) Words which canfe made from the letters in the word '

occupation. = - e R : o ]
5 . - -7

'f Some,items.were also retained for _use as practﬁse exercises, i}

considered essential to clarify the'iask in each test itém’
e

' _Observations made concerning interviewing procedures

Prior to the main pilot study, considerable nreliminary ’

jpiloting of test items was complethdeith individuals in settings

'1ess formal (at home, in a friend's home, at the university) than

was experienced in the pilot study situation.' The following S
vobservations made during the main pilot study were valuable in
'making necessary ad justments in interviewing techniques béf%

A

‘commencing the main study.
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| ‘1_1. To enter a strange school and.establish favorable working
‘relationships with princ1pal and.. teachhrs of the children involved

bin the study, required careful planning and skillful execution.

Without the co-operation of those people, it appeared highly probable‘.

-

: that individual interviews with the pupils would have been less

’

successful._ . T B ? o v‘:, ES' S .
| 2, Efficient manipulation of tape recording equipment in

icombination with other 1nterviewing tasks, required practice-
Since each child and each situation were differentt the investigator
was required to "shift gears speedily but with apparent, outward
_ ease, " ”t'.‘ | v .

3. A quiet room for interviewing, it was learned was a room
Qin which only .the child and the investigator were present. The hum

. ¢

- of school activities was everywhere, a natural situation when met in
previous on—the—job interviews but when faced in an impdrtant
research project the ' 'noise" was somewhat disturbing, indicating
that further conditioning of the investigator was essential

4, ’Lastly, although the structured questions appeared to
be satisfactony, it ‘was revealed that valuable diagnostic _;‘.
-‘information might be obtained when pupils ~responses were inaccurate
- or if no word meaning wss obtained from the context, providing the
right questions were asked Further,practiCe was required’in’this :
‘area. | |

Following'the_main pilot-study, necessarv revisions'in'the

order of presentation of the tasks were made and additional

| interviewing practice provided before the main study was begun._ ' d,

S5
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_Summarx

Two tests, constructed by the investigator and described in
the present chapter, constituted the main tasks presented in the Ss
in the.. study.‘ The tdst items were designed in such a way that the Ss

Awere required to complete the meaning of the context of a sentence or

paragraph in which there ‘was an unknown word In one set of. tests T

(F. W. Tests - Sentences and Paragraphs) the unknown word was a familiar

&
word deleted from the context and represented by a blank space ora .

¢
nonsense word In the other set of tests (U.F.W. Tests - Sentences

and Paragraphs), the unknown word was an underlined unfamiliar word

In each test. item, the context offered meaning cues as possible aids‘

~

to the reader attempting to obtain meaning for the unknown word
Lastly, a battery of five word fluency tests 'was compiled to

_be used in the main study for the purpose of exploring the'

ot
obtain word meaning from context.

.All tests constructec by the investigator were fifse used”

n o

" in the pilot studies described in this chapter.vk

~
o

N
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‘ CHAPTER V

METHODS OF ANALYZING SUBJECTS' RESPONSES TO

T

F. W. TESTS - SENTENCES AND PARAGRAPHS
As Previously stated, no predetermined criteria were
available for analysis of the experimental data. Instead the fifty-

four Ss' responses to given reading tasks provided significant

information which made possible a description of "how word meaning-
was obtained from the context by the Very Proficient Proficient’
-and Less Proficient reading groups in grades 4, 6, and 8.

- This chapter begins with an overview of - the procedures.”‘i
de/eloped to initiate the anal sis of the experlmental data obtained
from Ss' responses to the reading tasks. Details specific to the

14

analysis and treatment of the data obtained from the Ss responses :

to-the F. W. Tests - Sentences and Paragraphs are also provided

Details specific to :the analysis of the data\obtained from Ss'
) Ny
responses to the U. . w. Tests - Sentences and Paragraphs are

presented in Chapter VII.

Basic Procedures: Analysis of the Experimental Data

Overview: analysis of Ss' responses

Three main steps were taken which ‘made possible a description

-

. . ~
of the pr0cesses used by the Ss to obtain word meaning fromrtheli

context of sentences and paragraphs. A brief description of. each

‘ste- follows.

115



Step 1;. Division of Ss responses into manageable units —-
.Alr/responses to each test item were divided into what' seemed to be
natural‘divisions v The following div1sions were made of Ss' responses:
. a) Divigion 1: An elicited word response, representlng the
“unknown word (the familiar word missing from the conéth or the . 5/
underlined unfamiliar word) and considered by the S to be a word of
"best fit" to complete the context. g s
b) Division 2: A S's response to the’ouestions posed by the
iniestigatc" namely, "What makes you think so”{ and - "Anything else”"
:This portlo~ of the response represented ‘by way of retrospection,
the S s report of what helped him determine the word response
"elicited to complete the context |
c) D.vision 3:. The third’ part of the S's response included

o
a brief'attemot o recall how the passage was read. in, terms of -

-rf

\

1) when word meaning for: the unknown word (familiar word deleted
-from the corrext or the underlined unfamiliar word in the context)

. first came to mind, and . ii) the number of times”the passage was’

) ,’
2

;read (in whole or in part) in order to complete ‘the meaning of the
context. As well, a limited number of Ss attempted tohrelate more
specifically how they read paused thought, and continued to readbin
order to’ complete the meaning of the qontext |

Io illustrate moreAspecificaily what"is meantiby the‘three
divisions of;the<Ss7'responses,‘tno examples of Ss'.responses are
.provided. 'Thefnumbers l 2, and 3 above each response represent

the division to which that part of the response belongs =Slashes

/) separate each division of the response

4



' ‘raised was:: what specific information relative to the process -
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ﬁxamples; o . ' _
'Subject #20 (Sentence 6B) - lift / Well, "instead of finishinz ic"
“that means.that he would have to leave it behind. And "partially
done" that means_he hadn't finished it, and "scattered" that means
he'd have to leaye it. And a "jigsaw puzzle" isn't something you
carry around with you./
| I read it through five times; I wathrying to think of a

word to put in there. Leave. % .no, leave would not fit in. . . i

Subject ##9 (Paragraph 2N) - remembered . / Well, they chatted then

because they . . . John's Father "had been moved to Winnipeg and
then they remembered They just remembered he was and they . . they

© were silent because they didn't like. . .they didn't want him to./
3
Well I read it once through and then after I read it, 1 got

it. Then T read- it up to that word to see if it would fit in./
SteE 2: Establishment of:criteria to make3p089ible”a
systematic analysis of the three divisions of'Ss' responses -- To

fac11itate proceedings, one- third of the~protocols (6 from each grade)

were randomly selected and examined A self directed question was

valso posed in order to focus attention on the task. The question

" used by Ss in gfades 4, 6, and 8 to obtain word meaning from context

.

would further analysis of each division of*the Ss responses reveal’
Independent judges assisted in establishing the reliability
of the classification schEmes devised by the investigator for each

A

‘division of the Ss“ responseé by rescoring a: random sample of the
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responses, according to the given'criteria. If the initial criteria 5
were not satisfactory, in that Judges were unable to follow them
.without question, further adJustment was made in the ciiteria before

Egral scoring of Ss' responseS»was completed.

v

’

'Step 3: Treatment. of the data and reporting of findings'——
After the analysis of the experimental data was completed some data
were submitted to statistical tests. The remaining data were
described in terms of the Ss’ behavior‘ ‘

Qf ' . Findings from the analysis of the experimental data will be

[

reported in Chapters VI, VII, and VIII

L

Ss' approach to the task of obtaining word meaning from context

While Ss! responses were being separated into the three

: \

' divisions, it becamgjgbident that Ss across the grades tended to
‘approach the task of obtaining word meaning in context in wavs whic

' might be considered typical reading.behav1or for these Ss.
i . &

Direction for analvzing how word meaning was obtained from the

context of sen/ences and paragraphs came from the flfty four

.

Ss' respanses to the given readlng tasks._

ni It“appeared that the Very Proficient Proficient, and Less

w

Prof1c1ent reading groups in grades 4 6, and 8 were using a basic \k;\\-_

two—fold approach to the task of obtaining the meaning of an unknown

word which was either a familiar word deleted from the context or-

;" an unfamiliar word’under&ined in the,context. Therefore, to make

A'\QA . . ' . \
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g_.
possible a description of how theiss"approached and completed the task
-of obtaining word meaning'fron context;%their responses to the ‘
reading tasks were analyzed in terms ofneach of the following.

1. Use made of linguistic knowledge in order to decipher the
lingulstic information furnished by the context for the purpose of
obtalnlng_word meaning. .

2. Use made oflthe‘intellect in order to obtain the meaning
of an unknown word as intended by.the context.

It was not possible to’ separate completely the langnage-
thinking processes used by the Ss to obtain word meaning from context.

" For the purpose)of interpreting responses, however: portions of sz
responses whichvseemed to be mainly dependent upon use of linguistic
4information were claSsified apart from portions of‘the responses |
which appeared to be largely dependent upon use.of the intellect

The limitations set by the experimental data for description of both

aspects of the responses are outlined in the following section.

Use of Linguistic Information

Evidence that linguistic information provided by the context
{ was used by the Ss‘was limited to the following:
| . ll Syntactic.information in relation to
a) Word‘form'class and.inflectional‘endings.
b) .Selected function words..
2)-‘Senantic-information in-relation to
a) Ability to control the language in terms of word.

. ’
responses.
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o

b) Use made of‘embedded contextunl clues and other

. o

meaning cues.
c) Reference to personal experience.

- d) Processing“"time" required to obtain'word meaning.
e) Rereading tobcheck meaning and to '"make sute" that -
. .
" the word obtained "fie" the context.

It was assumed that the Ss made use of the graphophonic cues
Aprovided by the context (Goodman, 1973) Since the Ss were, selected
on the basis of a minimum vocabulary score, equivalent to the grade
level or above, word recognitionvproblems were minimized. Words not

' recognized by the Ss were oronounced by the inveStigetor.

Definitions for the terms syntactic-and semantic were

obtained from Webster's New World Dictionary (1970).- - o
" Syntactic means in accordance with the rules of‘grammar or sjntax.

Semantic is defined as pertaining to meaning;’especially, meaning in

language.

Syntactic Information

- Word form cless and inflectional:endings

On the'basisbof the Sé' elicited responses (Division 1)

/
syntactic - information was obtained concerning the Ss' knowledge‘of

o

grammar by way'of wordvform class (noun, verb, adjective, adverb)

rand use of inflectional endings /
Out of the fifty word responses (4 omits) to sentence item

et

3N, for example, twenty—four’word responses were_conSidered '
. ! . ) - .

unacceptable word fesponses in so far as completing the meaning éf,

W

-



the sentence. All fifey word’reSponses, howeber,.were verbs sta}%d
in the past tensetas required by the context. Words such as ’
"grabbedh,‘"threw", and."dropped" were among the inappropriate words
selected by some Ss. 'Similarly;lin response to paragraph.item sN,

out of the sixteen unacceptable word responses, only one was not a

noun, -the expression "keep track". Word responses such as memory ,
"book",_and "paper indicated the correct .use of word class and even
suggested that considerable meaning seemed to have been obtained by

Ss unable to call to mind a more appropriate word response.

e Ss"knowledge of grammatical rules in relation to the use of
infleCtional endings was also apparent. Examination of word responses
w1th ‘respect to use of correct word ending @kg "gives" instead of "give' )
or use of the suffix —ly (e. 8. "confident" instead of "confidently") ‘

prov1ded information.

FUnction'words,

‘From Division 2 of the Ss responses, information concerning
the use of selected function words was obtained The gix selected;
‘_function words were: until and in (sentence 7B with in added

'following examination of Ss responses); with (sentence BB); but

/ v

(sentence 9B); in. (sentence lOB), and around (sentence 9N)

5 Evidence that the S used a particular function word was
based on l) a direct reference to the word in the S's response. or
2) an 1ndirect reference which implied that the: function word was

'used in the process of completing the meaning of the context. As

an example, in sentence 7B, grade 4 Ss tended to "guess" the meaning
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of the word "foliate"; an unfamiliar word placed intentionally in the
v context It seemed probable that the function word "unt11l" was used

by some Ss to aid them in deciding upon the word requlred ﬁo complete

the meaning of sentence 7B. ubject #10, for example, in support of
',the word response'"bare”, explained it this way: "in ‘the spring‘so

'it has.to .be winter cause it hasn t turned sprlng yet. . .until . o

they ‘get all their leaves back'. ; Similarly; Subject #15 said that

\
"foliate" meant "until they grow'leaves in/th p}ing

/ . .
. Fesks
> . §
\~some Ss were, unaware that N
)
G

the function word was important as, for example, in sentence BB

s ubject #53 used the word "gives and supported it by well‘omethi

s

Qn the other hand it appeared tha

L

ignored) By conti &> ‘Subj _f}kdg'choSeFan inferior word response

;»ng of . with necessary energy

R _ v
Therefore, in seeking information concerning Ss' use of selected

' function words, consideration was gilven to Ss'-reported‘use or
failure to use avallable Function words while processing word meaning

from the context
Semantic Information

Responses to test 1tems provided an opportunity to
determine how proficiently the fifty four Ss in grades 4 6,.and 8 -
all users of language, processed the semantic information furnished
by the context,i A brief description ofleach tvpe'of semantic -

information revealed by the Ss' responses (i.e. the three divisions

described in the previous section) follows.



123

o

Ability to control the languager

The elicited word response was considered the "product" of
the Ss'.efforts.tofobtain the unknown word, a familiar word.deleted
from the context of sentences and paragraphs. It was conjectnred,
. however, that if Ss' word responses did, in fact, complete the

_meaning ot—the/96n:ext with an approprigte word, they should, 1in some

_ way(s) refleqt the process (es) by which the Ss obtained that
appropriate word. For that reason, analysis of the data began with
an examination .of Ss' word responses (Division l) which led to
development of a classification scheme' which madeé possible

-~ gqualifying, Quantitative~description offthe Ss' word responses.

Criteria;for classification of word responses'

Dnring the early stages of planning a classification scheme,-
~the elicited word responses to each test item were first placed in |
one of two categories - those which "made‘sense and those which
.bfailed to "make sense"'in the context. Traditionally, these word .
responses might be classed as "right" or ' wrong . The‘next stepvwas
to compare the list of word responses which "made sense" to a prepared
list of intended meanings conceived by the investigator (Located in .
.Appendix B) It was discovered that the quality of the word
. responses which "made sense" tended to vary as did the reported :
reasons given by the Ss for having chosen the particular word :toj‘
complete the context. Likewise, the degree that -word responses
failed to make sense" was diverse. Variance_of meaning

of word responses‘in the "wrong"'categorvlranged from word responses
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bearing no.meaning to word responses bearing con51derable meaning in
relation to the Ss' interpretation of the conteht, although not as
intended by the investigator | It was obvious that 8s' word responses
represented more than a "rightness" or "wrongness'" of a word

response. There appeared to be different levels of understanding

ag represented by the language used to complete the context,

Criteria were therefore devised which made possible

placement of the Ss word responses into four categories or levels,

-instead of two (right or wrong). . It was contended that word

' responses placed in the first category (Level l) represented high

sensitivity to- language and a firm control of the quality of

language used to complete the context The second highest levelp

\YLevel 2) represented word responses which indicated the S's ability

to control ‘the language ‘in that the chosen word response made sense"

in the context but lacked the precision of a Level l word response.

Level 3 word responses represented word responses which revealed that
the S tended to lack adequate control of the 1anguage of the context

and/or lacked also sufficient control of his own language to complete

~ the. meaning of the context with—an acceptable word response lhe

ffourth and lowest level of .word. response (Level 4) was reserved for

‘word responseslwhich revealed little or no control of the language of

"the context

of the elicited word responses to the F. W. Tests - Sentences and )

. Paragraphs., _ " o _ : . ﬁ%.

Level 1 - An elicited word response placed in thig category

£
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was considered mature in that the e11c1ted word satisfied the

&Y
!

following r:§;isites

- 1. It was grammatically correct; that is, it = the correct
part of speech and had the required structural or inflectional

o ' © oo

endingf - A ' . :

. 2.. It was specific to‘the context and‘reflected a
sensitive awareness of the language used by the writer to convey the
1ntended meaning or the meaning-as justified by the reader in his |
'_1nterpretation of the context.' ‘ ‘ ‘
For example, B response to sentence 4N 'Subject #38 supplied -
pthe word "shy" and supported the response by "if you need help you
usually ask the teacher-or your classmates but if you're too shy, I

'guess you don't want to do it. You associate 'extremely with 'shy »

especially when you're dealing with something strange.'
e

ubject #l first used the word "scared" but changed it to Yshy"

giving as reason, "because she did not ask her teacher and classmates
& .

11 :
. for help. | ) \ | | | / B
Although the word "proud" was not included on the prepared

“list -1ts use was ably supported by some Ss:\as shown in the
follow1ng example .

Sub]ect #40 ~ Because. . .uh. ; ‘.even thdugh she did need hel\\ gﬁm
didn' t ask because she'd feel foolish and it'd hurt her ego. Like,
'when she didn't do it, there was something strong holding her back
and I suppose about the only thing it could be would be her pride.

Level 2 - A Level 2 elicited word response was required to

\
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satisfy the'following criteria:

»
t

1. It was grammatically-éorrect* ‘that is: it was*the

required part of speech and had the necessary structura or

inflectional ending
2. The elicited word response completed: the conte t in a

' >
meaningful way but with less precision or specific1ty than a word

response for the same item placed in’ Level l It was considered a
"good fit" as compared to the "best fit" of‘a.Level 1 word response

For example, in response to sentence 6B, the following‘a
Aresponse was considered a- Level 2 response \d |
- ubject #ll - slowl\ Well, he had crutches so he'd'have‘to‘ﬁalk
pretty slow. B |

Some Ss suggested that there was a need for more than mere B
. slowness of movement. Therefore, 'slowly” was considered.less'explicitl

pYs

H»or‘precise:than cautiously" or "carefully"'as used, for’example,fin
the following Level 1 response:
ubject #41 - cautiously C e made’his way that infers a‘feeling
of slow, not really fast moving.h And then avoiding basement stairs
and, slippery floors that meant these would be .a danger to him
because he didn t have a firm footing. | )

Level 3 - A word response wasbplaced in this category because )
= it’was considered unacceptable in that’it would not be’ used .to”
complete the intended meaning of the context. The word response,“’
lhowever, was -considered superior to a Level 4 word response in that

’ the S seemedplo be using the context to obtain considerable meaning

although not as intended by the context The following criteria .were
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.
e

~ developed for Level 3 word responses:

l.__The word response was grammatically <¥orrect and had the

correct structural or inflection&i endingi
. z

2. The word response indicated that “the’ S seemed to have

attempted to utilize the context but‘én SO, doing he ignored key

-~ /

ideas, failed to use sufficient evidggcegjor changed the con;e;t to
satisfy his own interpretation of the context
3. The elicited word respbnse merely repeated a word used .:

e r\(‘"
ironment:of‘the misSing'word
Tk

by the writer in the immediate E
.(i.e; in the same sentence),“'

~and therefore not a good f_t .

‘follow ’ f A

'Sub]ect #30 - glve.‘.Well, it says "sngar'and starches" make. ;l.giye

ius necessary»energyft | . ‘ o
ubject #5 - feed JIt's the only word -1 can think of. "Sugar and-

‘ starches" feed the body "with necessary energy "

Level 4 - A word response in Level 4 was considered un—

acceptable,in that it exhibited at least one of the following :

o

characteristics.

1. The response was bizarre, unrelated to the’ context‘ the
wrong word to "fit" the context, or the reasons given were uttered in‘-
such a state of confu51on that little or no meaning was revealed

'§ 2.” No word response was elicited. Usually the sUbjects
. . i '-)

_’,_;4“

stated, "I can' t get that_one or simply, "I don't know."

Examples of bizarre responses: : K

o
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Sub]ect #43 - amazed - because, well if he wag "fascinated and

completely absorbed ," he d be- happy about their projects. Like he'd

v

be surprised that they did so well.

" (wrong meaning for "fascinated":

| confused; sentenceIIOﬁ) _
Subject #17 - take - it's sort of a one word sentence - . . Well, it
vcoulda.been‘"if you wish to take in whatever you’set out to do.‘.’f s
_ (bizarre: sentence,#lOB)

Subject #11 - grown. X .uh,lﬁell, itdsays there "completely". Itfd
~have to be completelyzsomething.{ | | | |
| | (bizarre;‘limited use of-available
cues: :eentence 7B) 0

It appeared however, that even when the word response was

Judged Level 4 in quality, semantic and/or-syntactic information

\ . : - - .-
) .

was used to gain some meaning which was intorrect or obtuse

although not always totally unrelated’to the context. However; the

cause of the failure to complete the meaning of the context

Y

accurately was not always clearly revealed in Level 4 responses.

Scoring.word'responses.

A word response score was obtained for eachvS'based'on his

word responses to the F. W. Tests - Sentences and Paragraphs.

Numerical values were. assxgned imr relation to the lével of each word

response. The values were as follows: -

-
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. . N \ ) -
Level 1 - 4; Level 2 - 3; Level 3 - 23 and Level 4 —'1,MHThat is, for

each word response a S was given credit for attempting to obtain word ’

meaning in relation to the quality of the elicited ‘word response.

 Reliability of scoring word responses

—

‘A random sample of fourteen Ss' responses to the F. W. Tests -

Sentences anvaaragraphs and the U. F. W. Tests - Sentences and
Paragraphs was rescored by twovindependent judges to determine the
‘.reliabilitfiof the scheme for classifying;Ss' responses. 'The
percentages of agreement between investigator and the two independent
‘judges, ranging from- 93 per cent to 98 per’ cent were considered ‘

acceptable. In Appendix F, Table F.l percentages of agreement

between independent judges and - investigator are presented

Use:of meaning cues
| At least one of the flue selected types of contextual clues
was embedded in each test item, sentences and paragraphs. -In
analyzing.Ss responses.in relation to.how these contextUal clues -
were utilized in the process of obtaining word meaning,‘patterns of”
=similarity in the responses |were apparent As a result, test_items
were divided;into segments oF units, representing cues which sere
}égéreported gﬁ the Ss .as  havin aided'them in completing.the meaning~
‘of theicohtext;..The follow ng scheme was devised for analyzing
and classifying Ss' respons s in terms of_meaning cues:

l,_ For purposes of description, each segment or unit of a .

S s response (Division 2) v ich made reference to a portion_ofithe

’
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given sentence or paragraph was considered a meandng cue. A meaning
)i

‘.,

- Cue was defined as the smallest unit or segment of the sentence or
&

‘pafagraph item reported by. the subject as being used to aid him in

‘

»completing the meaning of the test item. It might include syntactic
and/or semantic information. (The original term contextual clue .was
: retained to distinguish the’ five selected types of. contextual clues l

,:embedded in the context from the- reported use of the context by the

Ss in terms of meaning cues. ) ’ '
B

2. A reSponse to each test item was segmented into [me ing

cues on the bas's of the smallest unit --a word, phrase, or clause -

~ x

s~zted or impliec by the subject as having helped him complete the

meaning of the context. . o g‘ _

a

3. A word signifying a meaning cue was- limited to a noun
(e.g,'"bat" seashell"), a verb (e. 8. occurred"’ "fly"), an
intensifier (e B, completely", “fatal"), or a function word '

,(e.g; until"f around") . ERE K

»

+

s 4. When ‘the reported meaning cue was a phrase it might be
" a. verb phrase (e g. made his way'), a participle phrase (e g

standing in line"),_a nourn phrase (e g a very selfish young man"),
. i /4 ‘34.
or a prepositiqn phrase (e g. "in the spring")

5. A clause reported as a meaning cue might be a main

‘clause (e g. "Susan studied hard") or a subordinate clause (e g- "if

‘you wish to. M) g

» Ca

6. A preposition was counted as part of the preposition

-phrase (e g. rin the spring")."fA conjunction, however, was considered

\»

separately (e g. "but sometimes , considered two meaning cues

4\.



131

because some subjects used one with no reference to the other). A
second example, found rather frequently in Ss' reéponsés was,

Muntil spring" where "they foliate" was by—pésséd (probably because

the.vord'ffoliate"_was unfamiligr) and the word '"in" omitted to.make
_seﬁée,pos$ible_through the e#pression "until spring." (2 meaning
qges); | | |

| 7. When a § implied that a specifi; word, phrase;?or.éiausé

zhelped hiﬁ to compléte the meéﬁiﬁg of the cohtext; he was.cfediﬁéd

with the:uSe of.é meaning cué;'for,example, Subjéct #6iconcluded his
o A : C
‘response with, "Well,'if‘tﬁere'isnﬁt any light, it must be dark," k
"implying that the idea was. drawn from‘"when there isn't the faintest
glimmer of light." . |

To provide 5further'clar1fication of how the numberof

) A3

meaning. cues per sentence was deter&fhéd, the folloﬁing'examples
are provided:

(a) 'Respbnses based on sentence 5N - - ‘ e

Su5522£ #3 - Well, pitch and black go together. And uh. . .there
isn't any light and uh. . .and I know bats can't fly without light.
. v L . . ‘ . ‘

v - , (4. meaning cues).

Subject #14 - Pitch dark. Well, it says not "even the faintest

glim@ef of light" sb it’s>gotta be dark;..'. >/”g;felz"‘and "pitéﬁv" .

ZOVEDER" or whatever it is. o - 2R
, ' (3 meaning cues): |

Subj;ct #22 - 1 think. . .well,‘ydulusuglly use 22523 in‘front‘of,

’blaék if you're talking>about ai&ark'ﬁight and vh. . .1 juht.giancéd‘

at‘that 'cause I was pretty sure it was pitch black. (inferred thaﬁ

3
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he "glancedxat "isn't. . .light™")

(2 meaning cues)

Subject #42 - dark. . .well, because the bat has a sixth sense, even

CAf it is dark, you know,ithey haven't got eyes,. or anything but

they miss things by 1inches so it doesn't matter if it's dark out or

3

light. .I was thinking of pitch something You say pitch dark or
something. f . (3 meaning cues)

Since no additionalvmeaning cues were'reported hy any of the
.fifty—four Ss, sentence 5N was divided into five meaning cues as
follows: : ) .

1 2 _ 3 4
A bat -/ can fly about safely / in pitch ZOVEDER / , even

, ‘ 5 -
“when there isn't the faintest glimmer of light.

(b) Regponses to paragraph #1B, were divided, on' the basis

of Ss' responses, into six different meaning cues.

ﬁ:Subject #25 - Well if you ‘see something in the dark it has to be

lighted
| (1 meaning cue)

Subject #30 - Well, because sometimes on a clearfnight you can see

shooting stars. . .and oh, shooting stars always give off 1ight so

that's how I got that one.
»

bject #37 = Well flashing and streaks called meteors and that was

ie. . . ﬁﬁ - (3 ‘meaning cues)

(2 meaning cues)

L4

dbject #54 - Well, meteors are streaks of light and that's why I
pidked meteors. : ' (2 meaning cues)

From‘the examples provided, individual differenees in -
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utilizing meaning cues may be seen. - It was also apparent that
subJects were surveying the context and ‘seemed to be using parts of
the context other than the segments directly related ‘to the embedded

contextual’ clue.

Embedded mean g\ 5 versus other meaning cues
Ss' responses révealed that it was possible to ‘examine not
only whether the Ss utilized the five types of contextual clues

specifically embedded in the context but also how the Ss tended to

use them. It was also revealed that ‘some cues identified by'the Ss

i

B

as having aided them in obtaiﬁing word meaning were meaning cues: other
than the specifically embedded contextual devices. Therefore, two

types of meaning cues were identified from Ss‘ responses.

An embedded (E) meaning .cue was defined as one unit or
segment of a contextual device placed specifically in the context by

»aothe investégator. A sengfnce, for example, constructed with one

3 3)\ >
D" 3w
Contrast;fype con%lktuaiKedue embedded in the context might be
rc: “\ . i .7 "’5&' ’
represented in a S s requngg by one Or more segments or units, each

identified'as an embedded meaning cue.’ That is, five types of -

contextual clues were embedded by the investigator bek,'when identified

‘as Ss responses, they were labelled embedded '(E) meﬁhing cues.
i3,

An other (0) meantngwcue;qu defined as one unit or segment

of the context whish dld not re;QESeht the conqutual clue
spec1fically embedded in the context but, according to the Ss'
4

responses, served as an aid in obtaining the meaning of the unknown

word in the context.
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Hereafter, meaning cues may be referred to as F meaning

cues and O meaning cues. /
_ N

‘For example, according'td“tﬁé responges of the Ss, six
‘different meaning cues were utilized to complete the meéningvof o
sentence 7B. Each underlined part of the sentence represents one

.meaning cue. The letters above the sentence represent the segments,

designated as E or O cues.

0 E B B 0 . E .
In our country most trees are completely . . . until they
E E C ’ .

- foliate in the spring.

A summary of the total number of E and O cues in the F. W. Tests -

-

Séntences and Paragraphs is preserited in Table 5.1.

Table 5 1

Total Number of Different E and 0 Meaning Cues in- the
F. W. Tests - Sentences and Paragraphs, Based on
Ss' Responses

4 i :

Type of . Sentences v Paragraphs.

- Meaning Cue - Blank Nonsense Blank Nonsense-
Embedded (E) _ - 32 34 11 15
Other (0) R U 18 16 14

Total ' 48 . 52 27 - 29
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Out of a total number of 100 different'meaning cues, 66 were
embedded (E) type meaning cues /and 34 were other (0) meaning cues
in the sentence items. In parxa raph items, subjects reported using

'26 different E meaning cues and 30 0] meaning cues. The segmentation

of meaning cues 'in the F, W, Tests - Sentences _and Paragraphs, as

determined by- Ss responses is presented in Appendix B.

ZSingle meaning cues

Although the average number of meaning cues used by the

’

fifty-four Ss might be considered the minimal cues required by these -
subjects for the purpose of obtaining word meaning from the context,

‘ it was noted that single meaning cues were also utilized To-

- determine the .extent of their use, tﬁ% percentage of word responses
reported -as being based on a single meaning cue was calculated. The

following responses were selected to illustrate the type of response°

/ 5

lconsidered representative of using a single meaning cue:

Sub]ect #2 - Sadly . .uh, sorrowfullz. (Anything else?) Wo.

Sub]ect #19 - Well there was not the faintest glimmer of light.

S Eﬁhct #21 —‘Slowly because you can't go fast on crutches.

Y
¢

»  Subject #53 - Well, if he's sometimes’ unpredictable, then it wouldn t

“be’ always and it wouldn't be never.
' i

S‘ince notbﬁ -the single meaning cues us!d were -followed by
:, ) o v ‘ . .
an acceptable word resgpnse, éﬁg pe centage ogﬁﬁingle,meaning cues
| Y e
“used .to obtain an accébtable word. § : g

l@

for sentences and paragraphs. '» ¢

T
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Reliability of'classification scheme "and scoring procedures

The same two independent Judges responsible for a551sting
in establishing reliability of scoring the meaning .cues were also
responsible for-assisting in establishing the reliability of
' o e ' ‘
the reasoning scores. For this purpose, the responses of
seven Ss (randomly selectedfbwerenrescored independently by the
two judges. The percentage of agreement for scoring both types of

.responses ranged from 85 per cent to 92 per cent ‘(Appendix F,

Table F.2).

‘Treatment.of‘the data
A numerical value of 1 was attached to each meaning cue to
‘make qualitative measurement possible. To determine whether there was

"

a significant difference in the number of - meaning cues reportedly
. ( N

. used by Very Proficient Proficient, and Less Proficient reading
‘groups in grades 4, 6 and 8; the data were submitted to a two-way

analysis of variance program. The percentages of E meaning cueg and

0 meaning cues were also, determined for purposes of dis;ussion.

| 3
,Referente to personal experience j)' . ‘ o &

It was assumed that without the neCessary ekperiential
background Ss in this study might not have beén able to use the
semantic information afforded by the context Although all the Ss'
‘responses seemed to reflect the experiential background and knowledgeb

of those making the responsés it was only when specific reference

o

’ wastmgde to personal experience that the response was considered as

evidence that use of personal experience helped the S obtain word
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meaning from context. ' Ss' responses were, therefore, examined to

-

' determlne the extent that spec1f1c reference was made by ‘the Ss to
personal experlences, in relation to the'context from which.word

meaning was being sought.v

-

References made to personal eiperiences in the Ss'

* - N

responses to the F W ‘Tests - Sentences and Paragraphs (and to the

U. F. W. Tests - Sentences and Paragraphs d1scussed in Chapter VIIF

were c1a551f1ed under three categories, described as follow3'

,.41: School experiences which included references- nade to
subject areas, books, teachers, and activit1Es, such as sports - a
The following examples indlcate how the context of the test item“
seems to have called to mind the past experiences referred to by
these Ss: |

Subject # - Well,.in a book on‘magnetseI read that. . .

Subject #5 ~ ﬁorseshoe.magnets usually haue red on them.

Subject #38 - Well, we took/that last yearlin science. i _;
Subject #24 ~ That's what_our teacher says.when.we're doingbsomething

wrong. )
- B

®

2; Personal experiences outside of school including travel
gy »
famlly happenlngs and the like - Examples of Ss' reference“to this =
. type of bxperlence include the following.. ‘ |
Sub]ect #4 - Castles have long torches in the hall and things s0
that's what I think. When we vere in England we went to Wales.. Web
went to London and “England and then we uent to the’ south of England

to be at my c0usin s. . .and Joan suggested Bamsey Castle and. we

- went and there were halls and they store the torch things.n'
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“Subject #24 - 1 watch TV and I read the paper a lot and I hear lots
. of people say rough and uncut Jewels were stolen'" so I just put that

in there and it worked out.

| Subject #46 - Well, some people keep . .get a scrapbook and keep a
recording/ﬂf his favorite clippings or things like this. |
Subject #45 - Because that s what my brother does all the time,
Subject #16 - Well, . | .when two cars hit. . going around a corner

and another one coming, probably fhis one car was passing
' &
3. Highly personal experience - Responses designated highly

personal were those in which ‘the emphasis of the experience was uponvl

a,

self, Even this type of experience could be subdiv1ded in that f/.'

&7
/

sometimes the reference was highly egocentric with emphasis?ﬁ?"r',
while in other examplesvlt might appear with the more modest "you K

R
(meaning 'I") as subject Examples of these two types of highly

personaljexperiegge from Ss' responses follow. !

a) Egocentric - type experiences. S \—#///

ubject #3 - ? just heard my Mom. say ' yesterday that I have talent for -

. my dancing lessons. ;

. ubject.#42 - 1 get that criped at me at home all the time. .
Subject #24 - . .z.and so do T feel pretty happy, like last-Social;

teéé:ﬁl_was_sure I was gonna pass it and I did.

' Subject #6 -1 watched the Winéer?Games ‘ ' y . . ‘<:L‘
- - b) Self~or1ented ~ type experience, with you as subject .

Subject'#ZO - Sometimes you have to get something inside you to do. 1t

You have to make yourself Like in hockey, you have to make yourse}f

shoot. : . .j | s o e " "[/

e
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Subject #2 - Well, when you're fascinated, youbrather likelthings.
Subject #38 - Well because of\my safety hunter's coursef You can't.
just throw up your gun and take a shot -- you '11 miss.
Subject # - When you're fascinated you think something is
» 1nteresting. You're deep into it. You don't think it's boring
| While it\is probable that the reasons given by the Ss were
very personal, they tended to treat them less personally than did the
‘subjects in the examples of "I"—oriented responses

As can be seen from the examples, references to‘personal
experience could not always be readily c1a551fied as one type over
another. Therefore, when it was necessary to make a choice the

response was placed,in the'category whidh seemed best to exemplify (\\
7

xthat experience; that 1s, each response was. not placed in more than \\%"

—
one category although there was considerable overlapping of so e//////

experiences.
A frequency count of references to personal experiences was
made for purposes of further discussions of the findings»in Chapter

VI.

?rocessing "time" to obtain word meaningv

The third portion of the.Ss responses‘kDivision flI) was-
‘analyzed to determine how much reading (proceSSing) was required to
~obta1n the missing word Each response was not timed with a.stop
watch for at least (bree reasons: .
, (l) the subject might consider speed of response‘atlthe»;

expense of describing how he’ completed the task'
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(3) ‘measurement of time spent in pProcessing the context oas
considered less important than learning as much as p0551b1e abOue hon
. the context was process ' "
.~Furthermore, each respons. 1if *imed by a beginnlng and ending )
'signal which was recorded for l-ter measurement might not be
faccurate since- there was no guarantee that the S would begin his

explanation of his response until prompted

H
As an alternative, subjects were asked two questions

»

following-the explanation of each word response The first

question required - the S to recall in so far as he was_ able, where

'he was in’ the reading of the sentence (paragraph) when the missing

word first came to mind’ The second question‘-dws, ‘How many times

didvyou read the‘sentence (. aragraph) before conpleting the- meaning

-~ of the context”“‘ Only one s (grade 4)- suggested that she could not p

remember well because she had a "poor memory. Infr%quent%y a'S

B stated that he was not certain if he ' read it twd or- three thmes "

. On the whole, Ss were very s{ncere in their efforts to report how the

passage was read.» Therefore, a summary'of individual differences in"~

'timé'required to read different passages as well as differences

between individual reading (processing)"timé'of the same passage,was

‘made available.v |
'Examination of the fifty—féurﬁSs!-concerning‘how the passages

were read revealed that five main Processing "times" tended to be
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reported by the Ss. - The fo]low1ng criteria were established to make

4

discussion of the findings p0551b1e.

1) During first reading - The S stated that the missing word

.y

ey ‘\.-

came to mind to complete the context whiie reading the sentence -

(paragrap ) the first time In addition, the S reported one of-

'two things: (1) the respc was given without completing the -

reading of the passa e c- . the response was given after the
P g P 8

«

remainder of the context was read For example, S
SubJect #5 - I Just read up to there—426CUJTY) and tried to figure
,out the word ‘and then read the rest.

-,Liwise; ubject #30 stated Once, all the way. through _I'

filled 1t in as I went along

- t L

IQn the otner hand,’Subjeét-#lA said, I ‘read it up to that
"early-hour". subject #28 - reported T read it over o "wise and
adorable" and “¢hen 1 put the word in theré and I read it over.

f,,‘_

ubject #39 - Well I read it over until’ about,"metal objects" and

-

~——
then I thought of the word. I"Around" made me think of area and
metal obJects are affected" was the area. . _ -'v\ ‘ ’
) o (b) At the end of the first reading - Fot response; placed
in "this category,:Ss stated that the sentence (paragraph) was .

read once with’ word meaning reported to have come to mind in one of
three ways T ) |

| i) hs soon‘zs the S finished reading the passage;

‘ ii): After completing the reading of the passage, "the S said

i that he thought about the sentence but gave .no specific information

.concerning his thoughts,
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iii) After completing the readlng of the passage, ‘the S stated

‘/\
that he "looked back up to check" spec1f1ed parts of the passage. /
o
'Examples of Ss' responses placed under (b) include the - - /
following: O .
. . . . - : , y ‘\)’Z‘;‘"‘

od'v

Subject #20 - 1 only read it once. I put force in after I read it

s

through

i)

. ubject #37 - Well I read it through once and I tried%v'fihink of a
- @
‘word.

Subject #10 -1 read it through once, thought of a word, put it in
and it sounded good. )

- Subject #38 - First I read- the sentence and then I iéokedﬁat "wise -

- and adorable" and "lovable". {f“_ .

Subject #50 -1 read it through once. "It just came to me.

(c) During the second reading - When meaning was obtaineh
_ , , Lf .
during the second readir.o of ‘the passage, a. S s responses inﬁicated

L Lo E \“\

i
3
¥

iy L.
31N

v

.
e

one. of the,follbwing:

~

i) The second-re 2ing of the passage contﬁhued only until?® ;
the missing word came to mind. Then the word response Vas given, Lﬂd"

- 11)  The second reading & the passage . contf%yed after the ';; h’

missing word came to mind in order to make sure'" noﬁhing was being

‘omitted; ' . o ff ; ' _ :-;*
.iii)' The second reading of Ehe passage consisted of reading :EA;T
0 . :zi" v ¥

parts of the sentence. A "part ‘was described as "before the blank
{or nonsense) ;;}di\or "around the blank (orznonsense)'wordl" In a

. \ ‘ , ,
pggagraph'it might bex"the sentence with the blank (or nonsense)
S D SN e A :
o TN S o ' '
-word in {ft," - N, = oo
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For™ example, the follovlng explanatlons of readlng the sentences were

given
3

,{Subject i#5 - As ijéém td it (the blank) ‘the éecon: t me.

Sub]ect ##19 ~ I read t over once but went over it to "deeply"
somethlng. I went over that .to get the word. (involved"in Sentence

L 4

lON)

sub'jeﬁé'c'#m ~ I got'

. )
. .. ." (Sentence 10B)-

S

succeed” at the start of the second time. MIf
_you' wish to succeed.

-

ubject #20 - I read/ it through and then "pitch" what’ "pitch" what?

han tw1ce to complete the meaning of the context, the,

‘response was placed in this category.' According4to Ss' responses, the
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a word that "made sense" to the S (and sometimes the intended meaning)

was obtained to complete the context ,Examples of Ss_‘responses-
\ . L N .

 follow: .
Subject #3 - I read 1;¥;§i¢e nithout any idea and then, reading it
the third time, I thought of the word (greedilz in’ Sentence 7!9
Subject #9 - Well,vI read it four times. On the fifth time 1 got it
. while I was reading it (cool in Sentence 8N) “ _ v; o ,‘."

| ubject #24 -~ Well; I think it took-me'about five"times.‘ I don t

think it was because. it was. long because we get real long Sentences _
. ¢4

in language and I get lots, of them : (scared.in Sentence 4N)

v ] LN

When no word responﬁf was made, no classification of the

number of times the pgssage was read was made. Ss’ tended to give up

eventually with-the comment, 'i can t think of a word" or, igythey
continued to struggle unsuccessfully, it was suggested that the passage
be left Such responses were labelled MOmits", For each of the five

'categories, designating how much reading was done- by the Ss in order

Al

to. obtain word meaning, the percentage of responses by group and by -

grade was determined on the basis of total number of: v(a) word

.responses and (b) 'acceptable (Level 1 and Level 2) word responses.

ol

,Rereading. to check megming and to "make sure"

| | -From tﬁe third part (Div151on III) of the elicited response
it was possible ‘to explore not only the extent. passages were reread
after word meaning was obtained but also why'they were-reread‘ ~as

revealed by.the Ss' responses. The following examples of

Ss',responées to Sentence 9N, one of the more difficult test items,

LI
<
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was drawn to 1llustrate that; ranging from the Less Proflcient reader
in grade 4 to the Very. Proficient reader in grade 8, Ss reported re--
reading the context "to make sured. | A
“T»Subject.#l8 - force. . .I just read np to there ("objects") and I
. Stopped and I tried to think of a word I got force the'first tiﬁe :
and so I read it agaln to "make sure". .
Subject #12 - field. . .I got the word and r read it again.
>Subject #45 - force. . .Only once and then I'put the word in and read
it over again. | |
Subject‘#3§ - area -1 read it over until about "metal ob}ects" and )
Vthen I thought of the word and read,it over’again. ‘\\f
" The followingvexamples, taken from Ss' responses to
paragraph 2N, indicated that paragraphs were also reread
Subject #31 - realized - Well I read it over just once and then I
looked over and then just the sentence with it in. |
Subject #8 - notlced - Well I read it once end I didn't understand
it so I read it again and then I got the word. 'I‘read-over that
sentence agaln.v ' : . . }' ’
. Sub]ect #37 —'realized -. . .Well, I read it once ;nd then I read it | )
‘over again to see if it would fit. . |
To facilitate discussion of the findings, the percentage of
sentences and paragraphs reread after c0mpleting the context was‘ :
_determined by;group and by grade.

¥
Y

Use of the lntellect

onf Efie second:portion of the Ss' responses (Division II)
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I3
o

L ' : A\

two types of information were obtained; In relation to the elicited
word response Ss' reported: (1 what meaning cues helpedlthem
obtain the missing word (procedures for analy51s outlined earlier in

: .
the chapter) and (2) hgg the\meaning cues helped them obtain word
meaning from the context; that is, in retrospect the Ss attempted to
explain how the problem of the missing word was.solved Subsequently,

from the Ss' responses, inferences were made concerning the main

cognitive skill(s) activated by the task.
. Use of Reasoning

Criteria for classification of reasoning -

A

On: the basis of Ss' responses to the F. W. Tests ~ Sentences

and Paragraphs and to the U F. W. Tests - Sentences and Paragraphs

(discussed in Chapter VII)‘ reasoning scores were obtalned

' Judgment of the reasoning was based on criteria developed to satisf)

W

the characteristics attributed to: . (a) good; (b) fair; and -

() faulty reasoning The criteria were aslfollows

a) Good reasoning - For the reasoning in a response to be.

considered good the following requisites must be met:
1. The response stated clearly the relatlonship between the
‘ .
‘elicited word response (the missing word) and spec1fic words, phrases, -

or clauses in the context The snatement made concerning the

’relatlonship might be by wav of (1) .n,explanation or (1i) a

judgment wherein a conclusion was drawn.
- ) ] . 8

2. If the response was in the form of an explanation, it

might begin with because followed by an.explanation for having

a
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chosen a particular word response; for example, as in the following ‘

~

Ss' responses:

&

Subject #20 - left - Well instead of tinishing ic" that means he

would have to leave it behind. And "partially done that'means he

‘didn't finish it. And "scattered" that means he'd have to leave it.
And a."jigsaw puzzle" isn't some thing you carry around with you.

Sub]ect #4 - I think left would go in.there because 'partially done'"
' J . -
'would mean ‘that it wasn't .all done and then 'instead.of;finishing"

v

the "jigsaw puzzle", Arthur left it.

4

s

‘ 3.’ If the response was in the form of a judpment, ‘it usually
began with " f" "because and concluded with'"and so" or "therefore"
"(stated or- implied). Examples of this type of response were as/
follows: o |
Subject #39 - Because it said Jfresh and crisp" and that it was an
early hour and so it must have been in the morning.» 1\'
SuB]ect #38 - shy - Well, if you need help“you,usually "ask‘the
teacher" or your "classmates" but,vif you're,t00'shy;‘I guess you don't
want to do it. . | |
4. If no direct explanation of the relationships between the
elicited word response and specific parts of the context was given
but 'the S gave, instead, a mature, grecise word response (Level l),.
- followed by the listing of well—selected meaning cues,.it mlght be ;.:i
SR B

inferred that Ehe reasoning was good, ‘even though implied rather than :

) B

- stated clearly. It is possible that\the rea§0n was %g obvious to the'ﬁ‘
' : a‘E‘

<

[Pt ’ W

: s that he’ considered his egplanation a equate by Btating the<meaning

cues with minimum explanation.-::i- 1 ."’,.'.3}5 :
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Responses such as the following were placed invthis category:
Subject #25 - (responding to sentence SN) darkness - Well, there was
"not the faintest élimmer of llght". (single meaning cue and Level 1
| | word response)
ubject #39 - (responding to sentence BV)'mornlng -Well, it says "at
.that early hour" . ' | (single meaning cue and a Leyel 1
word response) - l. \
Subject #37 - (responding to sentence‘GN) égggz;— Well, "sorrowfullf"
and "he looked back wistfully". (2 key meaning‘cues, relationship
| to'"sadly"limplied)
.b) Fair reasoning - For the reasoning to be considered fair

rather than good, the‘following characteristiCS'seemed to pervade theA

Ss' responses:

1. The level of underStanding; as deterﬁlned by the S}s
explanation'of the relatlonshlp between the selected meanlng cue(s),
and the ellcited word response,.was lesslexplicit and __rect than‘was
the understanding of a response consider. °d "good" reasoning

2. The response usually included introductory words such as
"because?vor "1f" and might conclude with//and so' .or “"therefore"
(steted,orvimplied)h For'exemple, !

Subject #16 - (paragraoh 2N).slowlv - .l step'by step' ‘and:"edged

his way". You can't edge things real fast you mlght get cut or
. something. . 1f.you want to be‘safe you should go pretty slow ‘
| | l , kas opposed to being cautious or
careful)— N ;‘ -

Subject #15 —'(paragraph-SB) - note - because he decided that "he



. — . 149

would add‘enjoyment" by keehing a note of the "most exciting events
of the holiday." (ttiote less explicit than'_iarz:or lgg,'whiCh use ofi
additional cues might have helped call to mind that is, limited use -
of context was apparent. ) -

Subject #54 (sentence 6N) - reluctantly - Well; he didn't,really want
to do it. It says he "looked back" and it says he '"set out tovseek a
new life . ., ., " |

| ("sorrowfully" and "wistfully" omitted

'in the discussion)

(c) Faulty reasoning - Evidence'of faulty reasoning was
inferred from S's resnonses which, in general, seemed to confuse the
relationships between the missing word and the meaning cues prov1ded
in the context. More spec1fically, faulty reasoning was characterized
by one or more of the following weaknesses N

1. Insufficient evidence -~ The S tended to omit or to'ignore

one”or ‘more important meaning cue(s); for example, a function ‘word

such as under, with, but, or a conten} word (noun, verb, etc.), -essen~

tlal to an understanding of the passage
P .
‘2. Change of context - Sometimes the S changed the context\
"to provide satisfactory meaning to him but not as intended by the/“
writer, either by adding wbrd(s) to- 4he context or by rearrangdng

qhe given words, or by altering the punctuation. - ;//
3. Apparent limitation of experie\tial background that is,
the S made reference to personal experiences which seemed to have
. 2

been too limited to make understanding of the context feasible

4, Pauéity of vocabulary - The S seemed unable to call to

-Anj
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“particular context.

‘classmates" to

,~times. (Key

: hungry and | stiy;

. ‘ _ | 1150

mind a word response which would allow him to reason adequately.
5. Inability of the S to ptdvide anyvreasons for choosing

an elicited word response which had little or no meaning in the

Although mo e than one of the above characteristiés might
be found in one re ponse, for purposes of scoring, only one demerit
was counted for faulty reasoning. Details of scoring follow in the

next section, Examples of faulty reasoning:

3

ubject #26 - (s‘ntence #QN) - stubborn - Well, you know, if she

wanted to do the math she would have asked het& teacher'or her

elp her. If she didn't want to do it she wouldn't

ask, (Change of context or influenced by personal experience D)

Subject #29 -

sentence QN) - rude . . .I don't think she asked her_'

- classmates bec use she was dumb and she fought with them lots of

eaning cues neglected personal experience may have

influ ced th S Qgthinking )
U

it says, "Jonathon was

young man;;' He wasn't very nice. . .he "thought

.his friends called him

. .and‘since'they were so

gs their father and mother whe usually put food on

their plat s orcsomething or maybe they were kinda late getting to

the table /so the boys helped. . .they served themselves ("On" seems

to have b en omitted key cues were not emphasized or it could have

been pau ity of vocabulary and/or limited experience 9
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Scoring of reasoning measures
A quantltative measure of each S's reasoning ability, based

on a qualify ng judgment of all responses to the F. W, Tests -

Sentences and Paragraphs, was obtained The followlng numerical
values were a551gned to each response to a test item in terms of
quallty of reasoning: for good reasoning, 2; for fair reasoning,

1l; for faulty reasoning, -1.

A,
e
s \

Reliability of scoring reasoning measures , o }
. . : . "i.

: Ve
As prev1ously indlcated in this Shaptfr, two indepegdent
judges helped establish the rel bility of tﬂe scores for meaning

cues and for reasoning. Percenta of agy/;ment between the

investigator and the tyo 1ndependent judges ranged from 85 per cent

f >

to 92 per cent (Appendix F, Table F.2).
Summarz

Responses of the fifty-four Ss to the F W. Tests - Sentences

. l
and Paragraphs were div1ded into three parts (1) the elicited word

N

response' (2) " the Ss' explanations of the reading process in terms’
»_of how word meaning was obtained from the context, and (3)_ the Ss'
description of how the context was read in terms of (i) recalling'
when, during the reading of the passage, the unknown word first came
to mind and (ii)  the nuhhe; of times the passage w.s read before.
word meaning (the unknown word) was'considered acce: -able (i.e. "fit"
the‘éontext to.théjﬁ's satisfaction).
‘ » . R %

- A basic framework for analyzing the experimer.;al data in this
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_study waswdev@loped in relation to the ways in which the Ss -= Very

n

»Proflcient Proficient, and"ﬁiss Proficlent reacing groups 1n grades

»

RY/ 6 and 8 —- approach%d the reading task of completlng the meanlnb
of the context by obtaining the unknown word, a familiar word deleted
from the cdhtext . |

The main elements of the analysis of Ss' responses.are

K4
presented in the following outline:

Ss' Approach to the Task of Obtaining Word Meaning from ConteXt'

I. Use.of linguistic Rnowledge and giyen linéuistic infotmation -
‘A, Syntactic information; its'dse revealed by
1. Word form class and inflectional endings of unknown - wotds.
2. Selected function words in the context (in,.until with

but, around)

B. Semantic informatlon its us revealed by
1. Control of- the langudge/as determined by Ss' word responses
2. Embedded contextual.clues and other meaning cues. '
3. :Refetence to personal experiencet F
4. Repottedﬂprocessing ftime"\geduired to obtain.uotd
‘meaning;. | o
5. _Reportedvferéading done to check méaning and to "make
sute' that the mlsslng word "fit" the context,
II. Use of the intellect -
A. Reasoning: used to explain the relationship between the

word response and the other segments of the context

Reasoning "used to makeﬁiudgments or to draw conclusions

"
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N CHAPTER VI

_ FINDINgSt_vANALYSIS OF F. W. TESTS - SENTENCES

AND PARAGRAPHS

v
2

This chapter is concerned with Teporting how the, .meaning of

unknown words (familiar words deleted from the context) was obtained
vk

by Very Proficient, Proficvent, and Less Proficient reading groups in

grades 4, 6, and'8.' The findings, reported mainly in terms of the

-
.

variables determined by ‘the Ss responses to the F. W. Tests -

——

‘ability “to interpret the meaning of the context.

“1by group adi)by grade.' Since there were no significant interaction

. are described.

“Sentences and Paragraphs, are presented within the basic framewo/ﬁﬂ’

devised forvanalyzing the responses as describ d in Chapter V; that

is, in terms of the Ss use of: (l) linguistic informa ion (syntactic

and semantic) provided by the context and (2) their intellectual

S ' |
Where experimental data wenesubmitted to stat stical treatment,

findings were reported in terms of the significance of mean differences

_between variables, representing different aspects_ of Ss responses,

Dq

"effects between groups ‘and grades for any of the treatments,reporting

of these findings is confined to two-way analysis of variance tables

1

.

_located 1n Appendix G. Tables of-means and Scheffe tests of‘significant

diffexences»between means,vtabulated by group -and’ by grade, are -

" presented in the text where findings concerning particular variables

Findings concerning the possible relationships between

"~ 153
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¢

. : L ¢
~ selected variables, representing portions of Ss' responses which aided

them in their attempts to obtain word meaning from the context, are

also reported in this chapter

—————

L
- For experimental data not submitted to statistical/treatﬁenfj’

presentation of the’ findings relative to how word meaning was
.obtained from context isfsupported by calculations based on

‘percentages. ) Ty

Use of LinguisticuInformation

The'analysis of Ss' responses revealed that svntactic and
° (‘ o

semantic information was used in ‘order to obtain the meaning of an:.j o

- unknown word deleted from the context. To what extent the responses‘f"
revealed that this information was used in the process of obtaining

word meaning is discussed in the following sections.‘

Use of Syﬁtactic'lnformation

s . kB ,
Ss"responses indicated that knowledge of language structure
seemed ‘to help them obtain the familiar but unknown word deleted
'from the context ln particular,'knowledge of the grammar by'way of
word form\classiwas apparent; even though'the_correct word was‘not
~always elicited. . | ‘ . : ._ e

B

Word form class

The accuracy -of word form class, dependent on the corr.ct use o
of a'nbun, verb, adverb, or adJective to complete the context of -

sentence and paragraph items was high. As shown in Table 6.1, of

.

the CGQFiitem? completed, No errors were made by the Very' Proficient
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-

Table 6.1

v

; ( Omissions of Missing Word Responses to

F. W. Tests - Sentences and Paragraphs

155

" Grade :mReading Group

Sentences * Paragraphs .

% R %
Accuracy Omits °° Accuracy Omits

1 ] D ‘ N

_— _ Very Proficient - 100.00 7.50 - 98.31 1.67
Proficient ©..98.13 10.83 * 93.10: 3.33
Less Proficient 195.13 10.83 98.11 11.67
6 Very Proficient 100.00 0.83 96.67 0.00
o Proficient. 97.48 0.83 96.61 1.67
Less Proficient 97.41 3.33 94.83 3.33
8 ' Very Proficient. . 100.00 . 1.67.  95.00 0.00
- Proficient . ‘ 100. 00r -83 . 95.00:. 0.00

Less Proficient

98,17

94,44

10700,
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/

readingjgroupsfacross theﬁgrades, in supplying the correct word form -

AU A R
- for sentenceiitems . The percentage accuraey oﬁ@the Proficient and
- .- T " R
Less Proficient reading groups in supplying the correct word from
v . !
class was also high, ranging from 95.13: pe r cent to 98, l7 per cent,

‘although more items were omitted by these two groups than were omitted
by the Very Proficient reading groups (grade 4 excepted)

The percewtage accuracy of word form in paragraph 1tems,

-

ranging from 93.10 per cent to 98 31 per cent tended to be slightly s

lower than for-sentence items. "It is possible that the structure of ‘

»

one paragraph- (4B) was largely responsible for this discrepancy.-

K4

.. The problem 1s discussed on -page 159 SN

]

sz word response scores to the F. W Tests - Sentences and

' Paragraphs were ‘combined by word form class and by grade and
»submitted to a single factor experiment with repeated measures ,

.(Winer, 1962, PP. 105-132) No significant differences were revealed

~

between means at grade’& levelf(F~=“l 57 p = 23), ‘at grade 6

iex;el‘ﬂ*' = 0.68; p.= 42), or a\t/grade 8 level (F = ) 413 p = .53),

It: may be noted (Table 6. 2) that,'although the_differences.
between means of»the four word form classes were notvsignificant‘

(i.e. word responses represented by nouns, verbs, adjectives,

-

or adverbs) there-was a tendency for grade ‘4 Ss to, have mﬁxe,

gdifficulty with test items\intwhich the deleted word was an

AN

adverb or a verb as opposed to a- noun or an adJective It °

_appeared however, that for the fifty four iégin'this study, o

N
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i Table 6.2 N

Mean_Scoreé by Word Form Class and by Grade: F-Ratios
in Single Factor Experiments with Repeated Measures

|
: ) o ‘ Meaﬁs B ‘ o Cons.
Grade Verb . 'Foun', Adjf Adv. . F Probf
4 / 64.41 67.46 . 67.46 .- 62.85 1;57 . 0.23°
6 | 70,49 73,02 73;6; 69.9?»1 0.68  0.42
8 : 18l742 80.95 \82.1Z" f 79.34 | 0.41  0.53
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v ¢ ) 3

d1ff1cult1es encountered in obtalning word meaning from the context

T

l
l .

were not significantly related to a particular word form class. Since .

Ss’ responses revealed%that diﬁfleulties Were encounterec in
L - . . o . [ B0 . v
.;completing'the context_of~someﬂtestlitem53 reasons.other than word

i

v

form class were sought. T
. . : A ‘ o

Discussion of»possible_word form}class problems
Although differences in mean word response scores by word form
class were not signiflcant some‘Ss responses revealed that word
iorder created problems. For exanple, inisentenceSXGB’and BV‘ Ss

-

' ‘were required to. complete the context with an adverb placed before
the ‘main verb. hnﬂpite of the grammatical cue ( ly) being. provided

“in sentence 3N Ss tended to experience simi]ar difficulties in

- i

ERSURE

bo%h senteqces, thao is, some Ss seemed unable to con51der the
" possibility of a word other than a noun oOr an auxiliary belng placed

before the main verb. The following examples of Ss' reSponSes o
!« .

e illustrate ‘the type of difficulty encountered S

- Examples: sentence 6B . . : Ed o ;
Subject #12 - Smith. . . . ) R .
e T - b . '

Subject #8 - had. Well, just like had left.

Subject #27 - had. Well, it's telling you ‘that he "made his.way“
aroundéyhe house . . . he had always made his way." It's the past.

tense, "Andrew had made his way."
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Examples: . sentence 3N . *

) PRIV . . - )
Subject #29 - had. Well, it's'part of the sentence before the
semicolon. I pretended it was a simple sentence and tried to find a
word that would fit in there.

Subject #15 - had. 'Cause it'd go hettervwith "left!".
The‘most'serious problem related to word order appeared to

J .

arise in paragraph 4B since more omissions were found.for this item -

than f§¥ the remaining paragraph items combined The sentence

containing'the hlank was:

| ———————— mere they warm or well—lighted " ‘ Y
+ - ' Some Ss considered the sentence interrogative, other Ss

idisgarded:the notion when they concluded that no question mark was

v provided. Grade 4 Ss tended to supply the word. ng!gr in their attempts

‘to relate the sentence with the blank to the preceding sentences

[2

but failed however, to note the significance o ~ the expression
most castles" By contrast, older Ss tended“to reject\ never -
. ‘ R ] -,

'-largely because’they reported an éwareness of the significance of

most 'vin’ the expression "most castles" but seemed unable to thingk

‘of a word to place in the initial position of the’ sentence. ot

R

. Of the eight Ss who supplied an acceptable word response for
[% e

\ i
paragraph AB, one was from grade 4 (Very Proficient), two were from.s

grade 6, and five were from grade 8, suggesting thatnSOme young Ss'

. . - . “ .
tendedyto demonstrate,well—developed strategies -for processing the

o e ' ' - e T A
“‘context to complete\its7meaning, comparable to that of the:older ‘Ss..
. 'S N K} v

Ya
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Use of inflectional endings ~ . A‘_"fb

Fev errors were made in word_responses'requiringbinflectional
endings. As indicated by'Table 6.3: only tvo errors in tense | :
endings were not corrected by grade 4 Ss ;ho made them in their
‘first response to tge test items. Similarly, in grade_gdétwo errors
in tense were not self—corrected by the Ss; in grade 8, thefe was“ o
only one S who failed to correct his initial error in a tense ending‘

In spite of the given —ed in sentence lON,/a limited number<

" of Ss‘tended to completeythe context with the word studyin

working. For example, 'in justifying the use of,working,,Subject #10

 stated, "Uh, well,.they thought real deep when they were doing/fhe P
: ST T -

séience." And Subject #32 seemed to determine the meaning on a
similar basis by explaining that "they vere deeply in something and
they would probably be working real hard at it For these Ss, the

5
major concern seemed to be directed toward the- semantic information

given or as interpreted by them rather than toward the inflectional

N

&

a

,ending (= —ed) provided by the context
of interest wvere two responses to sentence 7N having thev
ending =ly. attach/d to the given nonsense word. Subject'#AO,,of'the
.Very g%oficient grade 8 reading group, elicited the word response
ravishly" stating,'"I think that's what I want. Well 1ike the'
:wolf hadn't eaten for several days so helwas hungry and he tgre the
.rabbit'and‘devoured him so he had to.do it ravishly . ‘
| ‘A Less Proficient reader in grade 6 Subject #33 1used the .

.‘.Qword g'”g z ‘cause he was in a hurry to devour the rabbit" o

[N
-

i"indicating that the syntactic information provided seemed to be

[ : ,..J
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‘Table 6.3
. ! ¥ - ) . \( ..' l‘ .
Frequency Inflectional Errors Corrected and Uncorrected
' in F. W.‘Tests — Sentences and Paragraphs -

161

'Corrécted v _ ‘Uncorrected _

.~ Verb , Adverb ‘ Ve;b -~ Adverb
 Grade Nons. Blank Nons. Blank Népélu Blank Nons: >Blank
4 1 1 2 0 1 ﬁ 0 0
6 L 0 2 0 0 ‘ 2 ;0 1 0

8 .
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T
v
bl L L
'i'utilized correctly.' Furthermore it is possible that ‘the semantic
'information provided by the context was also understood by both

‘4these Ss who failed to elicit an acceptable word response either

- . 3

__;because they were attempting to select a word of. "best fit" which

.could not be accurately callgﬂ to mind (Sub]ect #40, in particular;

I
. or they lacked the VOcabulary to make an acceptable response possible

;.fYEt attempted to do -S0 by guessingﬁ(&gbig;;_#}}, perhaps) o
. . -y
Itfis also interesting that no ianectional errors were

'

: made in Ss responses to test items having blanks (no 1nflectlonal

endings provided) while four errors (two corrected) were made in

Il

kword responses to nonsense test items (inflectional endings provided)

‘The question may be raised as to !ﬁé necessity of including

b <

vd'inflectional endings when nonsense words are used in test ‘items to.

- : R - '
represepé a word missing from the context

Use of function words

Ss varied in their ability to call to mind acceptable word

e responses for the five sentence items containing the six selected

M 3 ‘,
B - 0

"hfunction words.: Acceptable word responses for the five sentence .i
”items ranged from 30 00 per cent in grade‘4 ‘47 78 per cent in grade
‘:6 to/6l OO per cent in grade 8 (Table 6. 4) f While it was not
rpossible to attribute the cause of success or failure to obtaln word
ﬂimeaning directly to Ss' use or failure to use any or all of the six

) sclected function words embedded in’ the five sentences, examination-

: of Ss responses provided some interesting informatiOn.‘g
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> -
Table 6.4
o Pe;centage Acceptable Word Responses in Sentence Items
s ) ‘Q,with S1x Designated Function Words
L S
o \\\' Sentence Nd. . o
1B v 8B . 9B 10B 9N ‘Total
Grade f"in“~dnd "until" "with" "but" ‘"inﬂ,: "areund"
G i, % % % % %
4 61.11 - "66.67 . 5.56  5.56 11,117 30.00
6 77.78 72.22 16.67  44.44 - 27,78 47.78
8 100,00 72.22 33.33 61.11  50.00-  66.67
\ AN .
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_ Subject #13 - Until they grow in the spring.

164

f\\

N Responses to each of the five sentences were, therefore;

discussed briefly.

»

vaentence 7B, containing the words in and until

Ss',responses revealed that the words in and until tended to.
. / —— ——— N
/’

be used in three waysi 1) use of one word but net the otherf
ﬂZ) use of both words; and (3) interchanged in the context with
only one word utilized For example, grade 4 Ss tended to report“w~

use of "in the spring ‘more frequently than the use ‘of until

probably because they were reluctant to guess" the meaning of the.

“word "foliate"‘(embedded in the context in order to obtain Ss'

reactions to an unfamiliar_word in a familiar context).
When Ss were asked what they thought'the'word foliate meant,

. ™~
there was a tendency to reply as in the following examples:

Subject #10 - The leaves start coming out.

LY

Subject #15 ~ Until theyvgét all their leaves back? - E | ﬁy{
Of the" eighteen Ss in each grade, slightly more than one half of the |
Ss in, grades 6 and 8 reported use of both in and EEEil when epraining
how the word bare was., obtained to complete the context; in grade 4,

approximately one half reported use of in but only 4 Ss menti

word until while explaining their word choice ' A
Sentence 8B, containing’the word with - /- R

Sl

[

The majority of Ss made reference to. the expression "with
necessary energy . Four Ss elicited the word response give " and

supported it by explaining that "sugar and starehes give the body

) . d o
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necessary energy' (with omitted). Poor word choice (e.g. helps, fill,

awards) seemed to be the main problem with sentence 8B rather than

failure to use the significant function word'with as an aid to

obtaining word meaning (i.e. supply the body with necessary energy").

Sentence 9B, containing the word but
For the majority of Ss, sentence 9B was difficult. The

percentage of acceptable word responses in. -grade 4 was 5.56 per

b
cent; tb\grade 6, 16.67 per cent; ‘and in grade 8, 33.33 per cent

4). Ss tended to explain their responses in terms of "and

(Table.

sometimes' rather than the given" "but sometimes. Whether this_

.I

error was caused by failure to observe the word buv or was the result
q?
of not knowing anvappropriate word opposite in meaégng to the
expression "but sometimes" was not revealed by Ss' responses. It is

‘suggested that the expression "and sometimes" was popular because Ss
g8

tended not to be able to call to mind the appropriate woig opposite'
in meaning to the given Contrast type meaning cue. {. @%

. g o
For example Sub]ect #6 elicited the word response 'sometimes"

iy

.
but indicated by his explanation that»considelible meaning was e

.
obtained from the context., He stated //f. . like sometimes they knéw

-~

. oy
=

what to. expect well they didn t know all the time what to expect

they just ‘knew sometimes. Likewise,\Subject #30 supported the word

‘.

"gometimes" w1th "because it says 'sometimes he was unptedictable S0

— -~

.theytsometimes must know what he does and other times they don't;"'
Therefore, from the standpoint of word response, Ss in this

study were not very successful in supplying the intended meaning,

o
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FANN

usual;j‘or‘generally. From the standpoint of a general understanding

of_the context, it would be erroneous to conclude that the

Ss were not obtaining considerable meaning from it. It is
possible that fewer errors might have been made in ellcited word

”responses if the deleted word had been sometimes instead of the word

usually. ' : \\\\\ i
. 7

- Sentence lOB, containing the word'in
Grade 8 Ss (61.66 per cent) and grade 6 Ss (44, 44 per . cent)
tended to obtain more acceptable word responses to sentence lOB

than did grade 4 Ss (5. 56 per cent), as indicated in Table 6.4. Of

'the grade 4 Ss who revealed an- awareness of ‘the word in, only one

.

S was able to elicit the intended word succeed. Subject #3, for

example, suggested the word response ”finish" but reJected it

 because "that ln.doesn t sound right." Her final word choice was .

n
[T

"believe because you.believe,in a task." T ' A
Out of the fifty-four responses to sentence -10B, eighteen

were completed by words such as finish or complete without reference

to the expression-”in.whatener task." It is possible that older Ss
,»tended to experlence less difflcult) with the test ‘item because thev

were more famlliar with the concept of snccess, or as stated bluntly

by Subject #42 . !Ivalways getfthls criped_at me at home"; that is;
lack of experience with the concept of success and/or its onnotatlons
_“eomed to make 1t difflcult for some Ss to contend wi'th tho
.expression‘following the blank; therefore, to '"make sense”.ont‘

of the context’ Ss may have ignored 'intentionally .the preposition»in, ,
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*‘Summaiy;;ffindings relative to selected function words, | f?
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ﬁentence 9N, containingathe word around - . - ' ﬂ\

— . "

Findings from Ss responses seemed to suggest that the
higher frequency. of reference to the word around by grade 8 Ss and the
Very Proficient grade 6 reading group might be attributed to background

experlence and knowledge about magnets, not yet attained by younger
(I,
Ss. Concern for the action of the magnet 1tse1f rather than for the

area- around the magnet was suggested by the’ responses

Ss in ‘the Very Proficientugrade\h reading group~and in the

 grade 6 reading groups attempted to refer to around the magnet" in

their explanations of the word response e11c1ted but limlted knowledge

about’ magnets seemed to hamper their efforts. The responses of grade

4 Ss. tended to concentrate on attributes of magnets, such as, "they're

made of steel" (Subject #15), "a magnet has force” (Subject #2) or. '

"'cause avmagnet‘usually has red around it"(Sub]ect #5). Only one

t
\.,g, i

grade 4 S completed the context with the. 1ntended word area or space :
"around the magnet and one S elicited the word "field" which,
although con51dered a repetition, indicated that the S was getting

the. meanlng conveyed by the function word. around
.{

3

PR . : . : .
PN . . R . 5

A

Ss' responses revealed that the six s€lected functiof

were aids in completing the meaning of the context in varyi g amountsi'
; . =
and with varying degrees of success. It appeared that some Ss,were‘ )

'limited in thelr use - of these function words , for the most'part.

because they lacked adequate concepts of important words which were
/ S
connected by a’ particular*function word The responses elipitedvfrom

4
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some Ss suggested that the experience and background of 1nform5tibn

/brought to the reading situation seemed to have con51derab1e influence

v
upon the Ss ability to use connectives as an aid to. completing ~he

\

‘-meaning of the context,

Position of H% word deleted from the context seemed also to' .

-

\\.,\_' . '
"have some—bearing or/ the effectiveness with which functlon words were

utilized by the Ss. 1If, for example, in sentence 9B, the word

sometime§ were deleted from the context instead of the flrst word

usually" (as was done in the test item) s' respotises to that

[ \

test item might have been . quite different Ss' explanations implied

- 5

that considerable aning was de}ived from;the_context in spite of

inability of thel ajor tyfto obtain.aniacceptable word response to

"

Use of SemanticwInformation

'
-

S . “Findings relative to the use made of semantic information

'by Ss attempting to obtain word meaning from context are based on

-

. the Ss. total responses to each tesp item (1.e. the;three divisions

: of the response described 1n Chapter V). Therefore, the

[

'descriptions of: the findings which follow are st\tTStical and non-

statistical,, depending -on the nature of the informaeg

Ability to control the language-of the context

statistical description .- ‘ ot
Ss' elicited word responses, considered the product obtained

from processing the context - to complete its meaning, differed by

group and by grade in qualit) and in quantity for -sentence and
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’ paragraph items: Hence findings concerning Ss' responses to
sentence items are followed by a report of Ss’, responses to paragraph
Tao #
items v L : T ‘ _
tl_")-’;':.v}.:‘.‘ i ‘ . : 1. . . . . \
'In"sentencesjﬁy“”ﬁf7 ’Zﬁf h o ’ - -
B . - ‘ " e . : - B . :
Resﬁlts from the two—way analysis of variance revealed a

. .;..v
P r

signficant SOurce of variance in the mean w{;d response scores for = .

the F U Tests - Sentences by groups (F 07; p = OO)

[ i‘- ' N

"-sq When Scheffe tests were applied a difference was revealed

between_t%e me&n scores of ‘the Very Proficient and the Proficient
N ‘K‘.w:, v e [ .

reading groubs at" the 01 level of significance, in favor of the

Very Proéicient 4ead1ng groups (Table 6 5) Scheffe tests revealed

' also a—difference betWeen the mean scores of the Very Proficient é @7*

-« . \

A and Less Proficient reading groups at the. .OOl flevel of significance,.

‘in favor of the " Very Proficient reading groups. There was no

| significant difference between the mean word response scores of thev

Proficient and Less Proficient reading groups. Nevertheless,
_./

3(i Variability within these groﬁbs suggests that individuals within.

g‘b 'w aome groups tended to differ considerably in their ability?to obtain
#i word neaniég ffom context, For example, as shown in Table 6. 5 in

i R the grade 4%Proficient reading group the amount of variance was

3 2; 87 as compared to, 6 70 f/r the Less Proficient reading group,

suggesting,that some Proficient readers tended to be more efficient

~

in obtaining word meaning than others while the Less P oficient

e

N

~reading group tended to be more cohesive in their efforts to obtain .

m v

word meaning. By contrast in grade 6, where the amount of variance

.§> Y

5 N
-3 £



. There was no significant interaction between grou

_—

Less Proficient .

58.
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. Table 6.5 .
R A : ' : I c
Meqﬁ_Woré Response Scores Familiar WOrds.Tests =l ‘
TR Séntences by Group and by Grade ]',
. . - &J- \
e — !
Grad% - Reading .Group Mean Variance
TR 3 ’ 5 S i
4 "Very”Proficient' .57.33 21.47
, ‘ - 'Proficient 48.33 ¢ 27.87
\//£E§§\Prqficienti 44,50 - 6.70
- . ] . 4
6 Very Proficieént 61.67 54.67
- Proficient 55.67 _ 42,27
- Less Proficient 50.17 \y ~ 67.77
, % ‘ o
8 Very Proficient 69.67 - 15.47
_Proficient 62.83 ; 28,57

37.90.

Significaﬁt Sources of Variance

. Group
'Gradef

L0k

Prob. .

. 00%*

\

B

P and grade (p’=,.98)

" Scheffd Test of

;nifiéance,Between Lroups

)

: - Very Proficient ’ Profiqient ‘Less Proficient
YVery Proficient D ‘ CLPLAX L+ 00%*%
Proficient ‘ T4 .07

Less Proficient / e
{SchefféiTést of Sigﬁificance_Between Grades s &

4
.6
8

4 6
' .02% . 00**%
" *Significant at .05 level ***Signifiéant at .00l level
.01 level : R

*%Significant at

\

~

~
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4 and 8, the- word response scores of the Less Proficient reading .
group tended to vary (Variance = 67.77) considerably more than did the
word response scores of the Proficient reading group- (Variénce =

/42 27) Therefore, although the difference between mean word

Y N

.response scores of the Proficient and Less Pr ficient reading groupsv/
'was not s;atistically significant,.individual differences in word
response scores within groups seemed to suggest that these differences‘

may be important to an understanding of the processes used by
o

c developing readers to obtain word meaning from context.

Main effects due to grades were also revealed (F 24 97;

p =.00). Scheffe tests revealed a significant difference between the

yo n ;
. Mean word response scores of gradesvé and 8 (p<f 001) and between

grades 6 and 8 (p«( 001), both tests in favor of grade 8. Likewise,
A

a difference was revealed between the mean word response scores of

grades 4 and 6 at the .05 level of significance, in favor of grade 6 -

. (Table 6.5).

Results of these tests seemed to suggest that, on the’ whole,
the grade 6 Ss were significantly more mature in their‘ability to
obtain word meaning from the context of sentence items than were the

grade 4 Ss but their control of the- language tended to remain closer

-~ -

to the level of grade 4. efficiency (p( 05) than ‘to ?the level of

grade 8 efficieffcy where the difference in mean scores was at the .001
2

level of significance. Moreover,’ the word response scores of grade 4

~Ss indicated that the younger Ss seemed to have considerable control

[ -

of the- language as represented by their mean word response Zgores.'?

| ‘.

ot ) ,'~: . I
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Later in-th}s chapter, it will be seen that the grade 4 Ss tended to

rely more heavily on words of "good fit" compared to words of

“
L4

"best fit" wused more frequently by older Ss- which, of course,_was
refl@cted in the mean word response scores by group and by grade

<

It has been shown that the Very Profic1ent reading groups;

were significantly more efficienﬂ in obtaining word meaning fromlmﬁhw
. context than irere the Proficlient and Less Proficient readinﬁ groups
In view of the significantly higher mean IQ scores (Chapter IIT, ‘*-‘
Table 3. 4) and. significantly higher criterion mean vocabular; scores
(Chapter III Table 3. 2) of the Very Proficient reading groups‘
across the grades as compared to those of the Proficient and Less

Proficient reaging groups, greater efficiency in processing word

meaning from context was not sd%prising.

»

In paragraphs | e ) )}.

Results from the two—way analysis of ‘variance (Table 6.6) )

revealed significant differences inn

J

'wo“dgresponses to F. W. Tests -~

Paragraphs due to groups (F —\12 71 ﬁ‘,,.bqf andctOQgrades (F =,lO.64;

P='°°) S | ﬁa’ SRS
:  Scheffé tests of differences revealed!a-signifiCant
difference between the mean word responses of the Very Prof#ﬁiﬁnt
S
and the Proficient reading groups r<. 05) and betgeen the Very

Profic1ent and Less Proficient reading groups (p <:901), both in
favor of the Very Proficient reading groups. There was no significant*igg
difference between the mean" word response scores of the Proficient

.,and Less Proficient reading groups.r

L
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Ay " Table 6.6 .
‘ JMéan'Scores Familiar Wbrds Tests - Paragtaphs'i )
" by Group and by Grade
‘Grade o 1A,f' ReadingﬁG&oupf .,-;‘ ;,Mgan ‘¢, Va;%énpe\
I ‘ r". " . .‘ : .. . B " ‘” .v ~J RIOY _A
. év_,' i ,Ve;y Proficient ) \ - :'32.50‘» BN :
S .  Proficient .. 726,33 \
VLess.Proficient , - 24.83 R
R T 'Very Proficient . 33,50 . g
: S -~ Proficient '} 29,33 C
Less Proficient - 27.83
8. \ I q.~fVery{Proficieﬁt"A _ 35.67
. ,.7 . Proficient T - i . 3450 .
e Less Proficient * . = 30,50
-Significant‘sbufcesiof Vafiance» S ?fob. . B -
5‘Group S ' ct C T L 00%*%
Grade » e : _ - 7. Q0% **

1501

- There’ was no significant interaction between group and grade (p = .57)

Scheffé Test of Significancé Between Groups
Very Proficient "Profi;ieﬁtv Less Proficient

Very Proficient _ ‘ . 01%* . 00**%
Proficient : o o ‘ .18
Lesq Proficient S

ot

. Scheffe Test of Signiﬁicance'ﬁetween Grades
4 E R T S o
4 Ky S W18 0okxx R S ’
6 - o S .y 04% : -
8 7o , o
B o L : s
- *Significant at .05 level - ***Significant at .0Q01 1§vel_

'*#Significant at .0l level
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While the differencefin%mean word response scores of the
Less Profiéient reading groups ﬁpr paragraphs was not significantly
lower than was the mean word response scores of the Proficient
reading groups, the results merit close examinationr The reading' 8
potential of the Less Proficient reading group,wdetermined by‘the
criterion mean vocabulary scores on the. standardized reading test
(C.T.B.S. ) reported in Chapteﬁ 111 (Table 3.2),was not significantly

s

different from the mean vocabulary scores of the Proficient reading

group. The lower mean scores of the Less Proficient reading groups

on the F W. Tests — Sentences and Paragraphs, seemed to suggest

’

that they were 1ess efficient in obtaining word . meaning from context
I ~~

[
RS

'than they might be, in ‘view of their reading potential ?ft:m o

Scheffe tests of differences revealed%also that the mean
word response scores for paragraph Veretsignificantly higher‘for
grade 8 Ss than they were for grade 6 Ss (p({ OS) and for grade 4
Ss (p<: 001).

Although there‘was no significanthdifference‘between the meah
vword response»scores of grades 4 and 6, there Vas‘artendency for.thef
grade 6 Ss to obtain higher mean sc:;gﬁgthan the grade 4 Ss. -These‘
findings seemed to suggest that the more mature grade 6 Ss may be
moving toward increased use of precise word meaning (Level 1 word
responses) but their control of the language was not yet equal to

the level of efficiency of grade 8 Ss. ‘At the.same time,
'gg;ade 4 Ss seemed to have considerable control of‘the language as
y v :

represented_by their'mean scores. For paragraphs,it may'also

be seen thag‘the grade 4 Ss tended to rely more heavily on words of



,t

'\“k

good fit" (Level 2 word responses)‘w ich also{séehed to indicate,

turn,~tended to

"~ contextual clues, Ss' word response sconbs Were combinﬁdzfor each J*:jJ
. sy e s 5
< 3 2 /" N
type of contextual clue to permit sfatistical treatment of thf data._- ‘

% ".'-f’:""

. ‘ Results of the two way—analyses of variance (Table 6. 7)

L
revealed significant main effects due to- groups for each°qf m@e five

-

selected sentence types. Scheffe’testﬁ of. differences reveafed‘ ”
‘/ - 24
e } ) - “-‘c\‘» o

significant differences between the - mean word responses of,the ﬁ%ﬁyj" %,

‘i) . Proficient and the Less Proficient reading groups, in favor Of the - gv

3 .

Very Proficient ',ading groups for all five sentence - types. . _
Significant differences between the mean word response scoresyof the/

. Saly e

,? Very Proficient and\ErgfiSient reading groups were revealed for thre'“

v"sentence types (Syn.._ p( 01

R K

‘-n/o p<.05; Con.: p(.ool),- ’a_ll_in‘

:favor of the Very Proficient reading groups. . - - l_ AN

TheﬁLess Proficient reading groups seemed to experience more : f*ﬁ

,_—-( Y
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nftnose of the Less Proficient reading groups.

. Main effects due to grades were revealed for each sentence

type. Scheffe tests revealed significant differences between the - gﬁ@}‘

vy

\

mean vord response scores of,grade 4 Ss and grade 8 Ss for each
N, ] ) : ; 8 R

seat . - typ:. 1n favor of thevgrade 8 és. Grade 6 mean word
“:Inse ores uere significantly higher than were the grade Q
dll worl e sponse scores for onlv oq?hsentence type, ,C/E,(p(f.Ol); ,‘
grade 6 nec word -esponse scores were significantlyrlower than
were the jrade S ra=an word response scores for only two sentence

8
"y mar ly, DD (p<.01) and Contrast' (p<.0D). )

Thern ndings seemed to indicate that tﬁﬁ grade 6 Ss might
have been 1- a state of transition with respect to dealing with
abstract verbal operations. In ste instances, there was a tendency
for thelgrade 6 Ss to obéain precision in word meaning which was "<jf

reaching the level of maturity expressed by the older grade 8 Ss
in their word responses, at other times, the grade 6‘Ss word responses
were not significantly superior to the less precise word responses
of the grade 4 Ss.
Difference in-: language control by grade

and by sentence type -

To determine whether Ss at each grade 1evel found one sentence

type (based on embedded contextual clue)amore difficult than any
other in relation to the number of acceptable word responses
elicited, the Ss' word response scores were submi;ted to a single‘

factor experiment with repeated measures (Winer, 1962 Pp. 105- 24)

A significant difference due to sentence type was. revealed for-
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grade 4 (F = 17.60; p =>.00); for grade 6 (F = 19.05; p = .00) and

+ for grade 8 (F-=-9.88; p = .Ol). (Appendix H).
. ,\L’] " ]
The mean word/response scores by grade for each sentence

v

type (sentences(and paragraphs) are shoWn in Table 6.8.v By ~

-~

inspection, it was decided that Ehe L/E mean word respcnge “cores
were significantly higher than the’ mean word response scores of }he
’ 2]
ffour remaining sentence types (Synonym C/E;\D/D, and Contrast) at

each grade level (grades 4, 6, -and 8). - ’ ' ﬂiﬁk

. i -

There was a tendency across the grades for ‘Ssto find the
.Contrast sentence types the most difficult, as indicated by the
lowest mean word response scores (Table 6.8). On the oﬁ%er hand,
'Ss,across the grades tendig to achieve the highest scores: for L/E_
sentence types, followed by C/E, D/D, and\Synonym sentence types..
Only for L/E sentence types was the difference in mean word response
scores significantly higher, thereby suggesting that the Ss
experienced the least difficulty in obt;ining the meaning of the
familiar word deleted from the context of sentences simply structured
from words and concepts meaningful to them
‘Quality of language control: sentences
versus panagraphs )
During the personal interviews an observation made was ‘that
Ss seemed to respond to paragraph items more. readily than to sentence.
_ items. To make statistical comparisons possible,’Ss \\ean word Y

response scores to the twenty sentence items and to the ten paragraph

items were converted to percentages. s

Y
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Table 6.8
Mean Word Response Scores by Grades for Fiye Selected
Types of Embedded Contextual Clues in F. W-. Tests -
R Sentences and Paragraphs ‘ Py
& R
Type: . Grade 4 Grade 6° Grade 84
Embedded S 4 1
Contextual Clue Mean Mean e Meaq
'S.J b} . 3
L/E 20.56 20.83 22.56
Syn. o 14.17 15.9% 18.22
C/E e 15.22° 17.83 . 19.67
D/D = 15.11 16.39 .18.78
. > ~
13.39 .+ 15,06 18.00

——————
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Table 6.9 —\ ' ¢
Correlated t Tests: ‘Word Response Scores F. W. Tests -
’ Sentences and Paragraphs ' ;
N Sentences Paragraphs t )
‘ g % ;
Grade Iy S.D. X S.D. ! ,'
" <
4 62.57 8.34 69.72 12,47 -3.44 .00 %4
o . | ., | ‘ .
6 69.79 10;29  75.56 > 11.10 * -2.84 = Q1%
8 Y 79.58 8.28 83.89 8.43 . -3.81- -00%*x
** Significant at .01 level . - o
*** Significant at .001 level A |
a . : Sy - :
Expxgssed as percentages \Jy; J Lo * .
4 ol Y 7



_ A © : . » 181-

. // o ] ) VI
. N LERL 4
. N Ko 1 A}
L significant difference between the,mean word response scores of R
-l . ~ s .

w o sentence and paragraph items for grade 4 (t ‘—3 44) and for grade

8 (&= -3, 81) at the .001 level of 51gnificance, in fayor of
paragraph items. For gradh 6+(t ='=2, 84) the diﬁference betw%%n~ T~
t
-, mean word ‘response 'scores was significant at’ the .01 1evel, also in
y o , ‘ ‘ .

- ,.

‘ favor of paragraph items th ﬁppeared that Ss dcross the grades were -
‘more successful in‘processing word meaning from paragraphs than
o . o . . b - H
from sentences, s LE °" -
. . Va2 _ v “, .
Findings'relative to Ss' reported processing "time" for
. /

sentence and paragraph items, reportedulater in- this chapter, provided
additional information concerning the comparative ease'of reading

¢ .
C sentence and paragraph itemsr and subsequent success in obtaining word
) 5
v - b U . o
g meaning to® complete the éontEXt..‘ A &

Rt

’

- : : oL . e v s
ng}ity of lgnguagé control blanks”wersns I -
- nonsense words o . f‘ .
\_ " . . X . .' » S »
- Res&its from correlated t.tests revealed no- significanf

" N a
§ . -

;.f - difference between Ss' word response scores whether the deleted word
< was replaced by a blank or a word in sentences or in paragraphs ¢

(Table_6.10). The mean°word;response'scores of grade 8 Ss-for‘
paragraph itemsw(t,= ;OO; p = l.OO)é;nonsensf or blank, were the same
(X = l6 78) Grade 4 sk tended to obtain 51ightly higher mean scores

for test items with nonsense words (X 14.17) than for blank test
’
1items (X = 13 72) but the differences were not significant (£ = -0.87;
‘ 40) ' By contrast, grade.6’Sz mean word response scores for
o blank test items (X = 15 33) tended to be slightly higher than were
: . g
the mean scores for nonsenserwords ;X 14.89)f xe} the differencesb

T A T
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were not significa tb(t»='.97;:p = 355

no. significant differences between mean scores for

" blank and for nonsense sentence test items in grade 4 (t = —1.45;

r

,p"== .17), in grade 6 (t,= 4h05; p = .96), or in grade 8 (-t‘=_,—l'.35'1

p = .19). There was, however, a tendency for the mean word resp@bse
o
scores for nonsense test itéms to be somewhat higher than for blank

test items (Table 6. 10) P

'Ss' reported preferences blanks or nonsense’
words * B '

N . No statistically significant difference %fs revealed between

Ss' mean word response scores of test items whether tﬂf word deleted

,3
o“

from the context was represented by a blank or a nonsense .word.

. < , ,
- Similarly, from Ss' - reported prefer ce, there appeared to be no

marked differences of opinion' 0ff the 49 Ss (out of 54) statlng a
. »
preference, 29 Ss (59.18 per cent) pﬁgferred blanks to nonsense
{
words ‘ Trengs in Ss opinions‘;gh'é’ning the use of nonsense words,

J/ instead of’ the usual blanks to replace the word deleted from the
-
‘context are represented by the following statements made by Ss when

‘ asked to give reasons for their preference, blanks Oor nonsense words:

. Pro: Nonsense Words o Against: N0nsense Words

.

"Kinda helped me with the word + "You just see a blank and put some- .
There wasn't a space and it thing in there." - : -
‘gave me an idea." -

Helped.me morevwith the - PMedepme think’o‘v,\‘ s~that looked
letters and stuff. The -~ _1like that or sta with the same
" letters didn't mean any- Mletter: slowed m¢_down.' " :

thing, the endings did. ",-1 .

PP

"It helped me get words,l‘dbn't "Serta got 'a little mixed up. It
use very often. Helped me .todok me a ‘few moments to realize

think of other letters." “. . it was meaningless arid go on."
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e \

“"I'd try to figure a word out "Sort of confuses you."

of it." ‘ _ (/
"It doesn't look right with ~ "Blanks a bit -easier.”

just a blank."”

%;&inda harder. Funner too. - "Kinda threw me off."
Blanks, I have to use them

all the time."

'Cause they were more fun."  "Blanks better F slows you down."

Sumﬁary:. blanks,versﬁf nonsense words

v.l.-_Olﬁer Ss tended\to favor blanks; younger Ss were nore
‘open to nonsense words,-consideripg themn a.c allénge (dnore fhn"?.

2. In spite of efforts’ to construct*nonsense words bearing
no resemblance to real words, Ss' ‘comments seemed to indicate t%?t
the efforts were not entirely,successful in that'some éé reported
N e : P

trying to relate the Ietters in the nonsense word to the’ real word

. 2 From Ss' comments and by observations of the investigator,
it appeared that nonsense words tended to "slow down some Ss when
first faced with tze unudyal situation of having nonsense'words‘
~instead of b]anks when a w was deleted from the clntext. However,

test"results revealed no significant difference between Ss' mean

scores for the nonsense and blank subtests of the F. W. Tests: -

Sentences ‘and Paragraphs ' _f

Control of the.language:' qualitative levels . - ‘ R ~\
of word responses ‘ ‘ S : :

StatistiCal analysis of Ss' word responses revealed significant

_differences between mean word response scores by groups and by grade

e

in terms/bf qualitative measxrement of word responses.' These

!
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results, however, provided no specific information concerning ss' :
ability to obtain the intended meaning of the word m1551ng from the
context as opposed‘to an acceptable word of "good fit!, a _meaning

acceptable to the S but not dntended by the context, or to elicit ‘

a biza re response or none at P&l Therefore, results from an ’,#n o
o AR
analysis of Ss' word responses to determine the proportion of word

-
.

responses at each of the four qualitative levels was presented in .,
order to provide additional information concerning Ss' abilitybto o
control the quality of words elicited to compiet; the meaning of -
verbal context. . _ : .
o | ;) “ - . . ' 1 . .
In sentences - © ' | ‘ ‘;. . |
. » As,shown in Table 6 11, the'Very Proficient reading groups
.elicited a higher proportion of mature, precise (Level l) word
‘responses and a lower proportion of bizarre (Level 4) word responsesv
than did the Proficient and Less Proficient reading groups. %E
grade 4, 45,00 per cent of the Very Proficient reading groups word
responses were placed in Level 1 'and only 17.50 per cent were
‘ considered Lerel 4 word responses:_ For the Proficient reading
group, 30 00 per cent of Ss' word responses uere placed in Leve% 1
and 36. 67 per cent were‘placed in Level 4. For_tne Less Proficient
"reading group, only 23.33 per cent of the word respopses wéfe l
considered Level i in qualitv whiie 40.83 per centvof he word
responses were considered unacceptable in quality, Level 4 That
di& for the Proficient and Less Proficient reading groups, the
proportion of bizarre or no responses (Level 4) exceeded the ' B
proportiont%f precise, mature word responses.(Level 1) while Ss in the

{
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Very Proficient reading group elicited a higher proportion of hevel 1
word responses than Level 4 word responses.v v _— - R .
In grades 6 and 8, the proportion of 'Level 1 word responses
tended to be higher and the propor ions of Level 4 word responses
tended to be lower than was deté%mined for grade 4. 'Neverthelessi
.'similar patterns of differences seemed to prevail For example, in
vthe Very Proficient grade 8 reading .group, the proportion of Level l
word responses was 70.83 per cent and the. proportion of Level 4 word"
_responses was only 8 33 per.centru‘For the Proficient grade 8 reading
_group, 52 50 per cent of the word respogpses were placed in Level 1
Jhand 10.00 per cent in Level 4. Of the word responses from the Less
: froficient'gradeVB reading group, only 46.67 per cent were placed inl
Lepel'l. ‘The proportion of Level 4 word responses was considerably
higher (24 17 per cent) than was ‘the proportion of Level 4 word
,responses for the other two grade 8 reading groups.‘
\ "The proportion of Leve{/j word responses, by group and by
grade, was/fairly consistent It appeared that Ss in grade 4 (16 66
'per cent), in grade 6 (18 05 per cent), and in grade 8 (17 22 per ‘cent)
were able to elicit ‘word responses of "good fit" (i.e. Level 2) with
comparable skill.
Considering the qua{ity (level) of.Ss' word responses by
."grades, slightly more than»one hal” (56.%7 per - cent) of the grade -8
word - responses represented mature, precise language (Level 1)
intended to complete the meaning of the context. Grade 6 Ss. elicited-

Level 1 word responses for 40 56 per cent of the sentence items;

grade 4 used well—controlled word responges (Level 1) for approximately

\

. .- ‘ : . : " s
. ‘ . : . i ’ - . 1
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one-third of the sentence items (32.78 per cent).

In addition, the following tendernicies were revealed by

v
Y :_:

”calculating the proportion of S; word responses
of t‘a language in terms of levels.
1. In grade 4, the proportion of bizarre'kLevel 4) word
responses (31.67 pervcent)xwas approximately the same as ‘the
proportion of precise, mature (Level 1) @Q&& responses (32.78 per cent).
In grade 6; the proportion of Level 4 word responses (20.00 per cent)
was lower thanpwas'the proportion of Level 1 word responses (40.56
per cent). In grade 8, the proportion of Level 4 word responses’
(14, 17 per cent) was considerably lower than was the proportion of
‘Level 1 word responses (56.67. per cent).

2. 1In grede 8, the proportion of Leve1'3 word responses
(unacceptable to complete the meaning_ontne context but not
"unacceptaple to'eomplete'the és'-interpreted meaning) was.considersbly
.lowerv(ll'94 per cent) than was,the proportion of Level 3 nord "9,-
responses elicited by grade 6 Ss (21 39 per cent) and by grade 4
- 8s (18.89 per cent)

3. The percentage range of elicited word responses tended to
overlap by gronps within‘eeeh’grade and at each level of nord response.
For:eXample, in grade\B, the proportion of Level 1 word,responseS‘
ranged fron 30 to 80 pervcent The range of Level 1 word responses"
for the Proficient reading group (45 to 60 per cent) and for the Less
Proficient reading group (30 to 65 per cent) indicated that some Ss

kwithin these two groups tended to elicithk\d; 1 word responses as.

frequently as did some Ss in tMngery Proficient reading group where

LY
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" In paragraphs

The Very Proficient reading 8T ups across the grades tended
‘:> to elicit a greater proportion of Level 1 word responses for
‘paragraph items than did the Proficiefit and Less Proficient
reading groups (Table 6. 12) For example, in grade 6, for the
Very Proficient reading group, 58.33 per cent of the nord responses
were placed in Level 1 ag compared to 45.00 per cent .of word
‘responses from the Proficient reading group and 33. 33 per cent from '
'the Less Proficient reading group. | | ‘
| Findings similar to those for Level 4 word responses to
'sentence items were revealed for Level 4 word responses to paragraph .
items; that is, the proportion‘of Level 4 word responses tended to’ ‘
,increase by group kVery Proficient to Less Proficient) and d grease
by grade (grades 4 to 8). As shown in Table 6.17, the VdEf/#
Proficient reading-g{gnps tended to e11¢1, few Level 4 word‘responsesl'
'(5 00 per cent in grade 4; 3.33 per cent in grade 6; and 1.67EB ..
) cent 1in grade 8) By contrast, the Less Proficient reading groups,:
. tended to elicit. gwhigher proportion of Level 4 word responses
than did the other two reading groups (26 67 per cent in grade 4;
.jk*‘IB 33 per cent in grade 6; and 16.67 per cent in grade°8) 1 P.‘
o

The proportion of Level 2 word responses to paragraph items

. ' AN
varied somewhat bzfgroup and 'by grade. 1In grade 4, .28.89 per:cent,

, 1
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in grade 6, 23.33 per cent, ani in grade 8, 20.00 per cent of the
word responses were considered acceptable .word responses in that. |
they "fit" the context (Level 2) but lacked thevmature,.”best fie"
of Level 1 word responses. Thevvariability within.the'Proficient
and LessiProficient reading groups 1is interesting. In grade &4, the
proportion of elicited word responses (Level 2) to paragraph items

w for the Proficient reading group was 23.33 per cent and for the Less.
Proficient reading group was 30.00 per cent.’ By contrast, the
proportion of Level 1 word responses was 30.00 per cent for the
Proficient and 23. 33 per cent for the Less Proficient rTeading
group. While the total number of acceptable (Levels 1 and 2
combined) word responses was the same for the two groups, the
Proficient reading group tended to use a larger proportion of

\

mature,-precise (Level 1) word responses, suggesting greater.control :
CN—
of the language than was demonstrated by the Less Proficient reading
-‘ group. A similar tendency prevailed at the grade 6 level
It'is interesting‘to note the percentage range of word
responses to paragraph items" at each of the four qualitative levels |
within each grade. In grade 4, for example, the proportion of Ss
Level‘lvword responses-ranged from 10 to 70 per cent"the percentage
range of Level 4 (grade 4) word responses was equally diverse (0 to .
60 per cent) Even within the Very Proficient reading group, where ) .Pma
the proportion of acceptable word responses tended to be high
variance was cOnsiderable. .In.grade»6, for‘example, for the Very
'Proficient readingvgroup;-the percentage range‘of Level l‘word

Tesponses was from 40 to 90 per,cent{rLeVel 2 word responses ranged
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from O to 40 per cent; Levels 3 and 4 ranged from 10 to 40 per cent;
that is, Ss in this’ study, regardless of reading group or grade
level,tended to vary somewhat in their ability to elicit mature,
prec1se wor\ds of "best fit" to complete the meaning of paragraph

'uam i N
| 4

Acceptable rd responses: sentences and
paragraphs ‘ ) :

Considering word responses plaCed in lewels l.or 2 as:oeing‘

acceptable or:correct (i.e. either al"best fit" or-a "good fit”) to

'.complete the‘context, the-proportion'of.ss .acceptable word responses
o to test items (sentences and paragraphs) was caléulated by grade
Grade 4 Ss completed the context with acceptable word responses to
49.44 per cent of the sentence items (Table)6 13). For 58.61 per
cent of the sentence items, grade 6 Ss elicited acceptable word
responses. Grade 8 Ss completed the context of 73.89 per cent of
the sentence items with_acceptable word responses, Moreover, at each
grade level;‘tnere was a tendency for the Very Proficient reading '
groups to obtain a: hlgher proportion of acceptable word responses
than did the Proficient or Less:Proficient reading groups Similarlw,

the Prof cient reading groups tended to obtain a higher proportion

" of acceptable word responses than did the Less Proficient reading

groups. For erample,_‘n.grade 8, the percentages acceptable word
responses by groups were: 'Very Proficient, 85,00 per cent;

Proficient, 73. ‘ ,cent§ and Less Proficient, 63.34 per cent;
Table 6. shows tne proportion of acceptab]O word‘responses

for paragraph items by'group:and by grade. The proportion of

~———
A
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: ©  Table 6.13" 'ﬁ//>

Percentage Correct® or Acceptable Missing Word
Responses to F. W. Tests - Sentences
~N

w
\ Reading Group ' > Total
Grade» Very Proficient Proficient Less Proficient Group
4 59.17 48.33 . 40.83 49.44
6 68.33 ) 59.17 ‘ © 48.33 - ‘58.61
8 85.00 - 73.33 o 63.34 7 73.89
Table 6.14
h: 4 '.
. Percentage Correct or Acceptable Missing Word Reésponses
: . to F. W. Tests - Paragraphs ‘
- Reading Group _ B Total.
Grade Very Proficient Proficient Less Proficient Group
4 81.66 ~ 53.33 53.33 - 62.78
6 78.33 63.33 R '65.00 68.89
8

90.00 & 83.33 ) 68.33 . 80.56
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acceptable ‘word respOnses'in grade 4 was 62.78 per cent; in grade 6,

' _68.89 per cent;‘and in grade 8, 80. 56 per cent There was a tendency
'for the Very Profic1ent reading gPoups across the grades to obtain a
higher proportion of acce@%able word responses than did the Proficient
or Less Proficient reading groups. For example, in grade 8, the
proportion of acceptable word responses by groups was: Very
Proficient 90.00 per cent;AProficient 83.33 per cent; and Less
Pﬁ‘Proficient 68 33 per cent. Iﬁ;grade 4, there was no difference in
the proportion of atceptable word responses by Proficient and Less

Proficient reading groups;(53.33 per cent for each); in grade 6, the

difl ¥ nces were small (Proficient 63 33 per cent; Less Proficient,

‘65.00 per cent) It is possible that in paragraphs, where the

_ information tended to be less compact than in sentence items, the
Less ProfiCient were able to obtain word - meaning as eIficiently as
did - the Proficient reading groups.: It is also possible thaf results
for the grade 8 Less Proficient reading group were influenced by
one S who tended to be confused by -a larger context (the paragraph

in contrast to the sentence):

,mz .

_J;,

Summary; control of language in word responses, o A
sentences  and paragraphs ' ’

@, A report of the proportion of word responses to sentence and

paragraph items is presented in Table 6 15 By inspection, the

following observations were made'_ o B . A
L .

1. For both sentences and paragraphs, a:larger proportion of

Ss'! word responses were placed in Level 1 than in any of the three

S

remaining qualitative levels. ‘The proportion of these precise,
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' Table 6.715

) ’ N
‘Percentages Word Responses tg/%. W. Tests - Sentences and//J

Paragraphs “by Qualitaqife Levels-and by Grade .

Y [
\ [

= ) S N \

Grade g: ' Gfade 6 .. 4 'Grade 8 ‘i
&evel . Séntences Para-~ Sgntences Péra— Seﬁtences, Para- ) Y
= - ; graphs - graphs : ggfphs
1 32.78 3339 40,56 45.56  s6.67 66,56’
2 . 16.67°  28.89 18.06  23.33  17.22 | 'ﬁo.oo;
i3 1g.8g 18.33° 21.39  18.89  11.94 13.33

4 3.67  18.89  20.00  12.22 14M7 . .11
T . .

T
"t




".‘.to be slightly higher in grades 6.and ngor paragraphs than for
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- mature (Level 1) word'respgnses for sentences and for paragraphs was
highest in grade é and.lowest in grade 4.. The proportion of grade 6
U'word responses tended to be lower than was the grade 8" s but higher
than was grade 4\5 proportion of Level 1 word responsest‘

2. .The proportion of Level 1 word. responses in grade 4 was
comparable for sentence@ (32. 78 per cent) and for paragraphsk(33 89
-per cent).  There was a tendency for Ss in grac : € and 8 *o obtain |
a.higher'proportion of mature, precife (Level o word'responses)for
.-paragraphs‘(AS.SG per cent, grade 6; 60 56 per cent, grade 8) than
was achieved for sentences (40.56 per cent grade 6; and~56.67 per:
cent, grade 8). | - |
| , 37- The proportion of Level 2 word responses, representing
| words acceptable ‘to complete the context but lacklng the precision
of Level 1 word responses, appeared to rémain fa1r1y constant across

the grades for sentences (for approximately 16 to 18 per cent of uﬁ/

‘word responses) While the proportion of Level 2 word responses tended

~
<

sentences, in grade 4 there was a. considerably higher proportion
for paragraphs (28 89 per cent) than for sentences (16 67 per cent).

It is possible that grade 4 Ss were able to obtc-: mor

word responses for paragraphs than for sentencec zut: not |with the
: sameﬁlncrease in the quality of the control of thellangu ge (Level l)
as was demonstrated by Ss in grades 6 and 8.

. 4. The proportion of Level 4 word responses (bizarre or no -
kresponse) was considerably lower across_ the grades for paragraphs than

for sentences, sugggsting that the Ss seemed to "make sense" of the
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[
context'of paragraphs more efficiently.

5. The proportion of Ss word responses placed in Level 3,

: A
' for both sentences and paraeraph items, tended to vary only slightly.
" That is, whether the con .xt was in the form of 2 sentencé or’ a
N
paragraph there were tin :s when Ss failed to complete the context /J

with the,intended word meaning, but managed to interpret ‘the conteéxt

3

SO as to provide an unacceptable (but not bizarre) word to complete

L.

the sentence’ or; paragraph

Use of meaning cues to obtain word meaning from ’ ‘ N
. context

\w

As a result of Smeitting qugntitativefmeasures of Ss'
. -
reported meaning cues to’two-way analyses of variance, main effects
due to group and to grade were revealed for sentences and for paragraphs.

Hence, each will be reported in turn.

In sentences : S D
A significant‘source”oﬁ variance on-the variable, meaning
cues, was revealed by group (F = 4.,46; P = 02) Scheffe«tests of
'differences between means rev@aled a significant difference between
’the mean number ‘of meaning cues used by the Very Proficient and the
'Less Proficient reading groups in favor of the- Very Proficient
'reading group (Table 6. 16), at the 05 level of significance.' There
‘'was no significant difference betWeen the mean number of'meaning
" cues used by the Very Proficient and Proficient reading groups.'A
‘It was reported in the previous Section that the mean word
‘response scores of the Very Proficient reading groups were significantly

higher than were the mean word response scores of either ‘the

N
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4 : Table 6.16
Mean Number Meaning Cues in Ssg' Elicited Reépopsés
to F. W. Tests - Sentences { . z '
=
v ‘ . Sentences _
GradQ' i N Reading Group : - Mean i Variance
4 its v  Very Proficient' 92;17 '& . N2 s
: " Proficient - 42%87 . 197.06
. v o Less Proficient R T/ - 58.30
6 Very Proficiemt 61.67 7507
v ' /\/ Profki\gient N , ) 51‘17 ) A' 10.97 .
| Less Proficienty ' 53.17 ) o 9.77
| | o . R l v -
8 - Very Proficient ' 53.50 4 . 80.57
Proficient o ' -53.50 55.10
‘Less Proficient = 47.50° 196.30 -
- Significant Source of yariance - .2 
- Group . o _ . 02%
Grade ‘ _ : o . 01l%*

1 v 4 :
.Thefe was no éignificant interaqtioﬁ between gfoup apg\§£igé/?;\5~§55)

Schéffé’Test.df Significaﬁcq Between Groupé.

o " Very Proficient Proficlent Less Proficient -
Very Proficient ~"° .07 © .03% '
Proficient : : = .93

Less Proficient

\ ) e

Scheffé Test of Significance'Betwéen Grades

C ’4 : -6 - 8
. 4 . . C i BN ’ .QL%* .21
6 ‘ | . | 47
8 _ — . -
/) . N

*Significant at .05 level ,
**Significant at .01 level T

A ' ! - A . -

/) | I - *
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// .
Proficdient or Less PrLficient reading groups In the'previous
paragraph it was also reported that the Very Proficient readlng group
used a signiflcantly higher mean number of meaning. cues than was
.used by the\Less Proflcient group, suggesting a possible
Irelatlonship between the number ofigeaning cues used and success in

: \
obtaining meaning from the context Ho\ever, although there was not

b

a significant difference in the mean number of meaning cues used by
the Proficient and Very Proficient reading groups there was a
significant difference between the mean word response scores of ,
ithe two groups, in fauor of the Very Proficient reading group vIt
seemed therefore, that the Profic1ent reading grouo tended to
analyze the sentences as effect1ve1) as did the Very Proficient
'readlng group in order to obtain/the meaning cues, but they tended
not to synthesize the 1nformat10n as effectively (indlcated by lower.
mean word response scores) as, dld the Veryagﬁbficient readlngtgroup

Grade 6 Ss used a 31gn1ficantly greater number of meaning
cues (pA: 05) than did the grade 4 Ss. They tended also to use more
v-meaning cues than did grade 8.Ss although the difference was not |
statistically significant.

Therefore, although the mean number of meaning cues. used by
Ss in grades 4 and 8 and grades 6 and. 8 was not SJgnificantly
dif:orent the mean word response scores were sggnificantly different
(Table 6} » P 170) across the gTNLes. It seems probable that factors
.'other tha the number of meaning cues used influenced the Ss'

success in obtaining the word deleted from: ‘the context. It might be

¥
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considered that the grade 4‘Ss perceived the meaning cues as
effectively as did the grade 8 Ss; they appeared less able, however,
to relate essential ‘ideas revealedvby the meaning cues in order)to
gene?;1ize and obtain word meaning fromlthe context withbthe same
degree of successds did the older Ss in grades 6 and 8.

The significantly larger number of meaning cues used by Ss
in grade 6 than by Ss in grade. 4 might be attributed to their stage
of development which made it possible for them to abstract the
'essential meaning cues with greater efficiency than did the grade 4
Ss. By comparison with grade 8 however,’ it appeared that, although
the grade 6 Ss tended .o abstract the meaning cues with increasing
skill they vere less efficient in the use of the meaning cues

(i.e. less able to generalize from them) than were the grade‘8-Ss

whose word response scores were significantly higher (p<( 001 -

-

Table 6. 5, P- 170).

" In paragraphs,

Results from the two—way analysis of variance revealed a
"significant difference in groups (F 4 75 p = 01) (Table 6.17).
1‘Scheffe tests revealed a significant difference between the mean .

number of meaning cues used by the Very Proficient and Less Proficient
readiﬂg groups (a digference similar to that reported for sentence
.71temszi£%n~favor’of the Very Proficient reading group (p (205). There‘
was no significant difference between’the-mean number of meaning
- cues used by the Very Proficthnt and Proficient or the Proficient and
‘} Less Proficient reading groups. o

There were no significant main'effects due tofgrades (P,= 1}37;
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Mean Number Meaning Cues in Elicited Responses to

Familiar Words Tests - Paragraphs

Paragraphs
Grade Reading Group Mean Variance
4 Very Proficient 26.33 15.07
Proficient _ 21.83 - 13.77
Less Proficient 22.33 36.67..
6 _ Very Proficient’ 29.83 24 .57
‘Proficient 23.3% 13.07
LéssfProficien; 25.00 24.80.
8 .Very Proficient oL 29.33 32.27
-Proficient 27.00 .- 25.60
Less Proficient 22.33 88.67.
Significant Soutce of Variance F.R ;
Group | NSERS
Grade . {” .26

A,

There was nc in;efaction between group and gréde (p =.67)

Scheffe Tefks of Significance Betdeen_Ctoups
-8n. :

Véry_Proficiént

 Very Proficient ‘Proficient = Less Proficient

] .06 ;02*
~ Proficient - ' .90
Less Proficient . - ﬂf' s
Ap .05 |
P <
. n

**pi.; R 03_ )
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p = r26).‘ As indicated by Table 6.17, however, variance'within the
groups by gradeqwas considerable.

Inspection. of means revealed a tendency for grade>6 Ss to
make éi;ater use of meaning cues than did grade 4 Ss. Similarly;
grade 6 Ss tended to obtain higher ‘mean word response scores‘for
paragraphs than did grade 4 Ss (Table 6 6, p.:173). ‘Although the“ﬁ
mean number of meaning cues used by grade 8 Si)was not significantly r
higher than the mean number of meaning cues used by grades 4 and 6,
“their mean word response scores for paragraphs were significantly
higher than those of grades 4 and 6 (Table 6. 6, P. 173) These

findings seemed to suggest that factors other than the number of

meaning cues used by Ss influenced the level of word response scores

on the F. W. Tests - Paragraphs.
'Relationship number cf meaning cues and word
. response scores
A significant positive relationship was found between the

_number of meaning cues used and the word response scores on the

F W. Tests - Paragraphs (Table 6. 18) for grade 6 (r = .74) and in
grade 8 (r = .67). A positive but not significant relationship |
between the number of meaning cues and word response scores (r = 46)
was revealed for grade 4 | |

Across the grades, positive but not significant relationships

were revealed between the number of meaning cues used and word

response scores on the F. W. Tests - Sentences.

-Number‘of meaning cues used by sentence type

. Further treatment of the data revealed information concerning



Table 6.18

-Coefficiengsfef Correlaéioﬁ: Word Response Scores -
~ E.°W. Tests - Sentences and Paragraphs and Number
of Meaning Cues Used by Grades 4, 6, and 8

Sentences ‘Paragraphs .

Grédé ﬁj; Blank Nonsense Combined_ Blank 'Nonsénse. Combined

4 31 .18 .33 46% 39 .46

6 . .51* .32 AG ek 72Kk 74k
8 -39 .36 .45 59Kk USIx g7k
*p £.05

**p < .01
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differences between sentence types (i e. accordlng to embedded
contextual clue) for which there was a significant difference

between the mean number of meanlngvcues used by the Very Profic1ent
,and Less Prof1c1ent reading groups for sentences. and for paragraphs. :

| Results of the two~way analy51s of variance revealed a

signlficant mean dlfference in the number of meaning cues due to "’
groups for only one sentence type —-- Contrast-type contextual clue
fF'= 5;00; P = .01). Scheffe” tests indicated that the dlfference .
betmeen the Very Proficient. and Less Profic1ent reading groups was

signlficant at the .05 level, 1n,favor/of the Very Proficient

¢
FIRECRTEN

reading'group.

Main effects due to grades were revealed for the mean number

Cof - meaning cues used in two types of cpntextual clues -- for Contrast—

>

,type (F = 4 82 p = Ol) and for Synonym—type (F = 6. 37 P = 00)

¥

In Appendix G reports of the two—way analv31s of variance for. dif—

L

' ferences in means for the ‘five. types of contextual clues ln se%tence and
. 2, Qq11 “

Dparagraph items are presented. Scheffe tests revga_'

difference between the mean number of meaning cue"

1 R
. . .

type sentences by Ss .in grades 4 and 8h in favor‘of

for Synonym—type the grade 4. Ss, used significantly fewer

e

"f s

view of the lower (but not, significantly lower) mean word r@s_

‘'scores for»Contrast—type and-Synonym;type”sentence item%j~

grades and for. grade 4 in particular,x(Table @ 8,wp 179)~'?

~appeared that some: Ss experienced considerable”difﬁiculty processing

these two sentence types,




u:\i"‘
<
meaning at the level required. : : C e

' v

In paragraphs main effects due to grade were revealec for

pnly one sentence—type of embedded contextual clue =- Contrp

. f\\',
(F = 4.34; p = .02). Scheffe tests _revealed that the§V

reading group used a sxgnificantly greater numb

ot S
(p<.05) than did the Less Proficient’ reading grouﬁf*ﬁ ere was nio

._‘k

significant difference in the mean number of mean1ﬁ£”Jj¢

four remaining sentence—types across the grades

. Usefef single‘meaning cue o S T ) ) L
To determine the extent that a single'meaning cue was
reported by Ss as’ having aided them in obtaining the word deleted
from the context, a frequency count was made Table 6.19 shows the
Atpercentage of sentence and paragraph items for which Ss elicited word
,responses and reported use of a single mean1ng cue to aid them in
obtaining word meaning.. The percentage of acceptable wzrd responses
(Levels lor 2 word responses) is also prov1ded
'Of the sentence items, grade 4 Ss reported use of 51ngle
imeaning cues’ for 15.83 per cent but only 6 94 per cent of the word
responses were acceptablg (Levels 1 or 2) Grade 6 Ss reported use
, of single meaning cues for 12.50 per cent of. their word responses with
only 3.06 per cent success. Grade 8 Ss tended to attempt only 10. 56
per cent of the sentence items with word responses based on a single
meaning cue but their success was proportionately higher (6 ll per»

cent) than was reported for grades 4 and 6.

The percentage‘of acceptable word responses for paragraphs



Table 6.19

. Percentage Attempted Word Responses and Percentage'ACCepEable
Word Resp@nses to F. W. Tests - Sentences and Paragraphs,
: ' Based on Single Meaning Cues

Sentences Paragraphs

Grade  Reading Group - %o % ' % . %
) : Attempted Acceptable Attempted Acceptable

4 Very Proficient  10.00 6.67 13.33 10.00

"Proficient ©18.33 9,17, 15.00 3.33
Less Proficient - 19.17 6.00 13.33 -5.00
Total = = 15.83 6.94 13.89 6.11
6 Very Proficient 8,33 1.67 5,000 3.33
. Proficient ~ 17.50 5.00 10,00 8,33
- Less Proficient - 11.67 , 3.33 11.67 6.67
Total 12,50 3.06 8.89  6.11
\ - : S -
8  Very Proficient  10.00 7.50 10.00 6.67
: " Proficient . 10.00 5.83 - 6.67 5.00
Less'Profipient 11.67 '6.00 8.33 5.00
‘Total . -~ 10.56 611 8.33 6.11 ¢
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based on single meaning cues by Ss in grade 4 (4.1l per cent) and in
_grade 8 (6.ll per‘cent) was comparable to the percentages of
acceptable word responses based on single meaning cues.reported-
for.sentences.- The percentage of acceptable word responses for
grade 6 Ss (6. ll per cent) compared favorably with the percentage
acceptable word responses for grades 4 and 8 and was considerably
higher than was the percentage of acceptable word responses to
sentences (3,06 per- cent) when all_were based on reported'use of
single meaning cuesf l L
“With respect to other findings of interest relatlve to use

:of single meaning cues by Ss,(;he following summary‘was made:

| 1. Reported use of single meaning cues was not confined to
test items'containing one type of embedded contextual clue over |
‘another.’ Ss' responses revealed that single meaning cues were_
: abstractedjfrom passages containing each of the five types of
embedd d/ZOntertual clue - However, acceptable word responses tended
" to be btained more frequently for pasSages having a specific L/E~
type contextual clue than for any‘ofvthe four remaining_typesiof
. \contextual clues. | | | | .
‘tz. Reported use of single meaning cues ‘was not>limited to.
'k.word responses obtained during the. first reading of the‘context A7
: frequency count of the number of times test items were read by Ss
.reporting use of single meaning cues; 1ndicated that 46 acceptable .

5

word responses were made during or following one reading of a sentence, o
: e T
22 acceptable word responses during or- following a second reading,

and 5 acceptable word responses after three or more readings of a
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'
s

sentence item.- For paragraph items, 22 acCeptnble word .responses
were based on single meanlng cues following one reading of the
.paragraph while 11 acceptable word responses were elicited following

two to three readings of the paragraph

These findlngs seemed signiﬂicant, not from the statistical BRI

standpoint but from the point of view that §s by group and by grade,v
}

sff_reportlng the use of a single meaning cue, tended to differ
#

5con51derably in .the way thepassage was read to obtaln an.
‘agceptable word response. Reported use of % single meaning cue

L%ended not to be/associated w1th only a partial reading of the
) I .
context but varied from incomplete readingfof the passage to three-

e

or more readings. Whether the Ss rereading a passage more than
once actually failed to gather additional meaning cues, whether they :

obtained more than one meaning cue but failed tq report them, or

‘.. whether they considered additional meaning cues unnecessary, was not

¥ 1
. . v

determined.

Embedded meaning cues versus o&her meaning cues
The proportions ‘of embedded (E) and other (O) meaning cues
reported by’ group “and by grade, as having aided in obtaining\sge

famlliar word: deleted from the context of sentences and paragraphs,
" are presented in Table 6. 20. Since the E meaning cyes were

spec1fically embedded in the context, reported use of a larger

proportion of E meaning cues as compared to O meaning cues was to be

‘.

expected What seemed important however, was that Ss did in

fact, report use of meaning cues other than those specifically '\

embedded for that purpose. Of tthbptal number of possi?le 0 meaning

T
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Table 6.20 = ,
Percéntage Embedded andOther Méaning Cues Used by Ss fbh
Obtain Missing Words in F. W. Tests - Sentences and |
' '~ Paragraphs N
. B : , Sentences . Paragraphs d
Grade Reading Group  Embedded® Other! Embedded™, Other
‘ ' Per cent Per cent Per cent Per cent
~ T DS - |
4 . Very Proficient 62.88 31.37 - 61.54 33.89
" Proficient 52;78 $23.04 53.20 26.67
. Less Proficient 51.26 731.37, 48.72 32,22
6 Very Proficient - 72.98  39.71 65.38  ° 42.78
Proficient 59.85 34.31 53.85 ' . 31.11
Less Proficient 56.82 43.14 54.49 36.11
8 ‘Very Proficient  65.40 30.39 69.23 37.78
Proficient . 63.67 33.82 61.54 36.67
o Less Proficient 56.31 ©30.39 53.25  .28.33
N = 66 §§\= 26,
N = 34 N\="_13N

oo
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/

cues (determined on the basis of Ss' responses which included an

i

o«

explanation of how word meaning was'obtained), Ss! responses across
) ) ‘

~ the grades tended to include from 23 to 43 per gsnt for sentences

and from approx1mately 27 to 43 per cent for paragraph items. The
proportlon of E.meaning cues reported'as being used to obtain word
meanlng in sentence items” ranged from 51 to 73 per cent of the total

(.\
p0531ble number of E meaning cues prov1ded ‘by the context. For

'paragraph items the proportion of E meanlng cues dsed ranged fr 49

‘to 69 per cent. The findings seemed to suggest that the Ss

attempting to obtain word meaning from the context of sentences and
L&

v paragraphs used available meaning cues, embedded specifically or

otherw1se, therefore, the 0 meaning cues may have made a considerable'
contribution.to'Ss efforts in proces31ng word meaning from the .

context;g'

-Summary: = use of,meaning cues

-2

“or the large* maJority of responses Ss tended to use both E

-

and O meaning cues. TFor example, ubject #52 stated.i "I know that

bats can fly ‘hrough a'pitc dark room . . .and-then <. éhen'-

there-is-no iight . }’,”so it came right away!" The response seemed

\’>

to imply that the S thought the missing word might be dark before he

reached the’Contrast—type»meaning CUe.> He appeared to use- the word

}
"light" to check his’ tentatlve deci51on.

By‘contrast,-some Ss .responses revealed that the response

- was based on either E or 0 meaning cues.' For example, some” Ss tended

‘to uge only E meaning cues as did ubject #19 who stated 'Well,jthere's |



211

S

not the faintest glimmer of light." And Subject #37 responded with,

"Well, the king ruled the kingdom," usfng two embedded meaning cues.
On the‘other hand, for'some responsep, Ss tended to use only
0 -meaning cues. For example, Subject #51 explained her word response

this way: 'You usually say pitch darkness. I read 'the bats can. fly -

safely in pitch darkness.' pﬁger even read the rest." Likewise,
- ;

Subject. #40 reported, "I didn't even read the rest of the sentence

because a bat can fly about safely in p#tch .. I knOw'a bat can

fly around he has a sort of radar.”" ’v | .

Reference to personal experience S 2

A summary of the frequency,of Ss' reference to personal

"experience in responses to the F. W. Tests - Sentences and Paragraphs
“is presented in Table 6. 21 |

-Lf The Very Proficientfreading'groups across the grades made

_ reference to personal experience (103 responses) more frequently than
did the Proficient reading groups (39 responses) or the Less
.Proficient reading groups (57 responses)

In grades 4 and 6 the Less Proficient reading‘groups made
'reference to personal experience more frequently than did the ®
)Proficient-reading gr0ups For the grade 4 Less Proficient reading
group, in particular, these findings seemed to suggest that the lag -
in their mean word response scores may be related to the1r inability
to‘generalize from personal experiences.

There was a tendency for grade 8 Ss to make more frequent

,'reference to previous personal experience than did the Ss in grades

4 and.6. It is interesting that reference to school experience was

R
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o .
Table 6.21 .

Frequency of Reference to Personal Experie: es in Subjectsf.
Responses to F. W. Tests ~ Sentences and Paragraphs

'.,F,{ '

Y -

R : . Type of Experience

Grade Reading Group Highly Personal School, General ., Total

-

4 Vefy Proficient 13 29

8 8

- Proficient ' 3 3 . 1 7

Less Proficient o 13 : 4 : 6 23

6 Very Proficient - 13 S12 19 44
Proficient @ , 2 o2 .6

Less . Proficient ’ 6 6 | 14

'8 Very Proficient 14 _ 6~ 10 30

Proficient » 14 o 1 11 26

- 1

Less Proficient = 10 9 20
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1 /’. k

made less frequently by the gradn 8 Ss having more years of schooling

Qghe pradual increase in frequcncy of reference to personal experience

by grade is a&so interestiny

3

Out of the thirteen references made to egocentric (considered

highly personal) experience by the Very Profic1ent reading group in

grade 6, eight were made by one S and five by another S. At the grade

"8 level, six out of the ten responses, containing similar references

_to self, were made by one individual: - at the grade 4 level, five

- out of the

, ~ighteen Ss referred to "I" experiences._alipseggss,
- . .
probable that the tendency: to make reference to personal expe iences

)
)

may be peculiar to certain indiv1duals rather than to groups of

R
o

SR individuals.

In

#

F W. Tests

conclusion, out of the total number of responses'to the

Sentenccc and Paragraphs,_reference to personal . R

experienc;

was made in 9.,7 per cent of grade 4 responses, in ll 85 ) -i.

\\

per cent of grade 6 resporses, and in 14 05 per cent of the grade 8

-

responses ‘Table 6. . o . :

Processing'

LN
IR

meaning~ from context

""time" required to obtain word

Since the reported "time" for reading sentences and

paragraphs

discussed separately, as follows.

' Processing

. As
responses,

cent), was

»

varied considerably the processing "time" for edch was

o

"time" sentences

‘shoun in Table 6 22 the’ largest proportion of word

approximately the same across the grades (37 to 42 per j

obtained at the end of first reading of the sentences
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.Of those word responses,Athe proportion of acceptable (Levels 1l or 2)
‘'word responses was 30.03 per cent (36 67 per: cent attempted) for
grade 8 Ss; 30.00 per cent acceptable word responses (4167 per
cent attempted) for grade 6 Ss; and 23.33 per cent acceptable word
.Tresponses (38. 06 per cent attempted) for grade 4 Ss.. Whiie it '
appeared that the grade 8 Ss tended to be more efficient in obtaining
-word meaning than'were the Ss in grades 4 and 6, these findings were .
intended to represent the level of efficiency demonstrated by each
grade.
| The second most frequently reported processing "time" for
Ss in gradqggé and 6 was "end of second. reading.' Although grade
4 'Ss reported that the word response first cameﬁto mind at the "end

v of second reading" for 20 per cent of the items, less than half the

word responses reported "made sense" ‘in the context (8 61 per cent)

-9,
'

.vb-The proportion of acceptabléégggg responses for grade 6 Ss was 10.28
per cent when 17 78 per cent of the sentences were read twice before
- word meaning was obtained.

For grade 8 Ss, the.second highest proportion of acceptable
word‘responses was obta}ped ﬁhile reading.the.sentence the firstvtime
© (less proeessing4"time"vcompared to more processing "time" reported by
“grades 4 and ﬁ_for’the second highest proportion of reading "times'").

i The proportion of sentences for which grade -8 Ss reported obtaining
4word meaning'"during first readlng was 22 22 per cent, representing fm
.‘islightly more than one- fifth of the sentence items The proportion
. of acceptable word responses obtained "during first reading was

. D
‘ slightly‘lqgs than_one—fifth of ths,total number ofyacceptable word
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responses (18.61 per cent). It appeared that grade 8 S;‘were fairly
efficient in determining the extent of processing "time" required .
‘to obtain word meaning from context. The proportion of acceptable
. word responses obtained'during first reading'for grade 4 Ss was 5.28
per cent (8.33 per cent attempted), for grade 6 Ss the proportion of
‘acceptable word responses was the same as for grade 4 (5.28 per cent),
but a higher proportion of word responses was attempted (14}17.per7
vcent). | ‘h | | |

Considering the word responses obtained'auring first readingd'
and"end of first readiné'combined, grade 8 Ss tended to reduce -
i'uncertainty and successfully complete the meaning of the contert for
approx%mately’49‘perrcent of their responses. For the‘same reported
processing-"times"; grade 6 Ss tended to obtain acceptable'word
. responses for approximately 35 per cent of the sentences. By
extending the processing "time", grade 6 Ss obtained additional
acceptable word responses for approximately 23 per cent of their
responses. Similarly, grade 4 Ss tended to obtain approximately
28 per cent acceptable word reSponses"auring first reading'or at
thedEnd of:first_reading'and approximately 21 per cent of their -
acceptable word'responses by extended processing""time" (more_than
one rea?ing of't%e context). '
Although Sg in grades 4 6, and 8 tended to use all five
~.‘reported processing "times » there was a tendency for the younger Ss,
to use more processing "time" than the older Ss used. On the-whole,
© S8 tended to sdjust processing "time" to the demands of the context

and/or in accordance with their own ability to abstract word meaning"

LG
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from context.
There was a tendency for the Very Proficient grade 8 redding

group to report less processing "time" (i.e. "during first reading"

or "end of first reading") for acceptable word responses (approx1mate1y
66 per cent) than did the Proficient (approximately 44 per cent) or

the Less Proficient (approximately 35 per cent) reading groups.' In
~grades 4 and 6, however, the differences between the Very Proficient
and Proficient reading groups were less pronounced In grade 4

both groups obtained acceptable word responses for approximately 33

per cent of the sentences for which meaning was’ completed "durlng first
reading" or at the end of first reading. In grade 6 the Very Proficient
'reading group obtained word meaning for approximately 40 per cent of
the sentences read for which the word was called to mind "during first
. reading or at the "end of first reading," for the Proficient reading
group the propdrtion was slightly lower, approximately 38 per cent.

During the interviews, it was observed that . the’ younger Very

: Proficient and Proficient reading groups tended to read sentences

: ‘very carefully. At times, they. tended to use more procéssing "time"

to complete the.meaning of some items than did the Less Profic

reading groups. . . ‘
It is possible that Ss might have processed the co
.differently if an actual time limit had been placed on each item._ It
- 1s also possible that the same number of acceptable’word responses
Avmight‘have been obtained\withvprocessingﬂtime limited. On the other
Ahand. some Ss read the passages very rapidly yet reported.three.or

more readings in order to obtain word meaning. The actual time

i
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required for a S t%tcomplete one set of sentence items (i.e. for
reading and-responding).Varied from less than twenty minutes

Sk e

to more than thirty minutes.

tProcessing "time'": paragraphs
Grade 8 Ss obtained acceptable word responses for 30.00 per
cent of the paragraph items (35 per cent attempted) for which meaning
was completed "during first reading"g(Table_d.23).- This proportion
was higher than for any ofvthe-four remaining reportedg"times".
Grade 6 Ss tended to obtain acceptable Qord responses "during
first reading" of paragraphs for 21:1l'per‘cent of the.items, a
Vslightly lower proportion than was reported for "end of first reading"
(26 11 per cent) but higher than was reported for any of the
remaining processing "times ' . o : @}
. e .
| For grade 4 Ss,'the highest proportion offacceptable word
;cresponses (27.78 per cent) was. obtalned at the end of first reading,
'the second highest proportion (12 78 per cent) was obtained following
‘three or more readings.” Although grade 4 Ss attempted to complete the'
meaning of 20.00 per cent of paragraph items "during first- reading,
b2
the proportion of acceptable word responses was only 11. 67 per cent
In grades 4 and 6, the Very Proficient reading groups tended. -

- . ~

to obtain a higher proportion 0~ ceptable word responses in less

processing "time" than did t e ss Proficient reading groups. In

grade 8, however,_the differences were not pronounqugfor "during first

' reading reported word responses. (Less Proficient reading group
.33 33 per cent acceptable word responses as compared to 28 33 per

;cent for each of the other groups) For all groups across'the
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grades, when more than one reading af‘the context was required; the
proportion of acceptable word responses tended to vary; for ekample,'
when meaning was reported at the'end of second reading,' Very

' Proficient and Less Proficient reading groups in grade 6 obtained
acceptable word responses for 8§, 33 per cent, having reported that
approximately 11 per cent of the items were attempted. The findings

suggested that considerable processing '"time" seemed to be required
, &
for certain paragraph items, whether the S was in the Very
. 4

Proficient or Less Proficient reading group. Moreover, since all-

words'deletedrfrom the context were familiar, the processing

v ~

problem seemed to be that of abstracting the meaningifrom the context.

In addition to caiculating the percentages of'prOCessing'

1

- . \
"time" reported by.Ss, the'following observations were made during

the personal interviews and from analyzing the protocols
. :;

{: No subject reported reading all passages, the same ,way;

that is, the ertent of reading required to obtain the missing word
varied by S as well as by group. | |

er Some Ss~revealed a tendency toward a 'reading style"'
for example they. might read the sentence to obtain an overview,.
making no attempt to complete the context until a second reading
By contrast, other Ss tended to read a segment (usually one meaning
cue); or as far as the missing word pause and think about it, and
then proceed to the end of the next segment or to the end of the

3 "

sentence .

K4

3. Grade 4 Ss and the Less Proficient groups in grades 6

3

and 8 1f required to read a sentence more than once, seemed to
. 5]
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reread the entire sentence rather than to reread important meaning .
cues, as was reported by the'@ore proficient readers.
4. Most Ss,'in'retrospect gave a general rather than a
specific account of how the context was read. A limited number of
' 8s, however without prompting, demonstrated how they read the
sentence bp reading it orally, pausing where they stopped to think
about it" before proceeding. For example, ubject #42 reported
reading sentence #10B as follows: "'If you wish to (pause) ' in
whatever task you set out to do (pause), you should I 70 s
I read the whole sentence like that and 1 looked at 'hard' and the
fnished to' and so I thought 'succeed'."‘Similarly, Subjeét #22 said,
"Well, like I was readihg it and I sorta stuck it. . . put it in. .'.
- and glanced over. I read 'The (blank) air and I stopped:and thought
"theilight!air which was‘fresh and'crispr . roffice'vand'then, you
. ‘see, lrleft it 'cause it'sounded 0.K."
5; TSs‘within:each group tended to vary in how'an& one
paragraph-was reportedly read. For example, in response to
paragraph 1B, from the Very Proficient reading grade 8 reading |
- group, the following responses vere obtained
ubject #37 - 1 just read to meteors
A ubject #39 - I had to read the whole paragraph and then I read the
first sentence and thought of the word P
h ubject #40 - I read to ";tars only and I got light after "flashing
In grade 4 responses similar to the following were given
' ubject #16 - I read all the parts up there to "sky".' I thought,of

“ the word and I read the rest.
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'of the context as compared to words missing near the beginning or

222

. l { )

By comparison, ubject #4 (Very Proficient reading group)
reported, "After I%ﬂead the paragraph’ once, I thought __EL__VOUld
fit ‘and then I read iuﬂgver again with the word light in it, and then

I-thecked it." ‘

Processing "time" in relation to placement of .
word deleted from context : : ‘ : o

As reported in Chapter IV, the word.miSSing from the context
was placed near the'beginning, near the middle, and near the end
of the sentence. items to make comparisqns possible between Ss word

responses in relation to word placement.

In Table 6.24 the percentage of- acceptable word responses,
;o

—according to word placement in the context, is provided by group

and by grade. The Very Proficient and Proficient reading groups,

across the’ grades, appeared to obtain word responses with considerably

greater accuracy when the missing word was placed near thé end of

the sentence. By contrast, the Less. Proficient reading groups,

'particularly in grades 4 and 6 tended to experience only slightly

_more success in obtaining an acceptable vord required near the’ end

middle of the context: K

These findings seemed to suggest that the proficient reader

- was able to select essential information, hold it in mind, and relate

it to other information.gathered while reading., Consequently, by

N

.. the time the end of the passage was reached, conclusions were drawn

rapidly and efflciently. In addition, 1t is’ possible that cumulative

~information may be more readily processed to create new information

A 4

hl

Y

12

©
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(the missing:word)'when presented sequentially, making regressiVQ'

processingvavchoice rather than a need as, for example, when the

word isldeleted near the beginning or near the middle.

<«

To determine whether there was a possibility:of'a

W

relationship between processing "time" and placement of the missing

«

word near the beginning, middle, or end of the %?ntext of

sentences, percentages of acceptable word requ§;esﬁwere calculated

)

by grade, The results (Table 6.25) suggested‘that sentences

 structured so that subjects were able to obt%in word meaning at the
/\ﬂ'
%

end of one reading, irrespective of missi 'rd placement, re8u1ted

. N .
in highest efficiency. ‘Grade 4 Ss seemel g:)benefit further,'if e

the missing word was placed near the.g‘“ .for'isentences requiring
- only one reading Fdr sentences Eﬂg& ing more than one reading,
Ss across the grades seemed to obtain acceptable word responses more

efficiently if the missing word was located near the ‘end of the

sentence.-

Reported rereading.‘to "make'sure"

| The'proportionﬂofvsentences reread by groups in grade 4
-tended to vary slightly; by grade:the proportibn was 30.83 per
cent (Table 6.265. Whether proficient or potentially proficient,..
‘the grade ‘4 Ss seemed to check word meanings ‘more frequently
~than did ‘the older Ss in grades 6 and 8 (15.28 per cent) It 1is
fpossible that the grade 6 Ss tended not to be sufficiently experienced
with written language to trust their own judgment Hithout considerable.
-checking,‘ It_is also possible that others, like Subject #13, checked

N 1

o FEEPARY
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Table 6.26
-Percentages: Rereading Sentences and Paragraphs (F. W. Tests)
to "Make Sure" ,
ke
‘Grade 4 Grade 6 _Grade 8
Reading Sentenceév Para- ‘ Sentences Para- Sentences Para-
Group - graphs graphs graphs
Very ' N r ) . : . :
" Proficient 32.50 56.67 12,50 * .15.00 . 13.33 20.00
"Proficient 28.33 . 20,00 _' 10.83 10.00 20.83 33.33
Less ' : - . : -
Proficient 31.67 41.67 22.50 - 18.33 11.67 10.00
Total 30.83  39.45  15.28  14.44  15.28 - 21.11
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.

: _ “ ’ v o
the sentences "because my teacher, Mrs. . . - always tells us to

reread it to make'SUre." , - . L ‘v'% ’ w;.l
In grades 6 and 8 rereading by groups tended to vaiy.,

i

grade 6 the Less Proficient reading group reread 22 50 per cent of '

‘the paragraphs to check the word meaning, in grade 8 the Proficient

i

reading group reported rereading 20.83 per cent of the paragraphs
',compared to only 13 33 per cent reread by the Very Proficient reading
group and ll 67 per cent reread by the Less Proficient reading group

Reported rereading of paragraphs to check meaning was

KY

reported most frequently by grade 4 (for 39 45 per cent of .the 1tems)

followed by grade 8 (for 21 11, per cent of the items) Grade 6 Ss

reported rereading only 1.-.44 per cent of the paragraphs which was

. . e

consistenc ~lth- their reported rereading of sentence items (15 28

per cent

tox

2

ahl’e there was a tendency foreSs to report a lower

"Proporticn of paragraphs read more than once than was: reported for

sentence-. there was also a tendency to reread paragraph items
to check’ word meaning more frequently than was. reported for

sentence items ’ L . - . :‘ L

Descriptipn:' how readinngas dOne ' R
: N L ,
There. was a tendency for grade 4 Ss to reread to check

W

f
meaning in a manner somewbat different from that of‘the Ss in
grades 6 and 8 Grade 4 Ss tended .to reread the entire sentence
-1 contrast to the older Ss who tended to reread by skimming .

<

1. 'make sure." For paragraphs, grade 4. Ss seemed to
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§

reread‘.the whole paragraph. Ss in grades 6 and 8 rarely reread

the entire paragraph to check meaning; instead} they reported re-

reading the sentence'containing the blank or nonsense word or they
checked key words or expre351ons in the paragraph For example, in
' 3

checking paragraph 3B to "make sure", the differences between younger

and older subjects is reflected in the following examples."
Subject #3 - . . . then I thought’I should have‘"beautiful“ and I read
ignover a second time to make sure that it would go good.

Subject £19 - T read the paragraph once ahdvthe sentence, "thousands

_gf dollarsvworth. .. twice.
- Subject.#&l.f'And I read the whole thing once and the second time
o A . ) } X
G .
* "thousands of . . . possession," I read that about three times so -

.

__that.I could make sure it sounded 0.K.
¥

ubject #40 - 1T read to the end and/skimmed parts . . . I put the

o

n.-word in and checked parts a second time.
| On the whole; although Ss across the grades tended to reread
.« [ Some sentences and paragraphs to. check meaning; the concern was
greatest ‘in grade.4 (31 to 40 per cent of sentences and paragraph

‘'reread for that purpose).

Use of the Intellect ’

Ry
kNS

-Use of reasoning ability by group and
by grade

) 2
Results of, the two—way analysis of variance on reasoning

1
4
|

scores for sentences {Table 6.27) revealed significant main effects

s ,\ .

_i due to group (F = 14.75; p = .00). Scheffe tests revealed that the

2
Ve
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Table 6.27.

Mean Reasoning Scores on F. W. Tests - Sentences.
by Group and by Grade

a

Gradg‘ VReading Group : Meank Variance
4 Very Proficient  14.00 44.80
: Proficient 4.83 19.77
Less Proficient : 1.67 3.47°
-6 Very Proficient ~ 15.67 57.17
. Proficient 12.67 48.67
4 " Less Proficient , 9.00 61.60
8 - Very Proficient 25.17 37.37
: Proficient , .- 17.83 | 17.77
Less Proficient ' 12.50 ' 20.30
Signifdcant Sources of Variance _ Prob.
Group - . 00%*%

.Grade - , . 00**x

. There was no sighificant_interaction between group and grade (p = .63)

Scheffé/Tgstsiof Sig;ificance Between Groups . B

- e Very Proficient Proficipnt Less Proficient
Very Pgoficient o BN LS . 00**%
Proficient ‘ . : Co.13

Less Proficient ‘

Scheffe Tests of Significance BéQwéen Grades

Y 8
4 .02% . 00***
6 , ‘ .02% -
8 o :ﬁ? :
*p .05 v o o
**pg .01 . T gg

*kkp ¢ 001



230

-

mean reasoning scores of the VeryAProficientlreading groups wvere
significantly higher than were the.mean reasoning scores’of the
Proficient (p _ .01) and the Less Proficient reading groups (p(f 001)
AIThere was a difference (not significant) in mean reasoning scores in
reading groups. The variance in both groups was considerable,
suggesting that the reasoning ability- of certain individuals in
grades 4, 6, and 8 tended mot to be stabilized

Main. effects due to grades were also revealed-in the
treatment of the reasoning 5cores (F = 17;72; bv= .00). ScheffeA

tests revealed differences bétween the mean reasoxing scores: of

J’I i 7!

grades 4 ando6 and between the mean reasoﬁing scoréds of grades'6 and
8 at the .05 1evel of significance, in favor of the higher grade, for
each test. Differences in mean reasoning scores were significant .

at the .001 Ievel between the mean reasoning scores of grades 4 ‘and

pd i .
‘8, in favor of grade 8. i C
’j”; %;y. Resuits from;the two—way agglysis of variance on: reasoning
gy
V‘ " r,;k : r k- - .
scoresﬂfor paragraghs disclosed digggrences in mean . reasoning scores
o s R .D’Ei'

K due to group (F 14 09 p = .OOT "”Sgheffe tests. revealed a difference
in mean_reasoning scores between,the Very“Proficient and the Less

Proficient reading ‘groups 0)( 001) and between the Very Profi@ient

and the Proficient reading groups (P‘( 01), in favor of the. Vety

\
far ,.r,

Proficient reading group (Table 6. 28) The mean reasoning scores of

L 3y (2{%19

4

the Proficient reading grougs qere higher’(but not significantly

: higher) than were‘the mean reasoning scores of the Less Proficient
. . P . o .‘ . . .A .
' reading groups. From the standpoint of. similar reading potential
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Table 6.28

S

;// Mean Reasoning Scores on F. W. Testd -
Paragraphs by Group and by Grade

Grade - Reading Group Mean " ' Variancé
4 ' _ - Very Proficient - 10.67 o 12.57
> Proficient o © 4.83 - 217,37
Less Proficient 3.17 : - 8.17
6 | _Very Proficient . 13.17 10,97
~ Proficient ’ : . 8,00 - 14.00
Less Proficient - 7.33 - . 15.47
8 . Very Proficient , 14,17 3.77
' Proficient ' o 11.17 o 11.47
Less Proficient. . 8.50, 21.00 .
'Significanf Sources of_Vafiance o Prob.
Group ’ 1 : v . 00***
Grade ‘ v ‘ o ' . 00*x%

There was no significant interaction between group énd’grade (p»= %35;/

Scheffe Tests of Significance Between Groups :
R Very Proficient Proficient Less Proficient

Very Proficient o T <01l*% ) -« 00* %%

Proficient Y _ e ' .31

Less Proficient - o : - s

Scheffé’Tests'of Significance Between Grades %g%

’ 4 6 _ ;

4 o 02% . O0%**
6 4L .28

8 :

. S
*p .05 : o
**p < .01 . ' ‘ o : SN
*kkp < . 00] - o BT -
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between the ‘two groups as demonstrated by critLrion vocabulary

© »

A\
scores (Chapter III Table 3.2) which « were not significantly

different the discrepancy in mean reasoring scores seemed relevant

-l

.

in determining possible reasons for the cifferences between the =

re ding po&er of the two groups.

On the whole, the patterns of mean reasoning scores by group

'tand by grade for seéntences and for paragraphs tended to be similar

to the patterns of word response scores on the F, W. Tests - Sentences

‘and Paragraphs.. That is, the word. response scores seemed to reflect ‘

]

the level of understanding of the context achieved through use of
reasoning to determine the unknown word, a familiar word deleted from
the context.‘

)
(

»Relationship between reasoning ability, abilisy

to obtain word meaning from context, and IQ : .

'A»significant positive relationship was revealed between'the

s

o
reasoning scores and the word response scores on the F. W. Tests -

Sentences and Paragraphs (Table 6 29) Coefficients of correlation

3

between reasoning scores and word response scores for sentences by
grade were: grade 4 (r = .93), grade 6 (r = .92), and grade 8 (r =

86), each<\9 the 001 level of significance. For paragraphs, the

coeffitient of correlation between reasoning scores and word response

ﬂ,scores by grade were also significant at the .001 level ﬁfade 4

.

(r = .71), grade 6 (r=.9 and grade 8 (r =, 87),,.pf.

a3

Yt

2 nhere was a significant§%081tive‘§ ;
: B i
between IQ scores andﬁreasoning scores for sente -

A
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Coefficients of Correlation: Reasoning Scores and. IQ;
Reasoning Scores and Word Response Scores -

F. W. Tests ~ Sentences and Paragraphs

Reésoning Scores.and I1Q

Grade Sentences

Reasoning Scores and
F. W. Tests Scores

Paragraphs Sentences Pafagraphs
4 . 499% 326 L 933kak . 705%Kx
6 . .590%% .77 3%k "L g22kkk T
- | b ;
8 6LERK 473 LB55kAx .87 0kxx
*p < .05 -
**p < .01

*k*p < 001
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a ~

o :
¥ For r paragraphs,

1owe§t at the grade 4 level (r‘= .50; p ¢ .05).
onlv at grade 6 level was there a significant coefficient of
corrélation»(r = .77; p<. 001) between reasoning scores and 1Q scores.
"For grade 4 Ss the positive but not significant coefficient of
correlation (r ; .32) was anticipated since the mean reasoning scores
of grade 4 Ss were significantly lower than were: the mean reasoning
_scores of Ss in grade \and 8. Nevertheless, grade 4 IQ scores were
not significantly lowez\\han were those of Ss in grades_6 and 8

~ (Chapter III, p. 73). On the other hand, in grade 6 the mean - IQ
scores were significantly lower than'were those of grades 4.and'8
but’ their mean reasoning scores were significantly higher than were
those of grade 4. ' These findings seemed to suggest that the d
reasoning ability of grade 4 Ss tended not to be as well developed

as the reasoning abilities of Ss in grades 6 and 8 but the potential,

1ndicated by their IQ scores, appeared to be developing

’ Reasoning ability in sentences versus-paragraphs

Results from correlated t tests (Table 6. 30), for which the

~

mean reasoning scores for sentences- and paragraphs by grade were
converted to percentages, revealed that Ss across the grades made _
significantly fewer errors in reasoning when the context was a

h J«

paragraph rather than a sentence. In grade 4 (t = —3 75) the difference

»

was significant at the .01 level; in grade 6 (t = ~4,28) and in

B grade 8 (t = —4 24) the differences were aignificant at the .001

‘level both in favor of the paragraphs.

T gy
B 3

; Why the Ss were able to reason more proficiently invparagraphs

)
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Table 6.30
qufélated t Tests: Reasoniﬁg Scores Séntences4and
' '~ Paragraphs (F. W. Tests) by Grade
Sentences Paragraph's. »
- Grade X S.D. ' X - S.D. t Prob.
4 17.08 17.00 ~ °30.28 - 22.08 -3.75 . O1%%
6 31:11 18.38  47.50  21.30 -4.28 . 00T *%*
8 | 46.25  17.31 . 57.22 19.67 . -4.24  .Qol4xx
*kp <, 01
| *kkp< 001
4
o]
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o
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'contributed to Ss' success in reasoning more proficiently in

236

_than in sentences was not revealed. It is possible that the

-
‘.

sentence structure was more complex in single sentences than in theé
sentences used in paragraphs, resulting in more problems for’the Ss.
It is also possible that, although the vocabulary 1evels of sentences
and paragraphs were controlled on thejbasis of reading ease (Thorndike
anal .

& Lorge word count), levels of cqnceptualization required to
comprehend the full import of 1deas included in certain test items
may have affected reasoning abili{;es.b

It is interesting to consider that the average number &t
meaning cues used by Ss in sentences compared'to the number ‘of
meaning cues used in paragraphs tended not. to differ significantly.

Nevertheless, Ss ability to use the meaning cues in order to obtain

word meaning from contexr was, reflected in the significant»

Vdifferences between mean reasoning scores for sentences and

paragraphs, and tended to favour the paragraphs. It Seemed 'therefore,

that factors other than the extended context of the paragraph

paragraph items than in sentence items 1n order to complete the

meaning of the context.

. Faulty reasoning' cause or effect of. reduced

readingrprofic1ency , L : ‘ ,b 'y{
In this study, faulty reasoning was characterized by

categories of specific errors in interpreting the context of

,./

- sentences and paragraphs. It was not possible, hovever, to determine

C ‘
whether these errors' were cau@pd by the Ss' inability to reason or

whether the Ss failure to perceive thevconteit as written resulted-

v
,



- 237

in faulty_reasoning.: Good reasoning was not the sole prerogative

o5

'jﬁean reasoning scores were significantly higher.

of the Very Proficggpt reading groups, nor of one grade, even

group or grade. - ‘ )
- Whether- due to cause or effect, some Ss seemed able to *
assimilate the meaning cues located in some passages, but they were

not always equally successful in - modating them to a new

‘ environment; that is, by way of a familiar word'required to complete
"~ the context. For example, in obtaining word meaning for sentéﬁce

L3N, a number of Ss across the grades seemed to operate at the concrete

- level. The meaning cue scattered", along with other meaning cues, =

was abstracted from .the context but tended to be interpreted

frequently as''scattered it" (action of the subject 'Arthur")
rather than by way of the more abstract concept of the puzzle 1ying

Scattered around the room'". At the same time, other Ss tended to

conceive Arthur wrecking the puzzle ("thot s what I do"). Unable to
\

generalize, some Ss responses were t.ed ‘to concrete behavi(r

v(Thomsonﬁ‘l959, p- 99).. On the other hand, the question might be

raised as .to whether the Ss ‘could have completed the context with the

intended meaning "left" if the sentence were structured differently,

‘for example, with the word "finished" omitted instead of "left" or

if the less familiar structure partially doneand scattered".were

expanded to "it was partially done and scattered", or even deleted
/l

S~———
from the contexta It might then be possible to determine whether

the strucuure of the sentence (apart from the»fact that the sentence

i
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included a Contrast-type of embedded contextual clue) contributed
~ to the comprehension problem or whether the S was not cognitively
.ready to solve the problem o matter how the sentence was . structured.
Although each.S/s responses revealed a tendeney to reason
logically for some of. tbe operations, it seeme\\equally apparent
that he was unable to handle all abstract operatioi§ equally well;
\ that is, even the Very Proficient rez 3 groups, across the\grades; -
’ tended to revertvto concrete\beha ’ in obtaining word meaning (f
from some contexts. By’changing the ‘context, by omitting or ignoring
words or phrases, or by making additions to the context when
considered essential in order to complete its meaning, subjects
striving to reason A’L to’ nelate the parts (meaning cues) abstracted
from the context, tended to "make sensef out of the context to the
bestiof theirjability, evenﬂthough'the intended meaning was not

\\:alled to'mind.
Jé; - . . . ..‘ o . : \.‘ -

’ Summary

PN

Infgrmation4obtained from the-analyses‘of'Ss: responses,
which ingluded'word responSes_and the Ss' explanations of how they

completed the task of obtaining théagnknown word deleted from the

context of test items in the F. W. Tests - Sentences and Paragraphs,

I i .
L ) -y
was reported in this chapter.,

Ss' word responses revealed that Ss' ‘across the grades used
linguistic information provided by the context vith varying amounts
of success,' With respect to use made of syntactic information, the

»percentage accuracy of word responses in relation to the correctness



-six selected function words located in five sentence items. ‘The‘

‘word responses—-significant differences weré revealed by group and

L 239
of  word form claés (i.e. correct use of(\:houn, verb, adjective, ‘or
adverb) ranged from 93 per cent to 98 per cent for both sentenmces

and paracraﬁhs. “No significant differences were found in the mean -

_word response scores by word form class. It appeared that Ss'’ -

difficulties in obtaining word meaning from cbntextwere not

significantly related to word form class of the unknown word deleted

- from the- context

:' . ! N l V' .
It was also revealed that errors in inflectional" endingsﬁ

few in number,:were ‘made only in responses to test items in which'

the deleted word was replaced by a nonsense word having the correct

hinflectionalbending provided.

Considerable variance was found in Ss' reported use of, the

’ %

.

proportion of acceptable word responses to sentences contalning

these function words ranged from 30 per cent in grade 4 to 6l.per

2

‘cent 1in. grade 8 and, although there= w2s some evidence that Ss tended.z$$

to use the function words as.meani:; cues, no significant‘COnclusions
b eonctu

- ’ ! e Ty

were drawn.

. o
Significant information was thained concerning Ss use of

’.
the semantic information furnished by the context to triggér yse'

of their own linguistic knowledge while processing word meaningwfrom

’

i

context By first examining the product of the reading process—¥ s*”’7'

N

.by grade in the quality-of the words elicited to compf%te the meaning
of the context. For both sentences and paragraphs, the Very Proficient

reading groups enjoyed significantly greater control ofilanguage, as

iﬁ e R
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% C
eVidenced by the quantity and quality of word responses, than did

the Proficient and Less ProfiCient reading groups. Although the
;Less Proficient reading groups were:not significantly less able to

h‘-obtain acceptable word responSes than were the Proficient rez ling
, i

" groups, there was an obVious discrepancy in their ability to control

J

the. language as indicated by 1ower mean word response scores.

- SIS *

frﬁrade 8 Ss to control the language of the

The ability '
word eliCited to;comp}ete the meaning of the context was significantly
'hsuperior to- the ability of Ss in grades 4 and. 6 to derive words
“similar in quality Likewise, it was revealed that grade 6 Ss'
v word responses were Significantly superior both 'in the quality and’
in the'quantity of acceptable words used to complete the context, than

were the word responses of grade 4 Ss.
B} s . ’. .
- 4 . - .
7./7Qf Meaning cues used by-the fifty—four Ss tended not to be used
) ,o' )7/‘ - E

y. !

Tthefsame_way nor in'equal numbers by all Ss. Although the Very
ProfiCient reading groups used significantly more meaning cues than
did the other two grqups,»it was only in grade 6 that Ss used

J,

Significantly more meaning cues than were used by Ss in grades 4 and
. | o, A B | E
8. v : P "

In explaining their use of meaning cues to obtain word meaning

from sentences and paragraphs, Ss reported five different processing

"timeg" required to accomplish the tdsk. ;ﬁ, fw'ported reading
orQ??bceSsing "timesf required to first call tbmﬁfhd the word deletedf
from_the context the most frequent "time" was "end of first reading

for sentences and for paragraphs across the grades There was a

1 S

tendency, however, for Ss to report use of less processing &
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&

"time" to obtain word meaning from paragraphs than from sentences;

‘grade 8 Ss tended to obtain more acceptable word responses with

A

less processing "time reported than did Ss in grades 4 and 6 grade -

f& Ss tended to require more processing "time tovobtain‘acceptable'
word responses than did Ss in grades 6 and'8. They also tended to
report rereading.vto-"make sure";more frequently‘than did Ss in .
gradesn6 and‘8.. - | | | |
| Reference to personal experienée was made‘by Ss in from 9
to 14 per cent of their responses. There was a’ tendency for grade
l8 Ss to make more frequent reference to personal experiences while

explaining how word meaning was obtained from context than was made
: .b .
¢

" Findings related to Ss' use of reasoning to analyze the
ﬂ N

by Ss in grades 4 and 6.

fcontext, relate the meaning cues abstracted from the context to the

meaning of the passage, and make judgments concerning the word of

"best fit" to . complete the meaning of the context were - significantlv‘

different by group and by grade.. For both sentences and paragraphs,v

the Very Proficient reading groups were able ‘to ‘reason more

"efficiently than were the Proficient or .Less Proficient reading

' ,groups‘ the Prpficient reading groups made significantly greater

"_use of reasoning than did the Lﬁss Proficient reading groups . By

o ‘ _ .
grades, the grade 8 Ss °me§§ reasoning scores for sentences and for

‘paragraphs were significantly higher than they were for grade 4.

Grade 6 Ss were more efficient in reasoning than were grade 4 Ss for

both sentences and paragraphs. Grade 6 Ss, however, were significantly

less efficient than were ‘the grade 8 Ss in their ability to use

e
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-
reasoning to determine the unknown word deleted from the context of-

sentedces; for paragraph items there was no significant difference

‘in reasoning ability of gréde‘8 Ss over grade 6 Ss.

-
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CHAPTER VIl

ANALYSIS AND FINDINGS: U. F W. TESTS -

SENTENCES AND PARAGRAPHS

{ 7
@ This chapter provides a brief outline of the procedures used

to analyze the data obtained from Ss' responses to the U. F. W. Tests -

Sentences and Paragraphs. Results from the statistical treatment of -

the data are reported. and supplemented by descriptive information
obtained from the data and from observations made‘during the

interviews.

Analysis: Ss' Responses to U. F. W. Tests -
‘Sentences and Paragraphs L

Ss' responses to the U. F W. Tests ~ Sentences .and Paragraphs

~ were analyzed by following the same general plan as was outlined for

(

the F. W. Tests -~ Sentences and Paragraphs (Chapter V) Adjustments'

were made when required for example& in relation to use of syntactic

information, the analysis was confined to word form class. The same

'~

criteria were used for classification of meaning cues and reasoning

!

4'scores For classification of word meaning responses, however,

‘

criteria, appropriate to the given tasks, were devised Numerical

values,. ranging from 4 to 1 for Levels 1 to 4 respectively, were

applied to each word meaning response in order that a qualifying

judgment-of quantitative'measurement of word\l!!hing scores could be

obtained and the data submitted to statistical'treatment.

A S

243
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Criteria for classification of word meaning

responses

The following'criteria were developed for use in determining

- the quality of each elicited meaning response on the basis of the

level of the response. In.addition to the.examples of Sg' responses,

.representing typical elicited/meaning responses placed'in‘each of "the

four levels, four examples of Ss' responses to’the same item are
. .
placed together at the end of the description of the classification

scheme to make p0531ble an overview of how the plan operated.

Level 1 = The meaning of the underlined, unfamiliar word was stated

clearly. and precisely. The.elicited response was_considered o

appropriate because ~sat}sfied-at least one of the following
N - \ : .

’ \
criteria:

1. The meaning elicited from the S coincided with the

definition in Webster's (Intermediate) Canadian Dictionary or as

stated in the context of the given sentence\or paragraph.

2. lThe word meaning-response was supported by evidence c
obtained from the context by way of one or more of the glven
contextual clues and stated in such a manner that- the relationship
betneen the underlined unfamiliar word and the. stated clues was made
-clear, eitherxdirectly or by inference.’ o

For examole, in response to the sentence in which the word
bewail was surrounded.by a synonym clue, these responses were.given

ubject #37 - mourned - Well, because of his death you know., WeIl

H

”death" that‘made me think of]it. (Very Proficient reading grgup“

grade 8) : B N L ' T " ,.‘_.'.‘_. e R

4" ’}
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‘ Subject #12 - Well, they cried . . . well, 'cause their cat died. If
. your cat diqéz you cry. (Proficient reading group, grade 4) -
- Level 2

1. The meaning of the underlined unfamiliar word was stated

(a) 1n terms less explicit than the definition given in

Webster's (Intermediate) Canadian-Dictionary but indicating. t?at
» sufficient meaning was obtained to make understanding of the context
_possible
(b) 1in terms which contained part of the definition,b
ensuring some meaning but lacking the clear understanding of meaning'
inferred by a Level 1 response.
| 2. The meaning attached to the word was related by the S to
"'one‘or more of the given contextual clués. but may have failed to
include the main (key) clue(s), basic ‘to full understanding of the
underlined unfamiliar‘word o 1_'f_ N N l@
| The following examples of responses to sentences containing
the word bewail, each with a specified type of embedded contextu
clue, were considered Level 2 meaning responses
ubject #3 - I think it might mean they thought of their cat or else
_they were sad to lose 1t. If you lose your?cat, youfre pretty sad.
.(synonym sentence type) | | |
’_gSubject #11 - That's being sad. Well 1t said "with salty tears and

;silent sadness" Well, you'd be sad cause you lost your cat, You'd

—._cry-and be sad "for a_long, 1ong time." (D/D Sentence'type)
Level 3

'i‘ The subject gave evidence that he was attempting.to use the
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/
context to get word meaning but the,res/onse was not considered

Level 1 %r 2 in quality because the'definitionvor‘explanation'

elicited exhibited one or more of the'followiqg characteristics:

1. The meaning given was general rather 'than spetiffc'to
the context; for example, for bewailed, "felt bad" or "reﬁembered"
Iy

was elicited. /

.2. The definition tended/to be at thé concrete level with .

théiresponse embedded -in action; /for examplé;'for flaunted, Subieét
ﬁl%/said, "strutted because he Mr. Peacock_.likéd to showloff.ﬁisj.
fégthers"; That is, the empha?is was placed upon the strutting ifself
‘rathér‘than upon the more abs.ract_conCEpt of inner pride Qade
evident by "showing of f".. |

| 3; The response off red_but a vague or hazy notion of the
:yﬂ meaning of the undé}léped ugfamiliar word.

Thelfoliowing exaﬁ 1es:of_Ss' responses demonstrated that
one or more of the above c aracteristics might be evident in a )
» single‘response. Thg unfvmiliar hord bewail again serves as an
example. o . / |
Subject #13.- They remem eréd his death for a 1dgg,ilong time.
Subject #6 - They fe;em ered. Theif pet_cét,kﬁinger; aied and so
thefiﬁanted.;o remember| it S |

-7

Level 4
. e

- | °

Responses-plac
T G ool o S )
that the S seemed able to obtain little or none of the intended
. : - - S o

d in the loweét ca5egqny, Level 4, revealed'.

meaning for the unfamiliar word in cqﬁfext; Reépohsés.wéfe;plaCed

in Level 4 for one or more of the)following«reasons:»‘
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4

1. The context was changed by the reader_to make the

meaning "fit"; for example, for bewail, Subject #7 stated, "to think.
‘She wanted to think that he‘was 'on some great adventure', she
‘didn't want to think he was dead." :

2. The response was incorrect in that the relatfbnships -

“+

betWeen the parts and the whole passage were not clearly determined
+in relation to. the °iven information,_for example, "bewailed ‘well it
got less. Like-something. . «uh. . .like something bad happens,
,usually eaeh:day it sorta gets less."” i
+ 3. The reSponse was either bizarre or no attempt was made‘
to-define the'unfamiliar word. If an explanation was given, it

tended to, have 1ittle or no bearing on the meaning of the unfamiliar
'&“

word; for example, Subject #50 defined bewailed as."noticed"

v

supporting the response. by, their pet had been gone for over a

month so they wouldn't think of it much after .o
Tofdemonstrate further the differences in quality of meaning

eonveyed hy.Ss explanations of the meaning of an unfamiliar word,

the following e;@mples of grade & responses to the same item -- the o

\Example Level 1

oSubject #1 - Welrj

I think it helps de?" hﬁ scent of perfume um. . .to last longer and

'ergris is a substance. It is a waxy substance.

RN

it comes from the,spe;A&é ale. (main meaning cues incorporated in
the explanation)

Example: Level 2 responst .

Subject #2 - Ambergris is a certain type of whale oil. dWell, at the
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. : 4’ 3
bottom it says, "if it were mot for this waxy substance obtained

from the sperm whale." It's used in ‘perfume. (designation of the
"waxy substance" as "oil" not based on context} probably related
o prior knowledge of whales)

z.:ample: Level 3 fesponse

c.oject #11 - That's sorta perfume. It was talking about petfune in

1@ paragraph. (unacceptable meaning but not unrelated to context)

Example: Level 4 reSponse
quject #5 - A flower becanse it. . .the "delicate'acent,of orange
blossoms". . .an artificial flower. . ' a waxy suhstance ohtaine&
from thekbody of the sperm whale'. (tendency‘to'COnfq§e'"flowerT
and "waxy subStance"; that is,'an. artificial flower ) ; |

| ; Findings relative to how Ss approached the task of obtaining

the meaning of unfamiliar words in the U. F. W. Tests - Sentences

R-J

and Paragraphs were based on the use made of: (I)_ linguistic

information and (2) the intellect. »I N

Findings: Use of Linguiétic Information

Results of percentage caleulations and statistical treatment
.. of the data revealed that Ss were able to use both syntactic ‘and
_semantic infotmation provided by the context to obtain the meaning

‘of unfamiliar words with varying amounts of success as discussed

in the following sections.
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&

WOrdqform class

In\responding to the U. F. W, 1Fsts - Sentences and Paragraphsi‘

-Ss made no,direct reference to tbe syntax of a particular word

i
form class. Responses suggested ~ however, that Ss tended to use
il :

i@%uitive knowledge of‘the grammar in their attempts to obtain the

-meaning of an unfamiliar'word fromhcontext. Whether the unfamiliar

word_was a noun, verb, or adjective, Ss' responses revealed a
tendency to obtain syntactic meaning even though the semantic
information of the context was not understood Forvthe three word
form classes (nouns, verbs, and adjectives) the percentage accuracy

for grade 4 word meaning responses ranged from 83 to 88 per cent;

’for grade 6 the percentage accuracy of word form ranged. from 85 to

88 per cent; for grade 8 the range was somewhat higher - from 91

to 94 ‘pPer cent accuracy of word form, regardless of the word meanlng

elicited (Table 7.1) At this Stage of the analvsis, no

consideration was given to the semantic content of Ss' responses ~-
. N . . .

only word form class

For example, in attempting.to give meaning to the word

Vflaunt, éxpressions such as, fflaunt ~ to show off" or ”it_says 'she

flaunted every. . ."'so that means she showed off" were considered
syntactically acceptable. For nouns, such as ambergris, responses "
like "is a substance" or "is a perfume" se~med to indicate an

awareness of the basic grammatical requisites for the unfamiliar word

being defined For the adjective, piscatorig;}_meaningsesnuspaus4%¥x%h4L——
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' t N ¥
--Table 7.1
wyﬁﬁPercentage Accuracy Word Form Class in Word Meaning
gi }'3% Responses —'Sentences and Paragraphs
Gradia: ,?¢ walim NOUQ§?E~ Verbs ) Adjectives
”_. }i

4% 7 ~ 87.50 .. 83.33 83.33
6. R 87.50 © - 84.72 . 86.11

8 - - 91.67 L 94.44 90.90
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¢

;"certain,"‘and "great" seemed to suggest:that in spite of apparent
1nability to obtain -an appropriate level of meaning, the correct word
form class was elicited. o ;

| As shown 1in.Table 7.2, the perCentages acceptable word‘meaning'
responses by word form class tended to be lower than were the .
percentages accurate  word form ‘class of Ss ~word meaning responses
(Table 7 1). In grade 4, for example, <87.50 per cent of the
unfamiliar words used 48 nouns were grammatically accurate; the
percentage acceptable word meaning . responses for sentences was
slightly lower (84.03 per cent) but for paragraphs the proportion
of acceptable word meaning response was - considerably lower, (69.44
. per cent) suggesting the ability to obtain syntactic meaning was .'-
somewhat higher than was the ability to gather semantic meaning

By grade, the proportion of acceptable word meaning

responses for unfamiltar words used as nouns or verbs varied slightly’
In grade 4, the proportions of acceptable responses for nouns
(approximately 76 per cent) was, slightly higher than was the
proportion of acceptable word. meanings for verbs (approximately 74
per cent); in grade 6 the proportion of acceptable .word ‘responses
was for nouns and verbs approximately the same (about 77 per. cent)
In grade 8, the proportion of acceptable word\respon%es for
unfamiliar words used as verbs (approximately 84 per. cent) was

somewhat higher than for unfamiliar words used as nouns of

particular interest was the Iow proportion of acceptable word meaning

4 - 4T ki
responses for sentence and paragraph items in which the unfamiliar

“word Was an adjective. In so far as recognition of a need to use ‘an
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Table 7.2 R
Per@entége Ac¢eptab1e Meaning Responses by Form CléSquf/Unfamiliar
N .l" . Word in Y. F. W. Tests - Sentences and Paragraphs

l

 Word Form Grade 4 . Grade 6 - Grade 8 _
"+ - Class ‘ Sentences Para- Sentences Para- Sentences Para-
- graphs ” : ” graphs : _graphs
. N . ° ) ) . 9 - ‘ "L
)kmna'~ . 84.03°  69.44 ° 70.83  81.94 75.00 - 82.64
. Verb? - - 75.69 - 72.22.. . 75.00 ° 78.50 = 81.25 '88.19
. Adjective®  47.22 . s54.17  s5.56 72.22 63.89  61.11
& N=2

b ow=-1
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adjective as a. synonym for the. unfamiliar word required in the’ response,

“

‘Ss appeared to have a limited number of problems as implied by the
percentage aceuracy of word form class, ranging from 83.33 per cent
for grade 4 to 90. 90 per cent for grade 8. (Table 7 1) It is’
possible thatfthe level of conceptualization required by unfamiliar
words such as piscatoria and pgrfunctory was beyond- the stage of
:development of a number of the ‘young Ss, ‘even though the content .
of the passages in which the words were embedded tended to be, for
~the ‘most’ part familiar and within their emperience. Resultsbt

*

.
(Table 7 2) seemed to indicate ‘that older Ss in grades 6 and 8
with from 55, 56 per cent to 72.22 per cent acceptable word meaning

: responses, were somewhat ‘better able to deal w1th the two abstract

words (piscatorial and perfunctory) than were the grade 4 Ss, having
. from 47 22 ‘to’ S4. I7rEer cent acceptable word meanings

The tendency for the percentage accuracy of word form class

\
- (Table 7.1) and the pg}centage acceptable word meaning responses

[

4(Table 7 2) to be h er as the age level 1ncreased (i.e. from grade

-4 to grade 8) could i1so be related to th difficulty level of
?

i,

o3

‘ certain words (nj;;§4 verbs, or adJectives) used -as part of the
individual U. F.

Tests by both vounger and - older Ss.7 -In spite of
attempts to maintain familiar content in- a context‘containing an - »
aunfamiliar word such as ambergris, for example. results seemed to
indlcatebthat the attempts were not always sugcessful.» Older Ss -
:tended to use considerable background knowledge concerning sperm

whales, which they were able to bring to the reading sitdation .

. when the unfamiliar word, ambergrls,was presented in coqgext  On ‘the

+
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other hand, for a word such as limpet younger .Ss also made reference

. to the fisherman s need for "live fishing bait" being supplied by

'ﬁﬁ»and Paragraphs was based upon words unfamiliar to each S. A list of

the animals in the seashells", information brOught to the task -and

not furnished by the context. The, lower percentage acceptable word

meaning responses for paragraph 1tems than for sentence items by

grade 4 Ss could probably be attributed to the difficulty level of

4

the word.ambergris. With SO few test items contributing to. the total
number-presented, these findings can, at best,. report the degree of _
success achieved by the Ss in the study, rattempting to process the
melning of unfamili@r_words in‘context,'on the basis of word form

. ¥
class.

Inflectional endings 4;.
Few errors were located'in the specific word meaning elicited

for an unfamiliar word in sentences or in paragraphs. In'grade 4,

two errors in verb inflections were found. Across the grades only 7

errors in verb tense were located in the explanation of word meaning.

Errors- 1n use of verb tense or inflections were not considered unless

directly related to'word:meaning of the unfamiliar word; for example, -

if the S stated that Grandpa ”is'resting”_when the context used the,

rast tense for repose, an error in verb tense was counted.

'

Use of Semantic Information:

Analysis of Ss' responses to the U. F W. Tests - Sentences
\

g N ' -

_bthe ungerlined unfamiliar ,words which were used in the u. F W

+



Tests - Sentences and_Paragraphs} presented tb the Ss on the ba31s

of the vocabulary pretest results, is placed '1n Appendlx E.

b 'fb‘

* The ten most frequently presented unfamiliar words (number
f . ... . ,.4_

of Ss responding to’the itembcontaining the word 1n parentheSes)

were as followS' lotus (33), stave (49), Bewail (51) repose (42),
bergris (53), limpet (49) flaunt (50), recede (36) piscatoria

(54), and perfunctory (51). Use of - the ten ™ remaining unfamiliar words

;ranged from‘one (homunculus) to‘sixteen (EEEE) times, for sentences

and paragraphs. |

Fourteen Ss ‘were presented with the same five words for the

?

El

sentence 1tems (nine grade 4 Ss,'two grade 6 Ss, and three grade 8 Ss);

' for paragraph the same five words were used by fifteen grade 4 Ss,

six grade 6 Ss} and - two gradeﬂﬁ Ss. These findings tended to reflect

'the 1nd1v1dua1 nature of the U F W. Tests - Sentences and

- 5N N L EE
Paragraphs. N

RN
.

' Control of the lang*age, word meaning responses
¢ 1)
| To determine'ﬂhefher there was a 51gnif1cant differen e bv

i group and by grade in ability to control the qualit? of the
explanation or: definition given for the unfamiliar words, thigdatal\
were submitted‘tofa two:way ;;alysisgof variance. A»summary of'A

Y

the results follows. Lo L.

‘In sentences ‘49
There were no significant main=effects duento group (F = 21.93;
. p = .06) or to grade (F = .73; p = 49) . Table 7 3 shows that, .

‘ although there was no significant dlfference between groups, the
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,fgt" !ﬁ“f.Table 7.3
Mean Word'ﬂeﬁﬁiﬁg*8c¢ies U. F. W. Tests - Sentencés by
“, . Group and by Grade
~ Reading R Sentences
Grade . Group * Mean Variance
4 ) . . Very'Proficient 14.67“ 9.87
Proficient ' 14.33 9.07
Less Proficient 15.00 1.60
6 . Very Proficient , . 115.33 6.67
N " Proficient 12.83 1.26
‘ '+ Less Proficient 14.00 - 4.40-
8 ' Very Proficient 17.50 L 4.70
- Proficient 15.00 = 4.00 |
- Less Proficient 12.83 9.37
. . l e -
 _°Sighificant §9urceé of Variance ¢ : p* ‘
Group : T o - . .06 ' S v
Grade . o U448 -
. Group*Grade interaction ' .18 RER
LpupThrac 10 . ‘ ' o
N =
- * significant at the .05 levelt . s
.-w' N
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variance within groups waslconsiderable. Furthermore, the tendency
for the word meaning scores of the Less Proficient reading groups

in grades 4 and 6 to be somewhat higher than were the word meaning
e

scores of the Proficient reading groups may reflect one aspect of
their potential to obtain‘word;meaning from context' When required
only'té provide a general meanigg for an unfamiliar word they tenggd
- . &3 . ,

to be almost as able as the Very Proficient reading group in using
the information given. When required however, to call to mind |
'precise meaning for well- established concepts, as was required in
the F. W. Tests, they tended to be less efficient than were the
Proficient reading groups : On the other hand the Less Proficient
Prade 8 reading group revealed considerable variability,

a tendency which seemed to prevail throughout the. study and which may

indicate also the negative influence of cumulative inability to use

context efficiently. ' R '
s , : . .
In paragraphs
vMain effects on word meaning scores for paragraph items due to
- ’ . . . ) . * . ; R ) !
~ groups were revealed (F =-6.44; p = .01). as shown in Tablé>7{4,
the difference between mean word ‘meaning scores of the Very Proficient

-

- and Less: Proficient reading groups was significant at the Ol level,
o /,:;\\ ‘ ‘ . R
- in favor of d&\ ry.Profic1ent reading groups. There was no

significant dif erence between the mean word meaning scores of the

X

remaining pairs o] ,groups However, inspection of Table 7.4 showed

that the medn word. meaning scores of the Very: Profi ient reading

, A " . ,
]_tended to be higher than were.the mean word meaning scores of

"

@[ R




Table 7. 4

Mean Word Meaning Scores U. F. W. Tests - Paragraphs S
by Group and by Grade

\
.- o Reading : ' | : Paregraphs s
Grade _ . Group o Meii . Variance?
. 4 | Very.Profieient . 15.00 , 7 1.08
‘ Proficient oo 14,330 3.47
Less Proficient - 12,17 '1.86
6 . Very Proficient . 17.33+ 267
: ' Proficient : - 16.50 o 1.15
Less Proficient . . 14.33 R ~_f1.07
8 ' _ VeryuProficient * 18.17 - . 5.67
, .. sProficient - - 16.00 -, 1.60
" Less Proficient S 1433 -~ 6.67
Significant Sources of Variarce . . P ?MB'
, 4» _ : . , G
Group : _ _ ' © . 00* :
. Grade ‘ ; o L02%
- ~Group-Grade . interactlon ' : : .97
A A o
ey P

- Cow

Scheffe Tests of Significance bx Group 1 T
Very Proficient Proficient - 'Less Proflcient

Very Proficient S SRS | NOELS s
oficient . . ‘ » .09
f Less Proficient . _ S S .
[ _ _
Scheffe Tests of Significance by Crade . . N e
| . 4 L6 g,
6o o - 06 o4k
6 ‘ | SR ) . . .99
8 . o oo . N

AT

* Significant at .05 level
*% Significant at .01 level
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N

the'Proficient“reading groups : Similarly; the mean wordﬁmeaning
. 4;, n
: scores of the Proficient reading groups ‘tended to be higher than
1
were the mean. word meaning scores of the Less Proficient reading

-groups. In the context of a paragraph Ss tended to be able to obtain

wordegeaning for increasingly difficult unfamiliar words with

,

'considerable skill .

" Main effects due to grades were&also revealed (F 4. 22

..02) The mean word meaning scores of grade 8 Ss were higher

~ than were.the grade 4 word meaning scores’ Aat the 05 level of

Aisignificance Grade 6 Ss seemed able to obtain word meaning from o

Aparagraphs with success-:imilar to ‘that of the grade 8 Ss (p 99).
While the words in paragraphs tended to be ‘more difficult

’ than those presented in sentences, grade 4. Ss tended also to respond

to wbrds less difficult (limpet flaunt, for example) than did the

i

’ older Ss ( ilanthybpy, raze, for example) Therefore,'the means
’.‘ i ‘ y

;scores)for’paragréghs, like the mean scores for sentences, tended

to represent the quality of the control over the language of the

'j;context which readers in grades 4 6, and 8 demonstrated'in obtaining

- 'Tthe meaning of words unfamiliar to_each S at each grade level

| [Control of che language: lqiéxigataﬁg;?“,'
J 1evels of word meaning jjj-gt:_‘ ST

. : v

Results from statistical treatment of ‘the data, revealed no ;’h
Jhs;significant differences between mean word meaning responses by group"A

f}or by grade forﬁsentences, for paragraphs, a. significant difference
uas revealed between the word meaning scores of grades A‘and 8V To
':’eramine more closely possible regsdns,fOr‘similarities and:ff .

&

)
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differences in word meaning responses; on the basis of the -quality
of the elicited word' meaning, the percentage of. word meaning.
responses placed in each of the four qualitative 1eve&s was
determined by group ‘and by grade.ryi | |

For sentences, the percentage of mature word meaning 1)
_responses (Level 1) was higher by group and by: grade than was the
percentage of ‘word, meaning responses placed in any one of the three
remaining qualétative levels (Table 7. 5) In grade 4 44. 44 per. cent.
of the word meaning responses were placed An Level 1 ”24 44 per cent
in Level 2; 12 22 per . cent in Level 3; and 18 89 per cent in the
lowest qualitative level Level'é The proportion of Level 1 word
meaning responses for grade 6 (56. 67 per cent) and for grade 8 (66.67 .
per cent) tended to be higher than was reported for- grade 4 |

The Very Proficient reading groups tended to obta?n a higher

proportion of mature, precise word meaning responses thaﬁythe

-3

" A
Proficient ‘and Less Proficient reading. groups obtained' the - -

proportion of chel 1 word meaning responses for gradeué was 50.00
per cent, for grade 6, 56 67. per cent,’ and for grade 8, 66.67 per
‘cent. - Differences between the percentages of Level l word meaning>
responses for Proficient and’ Less Proficient reading groups were
Ismall (approximately 43 per cent acceptable responses for each group)
;:in grades 4 and 6; 1in grade 8 the differences were slightly larger
(Proficient reading group,_ -50.00 per ‘cent; Less Proficient reading
l’group, 43, 33 per cent) ‘Variance within groups and grades.wasv

~considerable, in grade 4 the proportion of Level 1 word meaning

3responses ranged from 0 to 80 pPer centj in grade 8 the range was
: A ' 5
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»

even greater, from 0 to 100 per cent, indicating that Some
1ndividuals were not able to elicit Level 1 word meaning responses
It appeared that within each reading group Ss were striving towards
1ncreased proficiency in obtaining the meaning of abstract,

unfamiliar words.

“

The distribution of word meaning responses in all four 1evels
revealed possible developmental trends in attempting to. obtain word
'_meaning from verbal context containing an unfamiliar word. The Very
Proficient reading groups in grade 6 (10.00 per cent) and - grade 8 -
(3. 33 per cent) . tended to give Level 4 word meaning responses less
'frequently than did the younger grade 4 Very Proficient reading

‘group (23 33 per cent) and less, frequently than did the Proficient

P

and Less Profic1ent reading groups in their respective grade;levels
4,

(i.e. from approximately 17 to 36 per cent). ‘ o ‘%
3

vl

The proportion of Level 3 word meaning responses across the

:grades tended to be approximately the same (12 per cent). The range

of Level 3 "word meaning scores., however, was wide (0 to 40 per cem& in

.,‘L

"grade 4 0 to 60 per cent in grade 6; and 0 to 20 per cent in grade ﬁb

_8), suggesting that some Ss within each grade and group seemed to $5

=f

6
£1

experience considerable difficulty obtaining word meaning from

context. Friom the standpoint of "making sense to. complete the

-

meaning of the context Level 3 word meaning responses were

2v'unacceptable. Nevertheless Ss' responses seemed to indicate that

Ss were struggling to obtain an acceptable meaning, since some meaning
cues were identified but not integrated with the remainder of the

_context.
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The proportion of Level 2 word meaning responses, acceptable'

yet less precise than Level 1 responses, tended also to be fewer
and more variable by group and by grade. Grade 4 Ss tended to
elicit Level 2 word meaning responses for slightly more than one.
half their acceptable word meaning responses (24.44 per cent), Ss in
grades 6 and 8 tended to respond with Level 2 word meaning responses
for less than one third of the acceptable responses (approximatelJ

‘\15 per cent),‘suggesting a possible developmental trend toward
increased skill in abstracting meaning cues effectively for the purpose
of generalizing in order to attain the mea/}ng of an unfamiliar word

For paragraph items, the .percentage of word meaning responses placed

in each of the fourlqualitative levels was’ interesting In the

prewious section, a significant difference was revealed between the

mean word meaning scores.of grades 4 and 8. According to Table. 7f6

a. lower percentage of grade eﬂword meaning responses was considered
,ef”ymature (Level l) quality (36. 67 per cent) than was the percentage

of grade- 6 (54 44 per cent) and grade 8 (53.33 per cent) word

meaning responses Similar to the findings.for word meaning

>

5;responses for sentences, the proportion of Level 2 word meaning
i;§y£>responses for grade 4- tended to be higher (30.00 per cent) than
for grade 6 (Zl 11 per ceft) or for grade 8 (75 56 per cent)
It is possible that grade & Ss were' unable to elicit Level 1 word
. meaning responses for paragraphs as. frequently as was accomplished
for sentences (&4 44 per cent) because the- unfamiliar words in

paragraphs tended to be flore difficult (i e. -more abstract) As a

result the - grade 4 mean word meaning scores were significantly



264

s

09-0 00°0T 6 ~ 0%-0 IT°IT 01 0%-0 95'ST €2 08-02°  EE£°CS - 8Y 1®30]
09-0 . 00°0Z 9  0Z-0 €C°€T 7 07-0Z  £9°97 B 09-0Z . 00'0% 2T 3uaEdTj014 8897
0z-0 00°01 £ 0%-0 LeeT Vi 0%-0 " geee L 08-0% €E°ES 91 JUstdTyoIg
0-0 00°0 0 020  £9%9 Z _ 0%-0 £9°9Z 8  08-09  £9°99 07 IudOTI0ag kTBp - g
09-0 TT° 1T OH .oono \ £ el [4 09-0 TT°'TZ 61 -001-0¢ Wh s 6% ﬂquH;
. . . o : E : e _ _
09-0 . 00°0CZ 9 02=0 £9°91 S 0%=-0 00'0¢ 9 08-02 EE'Eh. €T IuaTdTjoaq €897
0%=0 - ‘mm.mH V 69-0 L9°91 S 02-01 00'0F ¢ 00T~-0¢ oo.oo,..wﬁ. JUagaTyoag
0-0 . 000 0o 0z-0 £9°9 rA .owuoN EE'LE © 0T 08-0% 00°09 81 3UaTdT30ag A1ap 9
08<0 £9°'9¢ ¢ __0%-0 L9'9 9 08-0 00°'0€ LT  08-0- [9°9€ ~ £¢ L
08-0 - £9'9¢ TT  09-0 ° E€'€T % 0%-0  00°0Z 9  09-0z ©00°0€ 6 3uFFzoad 8sa]
02-0 EE'te L 0%-0 . 000 0. 08-0 ,00'0% Zr . 09-0 . £9°9¢  IT - JuardTjo0ag
09-0 00°02 9 0¢-0 99 4 09-0¢ 00°0¢ 6 08-0¢ - 3% mﬂﬂucmﬂUﬁwoum mum> Vi
ww:mm unmo 13d *oN mwmmm .ucmo mmm‘.oz wwcmm, Ju’a) 19d ‘oN mwcmm. ju’d) 13g mozw_w. .a:onu ' ‘19
Jue) 1ag - uay 194 Jud) 19g ’ ©3us) 19g S Suipeay
h 19497 £ 19497 z Tan9T RRCICLE | -
e : - ' N . -
4

m:gmwmmumm = muwwy‘.zk,m )

R - 9°( @1qel

"mﬁu>mq 3ATIBIITEND £q mmm:oammmaw:ﬁ:mwz nudk d93rauadanyg

’,

o



. lower than were the grade 8's for paragraphs, but not for sentences. ?
. The higher proportion of Level 4 word meaning responses fOr ’
grade 4 (26 67 per cent) as compared t6 10.00 per cent for: grade 8
seemed also to. reflect the difficulty some grade 4 Ss experienced
with unfamiliar words in paragraphs
H That~no significant differ _ces were revealed between the:
"mean word"meaning scores_of grades 4 and 6 for paragraphs might be
attributed, in part, -to -the larger proportion of Level 3 word
7meaning responses for grade 6 (13.33 per cent) than for grade 4

(6.67 per cent). Gréde 6 Ss, however, tended to control the quality

“of word meaning responses more efficiently than did the grade 4 Ss

as revealed. by the higher propottio ‘of Level 1 word. meaning

responses (54 44 per cent as comp red to 36.67 per cent for grade 4) .

M,

. /buality of language control: five selected
‘unfamiliar words (sentences) o P

&

Because few items represented each word form class (noun

verb, and adjective) in- the U. F W Tests - Sentences and Paragraphs,

no statistical treatment of the data relative te possible significant
'differences between grammatical classes was® attempted Instead word

"4meaning responses to five of the most frequentlv used unfam:llar : //
\\._,._./

‘words, representing three grammatical classes, were examined in-

'terms of the quality*of language control and“expreSSed as

.percentages. Tahlc_?./ shows the percéntage of word meaning

'responses to two nouns (stave and lotus) two .verbs (bewail and

;repose), and one adjective (piscatoria Y.

For the word lotus, from 80 to 100 per “cent of Ss word -

Sy . . - ‘ % "
. ?}‘_ } o ‘ . . . - . L . ~
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. B - dable 7.7 e
L - Percentages: Word Meaning Responses to Five Selected - :
St Unfamiliar Words (U. F. W. Tests — Sentencés) by ¢
R e “° .y Qualitative.Levels

‘ ’ Lo ~ No." Per Cent | :
- Word. . Gr. 392 Level 1 'Level 2 Level 3 LeVel 4
- lotus.” 4 17 82.35 5.88- ..5.88 5.88
R ( 6 10 80.00 0.00 0.00 - 20.00
o 8 6 100.00_  0.00 0.00 0.00

A - S /\ T . -
* stave b 18 T4k.sh- 27,78 22,22 5.56
R 6 16 . . 50.00° 12.50 - 18.75 18.75
I L 8 15 T 46.67 13.37 0 33.33 . 6.67
. bewagl v 4 18 33.33 33.33 .67 . 16.67

‘ 6 15 - *53.33 13.33 - 20.00 - 13.33
8 017 64.71 5.88 5.88 23.5:
. . repose .4 14 50,00  50.00 © 0200 U.00
, A © 6 12 's8.3333.33 8.33 . - 0.00
\ 8 15 + 60.00 40.00 0.00 0.00
piscatorial 411 18.18 | 9.09 27.27 45.46
o 6 11 . 54,55 2 0.00 . 9.09  36.36

-8 9 " 55.56 - 0.00 11.11

~33.33
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« v : ‘ ~\
meaning responses indicated a prec1se (LeVbl l) quality of 1anguage

Kl

for the least difflcult unfamiliar word (dﬁtermined by its position
" v

- %
}gh the original vocabulary test) 1in the U. F. W~ Tests & Sentences.

EIR
: -

Unacceptable word responses tended.not'to,be,related'to tppe‘of
embedded”contextualmclue since'unacceptable/ﬁord meaning responses.

- were based on Ss' attempts to obtainfword meaning for fipebdifferent'
tyﬁes of:contextual clues embedded in sentences.

For the second least difficult‘ﬁord presented in the

U. F. W. Tests - Sentences, the word stave, considerable Variabilitv

prevailed with-respect to the qua¥4®y of 1anguage control_exhibited

5

by Ss attempting to explain its i ning.. Although almoet;one-half of

the word meaning responses were considered precise, Level 1 word

meaning. responses, the proportion of word meaning responses

-

considered unacceptable (Levels 3 and 4)‘ranged from low (5.56 per

cent, Level 4, for grade 4) to high (33 33 per cent, Level 3, for

grade 8) ~Y
s

Although bewail appeared"%n ;he Stanford Binet Vocabulary Test

before the word.’ repose (i e. considered 1ess difficult), grade 4 Ss
tended to obtain acceptable word meaBing»for repose (100 per cent)
more frequently thanbfor bewail (66.67'per cent); ‘For'Ss in grades 6
and 8,'the proportion;of Le&el l word me@ningvresponées‘waa slightlj
'higher for bewail but the proportion of»Level Z oord meaning,responses
(alSo acceptahle) was considerablp lower for‘bewail'(l3.33 per cent,

e grade 6; 5. 88 -per cent, grade 8) than for regose (33 33 per cent,
grade 6; 40 00 per cent, grade 8), resulting in a lower proportion

ofjacceptable word meaning responses for the.less difficult word,

~
1



W

Pa

bewail. ri,‘ - - L » __Qg

o
,,

The‘adjective piscatorial tended.to'be‘too difficult for.the
majority of grade 4 és attempting to obtain.itS*meaning from context.
Although Ss in gradea—G and 8 seemed‘to obtain acceptable word‘
meaning more efficiently, the proportion of Level 4 word meaning ¢

responses (aPProximately one—third)'revealed a’tendency for oldervss

u

" to have difficulty obtaining anracceptable meaning. The proportion
“of bizurre responses or no responses (Level 4) for grade 4 (45.46
per cent) was higher than was the proportionibf Level llword.meaning

responges (18.18 per cent).
i‘ ‘.t :
' Quality of language control: five selected
~unfamiliar wor (paragraphs)

As shown in>Table 7 8, the easiest unfamiliar ford’lim et &asﬂ.

given precise explanations by the majority of Ss responding to the ,'
\ .
paragraph item. The thirteen grade 8 Ss responding to the word limpet

ES

each provided a precise‘(Level 1) meaning. The proportion‘of grade 6'§

word meaning responses (N = 17) which demonstrated mature controlqof
- N . . - ?

the language, as determined by their explanation of'tﬁe‘word wds

e -

9%, 12 per cent.v The proportion of grade 4 Level 1 word meaning

~

responses was lower (72.22 per cent) but, the additioral 22.22 per

-cent of their respenses (Level 2) c@nsidered acceptable althodgh’less

l 4 o
uprecise, seemed to suggest that the younger Ss were coping w’ h the

task of completing thé‘context effectively, considering the . fewer

. years of. linguistic and‘cognitive,experience as comparedhto the

élder Ss. x '

N ' \ o ;. . i o
- For tTe more difficult unfamiliar word ambergris (i e. in.

. ’ N :
- A - + ‘
o’ . - . S
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)
relation to its position in the original word 1lise, the Stanford— {

Binet Vocabulary Test) word meaning responses were placed in each of

2

* the four qualitative 1evels, Levels 1 to 4. The'proportion of

elicited word meanings considered bizarre was.fairly high for grade

,;b ! o .
4 (52 94 per cent)ﬂand for grade 6 (38.46 per cent), suggesting that

these Ss seemed unable to. relate the given meaning c,:vt~consisting

¢

of more familiar words furnished by the context, to the unfamiliar

word bergris in order to reason its meaning. In grade 8 the word

meanings elicited for ambergris by nine Ss were'fairly well distributed

in each category (22 22 per cent in each of three levels and 33. 33
&per cent in Level 3), which Seemed to indicate that the older Ss--

experienced greater success in obtaining word meaning for an

i

unfamiliar, difficult words

~Moreover, ﬂhe nine grade 8 Ss, not given
" the word' am bergris in’ ‘a - paragraph item, haé already met the word in a

'sentence item and were . therefore presented with an even more difficult

~of the 28 out of the 4 Ss attempting to obtain word meaning

i'-’ s

from the unfamiliar word perfunctorz from the context of a paragraph

few were able to obtain a precise (Level,l) word meaning. In

relation to the. point of view expressed.by tﬁb@ﬁeanibg cues (i e. as

Mo T o
interpreted by the majority of Ss), "over 90 per cent of the responses

were con81dered acceptable (Levels l or 2). It is intereating thatk
the four Level 1 word meanings elicitedlwere those of Sagk%th'

older brothera or who were themselves older and recalled thiir own
childhood experiences relative to the distasteful task of '"washing

before dinner" 5'_”
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Table 7.8
Percentages: Word»Meaning'Responses to Five Selécfed
Unfamiliar Words (U. F. W. Tests - Paragraphs)
' ‘ by Qualitative Levels.
< - .
. . No. {2 C
Word Gr. Ss. Level 1 ‘
limpet - 18 72.22
 — 6 17  94.12
“o 8 13 . 100.00
ambergris’ 4 17 17.65 11.76  97.65 - 52.94
' “6 13 30077 23.08 "7.69 - 38.46
8 9 22,22 22.22 33.33  22.22
" flaunt 4 15 60.00 ' 6.67 < 6.67  26.67
S 6 12 .75.00 - 0.00 8.33 = 16.67
8 13 76.92 = 7.69 - 7.89 7.69
recede 4 18> 38.89 38" 0.00 -732.22
: ' ) 6 12, 50.00 - 25.00 16.67 8.33
8 6 IQ0.00 - 0.00 - 0.00 0.00
perfunctory - 411 0.00  90.90 0.00 - 9.00
! 6 10 * 30.00  60.00 . 10.00 0.00
8 ~0.00

7 14.29 . 85.71 0.00 " -
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'Inspection of Table 7.8 revealed that Ss attempting to obtaim

word meaning for the unfamiliar words flaunt and recede were able to

‘bbtain acceptable word meaning (Levels 1 or 2) for the majority of
their responses. It appeared that the meaning cues provided by
N o | CE $
the context were sufficiently familiar to. make possible abstraction

. of meaning forﬁanvnnfamiliar word.

Discuasioniv unacéeptable word meaningbresponaeS' i&
,Word.meaningfresponses;.classitied as.unacceptable (Levels
3 and 4) in that Ss failed to complete the intended meaning of .
:.the context were examined for the purpose of gaining information
concerning possible reasons for problems associated yith obtaining
7word meaning from the context.; The following observations .were made:
b-l. Responses placed in Level 3 revealed that Ss seemed to .
"‘obtain some meaning related to the context.t In-most instances the
meaning given tended to be implicit rather than explicit, for {ZL |
'.‘example, in;attempting.to explain the word staves:

Subject #7 = staves are. a barrel (S able to abstract. one meaning'cue

but tended to genera;g’ﬂ too quickly without relating the parts to

! .

the whole), v
Subject #32 - staves is sorta 1ike».t.-.gyon put thinga:tOgetherbwith
,little strips and.so }t has to‘be something‘made of wood and uh . . .-;
(s abatracted“akdifferent meaning cue bnt‘was also unable to relate the
"1%ttle stripsﬁ, "gomething‘made of Vood",vtoithe other given cue thet

word 'barrel') and from there'generalize'to the unfamiliar word"atavedﬁ.

2. A second type of Level 3twordbmeaning response seemed to

N
N



i

It appeared that both Ss\ahatratted qgedmeaning cue "loss of
: ERGER S .
their pet", considered*the possible»efféct uponu;he oﬁans, and - R
) % 'n i B )
. stated their responses in languagebfamiliar/to th; users, thereby \t \g
conveying some meaningz;ei failing to connonicatekthe- ul vlmpact |
~of - the owners' 1oss (i e. felt and forgot &sf” posed:to;hourned or

’ : . ) e - o gt ;
R “\“ P . \\-A (Y »?, o . . B

v

245 cried); While the‘two‘Ss may never‘haweowned a}pet rthefe wereJ

W T % Eat s

~other Ss ‘who' claimed no pet’ of ‘their own ("my Mo Efﬁdoésnﬂt like ;{-

e

pets") but were able to complete the context with a précise meaning.‘i .

P W Inspection of other Levels 3 and 4 word meanﬁng teaponses

‘I ) .
. P # v R o _@
e e

: revealed Aa tendency, while attempting to define some : unfamiliar .o o
"/: : RPN
words, to us familiar expressions, relevant or not; A;hat is, Ss

; P
\ ‘l: \.3‘\ ~T X v'

tended to use parts of the sentence which were meaninéful %O'them

. N 7y & L vl
. J< G .

but seemed unable to generalize further. For example,:ﬂg %'

)‘ .

Well, it says up here that

h ur‘

. . do the best ,.. he had , <ﬂ

S
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use of context that thev verhalized, at least; a precise meaning for
a/word unfamiliar to them; other Ss, not so skilled may have‘been
fazed by the "big", unfamiliar wordf\~A§ a result, they failed to

' make use of the most obvious meaning cues or, at least failed to
relate them to. ‘the unfamiliar word fotr example, in response to

_ the word piscatorial these responses were given:

: Subject #54 ~ good " Well, he had amazing piscatorial skill - that
means he probably was quite good for his age or something.

In explaining how' the sentence was~read ubject ##54 stated:

. Once and then I looked at the word piscatorial a few times. J1
‘ It appears that the S "looked at" the word but seemed not to
have considered the relationship betVEen the unfamiliar word and the
embedded information leading to meaning located in the context.
I ,

In*the context of a paragraph where meaning cues tended to
be more obvious?Subjectb#AQ gave‘the meaning'"superiorﬂ-for
piscatorial because "he wanted to matchsthat of_his Uncle'and his_ ;h
Uncle was an erpert fisherman so he would have to be pretty:good."
fIt appeared that considerable meaningfwasvobtained and, although

superior was not a satisfacthfy meaning for piscatorial it is
possible that in a n:rmal reading situation Subject #4 9 may have
gained considerablevmganing from the passage. When asked one
additional question,:"Good at what?", the prompt reply was."fishing

| 4.. Numerous examples were found ‘where Ss gave peripheral
- meanings which became quite specific after one or more guided _
questions.' For example, Subject #52 attempting to explain&ambergris
stated, "It‘doesn't last; it wears;off; Vhen it says 'they enjoy’

14
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its lasting pleasures', it doesn't last.long." After being asked

three additional questions, he was asked again to tell what the

" .

word meant. He replied "Well, it s a waxy substanca,o?taine from
\‘& N . 4
the body of the sperm whale, it makes the perfume last longer JUOTIt 5
seemed that once given‘directed questionS, Subject #52 (Less . :)_4'g
rroficient grade 8 reading group) was able to understand and . '/' .
) i ’ cee « ~T. d,_’\. L

exp_.ain what the word@@!bergris meant. . _ . e

" For eomparison, the following respogaes to the same word
are provided: : ‘ o T _ %;
Subject #1 (Very Proficient grade 4 reading group) - Well, ambergris

is a substance. It is a waxy substance. 1 _think it helps keep the

£

seént of perfume um . . . to'laat longer and it comes'from the spemntv

whale. 1"lJ _ - ,it I Vi o
ubject #2 (Proficient grade 6 reading group) - A,<;xy substance
that is obtained from the sperm whale. It [ambergris] has the meaning
in‘it. It's used in making perfumes.

. The language power of’both these proficient readers‘was in
.sharp contrast to that exhibited by less proficient readers acros’s~
the grades, not only for the illustrated responses but for others,
aa well. Whethér in grades ' 4, 6, or 8_some Ssﬁexperienced considergble
,d;fficulty in proeessing the'meaning of unfamiliarjuords in‘conteXt as

”euidenced'by their inability to control the language of their‘word

meaning responses.

3

Use of meaning cues:

Results from the tworway_analysis of varlance revealed no
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significant main effects due to groups (F = 1.09; p = .35) or to

k-

grades (F = 2.25; p = .12), for sentences; that is, in obtaining
—~ - ' ‘/
word/meaning for an unfamiliar word in sentence% there was no
. N : N

g Ksignificant difference across the grades in the mean number of

B m‘eaning cues used (Table 7.9). . sor N e ’ - m

Y In paragraphs, there were no sitgnificant main effects due

. , L , P )
to grade (F 2.54;);==.09§. Main effects due to groups were

revealed (F

1

.6.26; p = .00). Scheffé'tests revealﬂﬁgg significant

.

difference\between the means of the Very Proficient readingﬁgroup

—

\
and the Less Proficient reading group (p<:.01) in favor of the-Very
Proficient reading groupé (Table 7.10)§§',

*

Relationsﬁip between number of meaning cues
and word meaning responses : .

Low positive‘(but not significant) coefficients of
correlation between the number of ‘meaning cues and qualitative word

¥
meaning scores on the U. F. W. Tests -~ Sentences were revealed 1in

grade 4 (rﬂ= .}2),in grade 6 (r = .43),and'in‘grade‘8 (rf='f23) A
(Appendix ). Likewise; no significant relationships between'the’ }>
number of meaning cues and word meaning responses for paragraphs wére
revealed in grade 4 (r = .16) dnd in grade 8 (r = 36).‘ In grade 6,

:'however, a:moderate‘significant ccefficient of correlation betweenr

F;meaning-cuég and word meaningresponse:(r = .P&)'wae_revealedi

suggesting that the more meaning cues ‘he grade 6. Sg used, the higher

.

were theilr scores. On the other hand, the same was not true'for
grade 8 Ss whose mean number of meaning cues-and mean word meaning
| Scores were mnot significantly different from those of grade_G. It

”
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Table 7.9

Mean NumbérﬁMeaning Cues in Ss' ResponsesACO'
U. F. W. Tests - Sentences

P
v : / ‘
Reading ' . SenFences :
~ Grade ' Group - ‘* Megn » Variance
. . ) .
4 _ Very Proficient © < 8.50 ‘ 5.10
‘ Proficient . 7.67- .- 1.87/
Less Proficient 7.50 : .. 1.90
6 . . Very Proficient B 1 9.67 _ : . 5.87 .
g Proficient : -~ 9,00 Lo 1.60
, - Less Proficient ©9.33- .. 6.27 . |
- 8 ‘ Very Proficient " 9.50 ‘ 5.10
' . Proficient - - : 9.00 - .2.80
Less Proficient R 7.83 S - 8.17
. - : : ~ :
Signifiéant Sources of Variance o p*
Group . . .35 . - g
. Grade .18. :

Group-~Grade interaction “ E ‘ W91

* Significant at .05 level



N\

Table V.10

.
<

. »

Mean Number Meaning Cues in Ss' Responses tpk
U. F. W. Tests - Paragraphs

Paragraphs

"V

N Reading
& Grade ' : Group : %ean - Variance
V‘ v 4‘ : . :
4 Very Proficient '10.83 A 17.37
Proficient 8.50 "6.33
" Less Proficient . - 10.00 3.20
6 .. 'Very Proficieat . 13.83 12.57
: Proficient - 13.00 11.60
’ ~ Less Proficient - '8.83 5.37
8 Very Proficient 12,83 5.37
Profigient . 9.67 16.67
Lessgfﬁdﬂicieqt CLF ."9.00 7.37
' ) 75 3 e i ’ .
,  Significant Sources of Variaune °~ .t p/ ‘
{Grouﬁ S01%*
Grade . . ‘%: .09
- -Group-Grade interaction .18 N
Scheffe Test of Siénifipance Between Groups i ) ‘

CESR N

Very Proficient ° LAl « T L01%k
Proficient : ~ 4T ,
Less Proficient '

. A .

Very Proficient Proficient . Less Proficient

%k Significant at .01 level -

=~ #,a‘ .
>4
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e was,therefore, possiblo that grade 6 Ss were more stable in the "

- selection of meaning cues to obtain ‘the meaning\of unfamiliar words -

- .

. ' Y '

:in paragraphs than they were in seletting meaning cues for some of
. . YAV ) .

R L3 Con
the-other Qeading-tesks.. o : o -/
| L » “~ , ' '
"These vf1i dings seemed to lend further4§hpport to what was

’stated previpu%}y concg;ning sg! ruse of meaning cues. in the F. W.
n‘ 3 \
Tests ~ Sentences and Paragraphs Ss tended to vary in ability to

-

abstract meaning cues from the context but’ factors other than the
: ' R )
. number of meaning cues abstracted seemed to influence their ) o

IS
/ e -

ﬂibqualitative word_meaning scores. -
. ) B

3.

A

'Use of single'meaning czes' 15
: ¢ :

To determine theﬁextent that the: reported number of meaning
. cues whicb”aidedlthe Ss- to obtain‘word meaning was a single meaning
‘;cue, a frequency codnt was made (similar to that done for.the '

- L5l . *

F. W, Tests) The percentage of acceptable word responses ﬁ}evelgil
4

‘;and 2 combined) was calculaged Findings, shown in Table 7. 11

~ t

- revealed that the Less Proficient reading groups’ tended to use . .

single‘meaning cues more frequently (for approxfmately 30 to 57 per

o

cent of the responses) than did the Very Proficient and Proficient

reading groups (for approximgtely 17 to 37 per cent) for sentence

°
I

items. Only in’ grade 4, hOWever was the Less Proficient reading
t .

:group as efficient in'using single meaning'cues as were the other

’two groups. Throughout the study,\the reaponses of the grade 4 Less

Proficient reading group (having within it at 1east two readers

a -

_potentially very able readers,‘as determined by ‘the criterion

vocabulary sbore) revealed that this group tended, at times, to be
u/ . “ 1, » . i .‘, ) ' ) w& .
L * a Q.o . ki .

T

o
=3
o]
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Percentages: Attempted Word .Meaning Responses and Acceptable Meaning
Responses When Single Meaning Cues Used in U. F. W. Tests - Sentences
) o and Paragraphs e :

Table 7.11

¢

: \ . ,
’ Senten;es,\) ‘ Paragraphs -
‘Grade Reading ‘ % 4 ‘ 7 oz o
v « . Group " Attempted Acceptable Attempted Acceptable
4 Very Proficient . 26.67 126,67 23.33  6.67 .
Proficient - 36.67 © © 13.33 36.67 23033 .
Y Less Proficient :  40.00 ,  30.00 '313.33 . 3.33, - .
; . 34.44 23.33 //‘/54.44~~4< 11.11
6 Very Proficient  16.67 °. - 10.00’// 1-10.00-‘ 6.67
Proficient - 26)6#3( 10.00 - 13.33.. 0.00
- ' Less Proficient  '30.Q0 . 10.00 20.00 _3.33
e 2644 10.00 14.44 __3.33.
8  Very Proficient  36.67  .26.67 .  6.67 6.67
Proficieht 43.33 - - 23,33 ©23.33 . . 10.00
+ Less Proficient _56.67 - .23.33 . 26.67 13.33

— : \ o .
4556 - “26.44  “18.89 . 10700 ,éé




280

'proficient readers, at other times, they were less proficient than
w@re.the other two reading groups, that is, they tended to be 1es§
.stable in their ability to use the meaning cues effectively.

'. For -both sentences (24 44 per cent) andg%aragraphs (14 44
per cent) ggade 6 Ss tended to base their responses on use of single
meaning cues less frequently than did Ss in grade 4 (34.44 per cent
and 24, 44 per cent) and 1in grade 8 (45 56 per cent and 24.44° per cent)
for sentences and paragraphs, respectively. -There was a tendency

for grade 6 Ss to use more meangﬁg cues (the difference signifi&ant

Vonly in paragraphs) than did Ss in g‘ades 4 and 8. It is possible

that, during the transition from beginning intermediate (grade 4)
'to senfor intermed‘ate OoT upper. . elementary, grade 6 Ss were
)discovering that} the "woods are full of verbal contextv(McCullough
1958)." They tendeﬁ* how%yer, to be less efficient in the use of

. s .
. the meaning c;ygutﬁ;n were~grade 8 Ss, whether using single meaning

cues or several meaning cues to obtain word meaning frop context.

‘In the larger context of'a paragraph Ss in grades 6 and 8

tended to take fewer risks than did grade 4 Ss. The di,.iculty level
- of the unfamiliar :ords in paragraphs may, in part, be’ responsible
for the lower proportion of single meaning cues used. Fewer
responses on the basis of single meaning cues were attempted by the

'_Very Proficient grade 8 reading gé%%%?(6‘67 per cent)- than by ‘any

reading group a}¥%ss the grades. The findings seemed to indicate

selection, realized when to risk their response on a single meaning '

'cue (i. e. all their WOrd meaning responses were acceptable) It

"\\ -

£
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8

wasﬁapparent, too, that grade‘a tended tgfattempt word meaning
(24;22 perkcent) on the basis of ; sing¥e meaning cne.more frequently
than was profitable (11.11 per cent). |

In general, across the grades there was a tendency for the
Very Proficient reading grOups to gnake the ' most efficient use of

single meaning cues to obtain the meanin of an unfamiliar word in

contelg. T
| A ..k\
', Embedded meaning cues versus the; meaning cues
~ - T
Ss"reQealed that embedded (E) and other‘(O) meaning cues
x L .

were used by'Séﬁresponding to the U. F. W.-TestEi— Sentenced and .
: _ , K] - p
" Paragraphs (as was reported for the F. §. Tests Sentences and S ’

Paragraphs). Téble 7.12 shows the mean?number of embedded.and'other :

meaning cues used in sentences andiin patagraphs'by group-and by
grade. It 1S possible that the tendency for more other (Q) meaning

cues to used in paragraphs than in‘sentences might_be related to

their. avai bility in ‘the larger context of_paragraphs.

Reference to personal experience -

Out‘of the total number of referencesvto personal experience,

12 responses were related to: highly personal experience, 7 references

were made to school and related activities, and 47 #eferences were

. - ' A%

. made‘to experiences designated general (Table 7;13).3\Of'particular
. ’ . A )
interest were‘the following items related to Ss' references to
personal experiences.

1. geference to highly personal ("I" or "you" as subject)

experfinces was limited to responses to items containing words such
. , v [
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Table 7.12

‘Meahsi Embedded and Other Meaning Cues'Used”téjObtain Word
"  Meaning U4 F. W. Tests - Sentences and Paragraphs

: rmgead_ing Sentence Means -é%hragraph Means
Grade - Group Embedded .  Other  Embedded Other -
4 Very Proficient 6.50 2.00 °  6.83 - 4.00

Proficient o 6.50 - 1217 5.83 - 2.67
Less Proficient H? 5.83 ~1.67 7.17. - . 2.83
6 Veryfproficien;‘;”- - 7.67 2.00 9.50 " . 4.33
Proficient Lo 7.00 2.00 9.33- - 3.67
Less Proficient | 5.83- . 2.00 . " 6.17" o 2.67
8 Very Proficient 9.50.: "t 2.00 .9.00 - 2.83
" Proficient "~ 7.50 1.50 - 6.67 3.00
- Less Proficient 7.17 . 0.67: 6.67 . 2.33
Table 7.13°

Frequency of Reference to Personal Expetigﬁpe'invSubjects' Responses
' U. F. W. Tests - Sentences and¥Parapraphs

e

S ‘ : Type of Ekpérience ‘ P
Grade ' Highly personal . ~  School . General Total
4 R / 2 16 19
6 6 N2 19 A

8 s T ’/ 12 20
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as piscatorial (e.g. "When you're fishing you cast your line.") or

. perfunctory (e.g. ". . . and most.of the time, I just wash,‘turn on .,

)

-the tap, slip my ds under it, turn it off} and .I'm off").

Younger Ss tendeds to consiéer perfunctory related to a "gpcd washing""”“
probably because they believed that their hands were given a '"good |
washing before going to the table," even though adults tend to consider
their efforts.to'have been otherwise. -
-2. Few references were made to school activities., One
reference was made to books by ubject #47 who recalled having read
- a book "on those things" (limpets) '
3. The most frequent reference to general erperience was

.

made in responses to the following unfamiliar words: Bewail (cats
were familiar’pets),pstaves (barrels seen - at "grandpa s house" or -
"at Knott s Berry Farm"), lgtgg (water lilies seen "while canoeing in
the north"; and® repose ("easy chair in the living room to relax in" or
"beople rest after a meal™).

b Specific reference was made to personal experience'in

9 26. per cent of the responses to. the U, ‘F. W. Tests = Sentences and

1 Paragraphs (Reference was made to personal experience in 12. 28 per

cent of the responses to the F. W. Tests —'Sentences and Paragraphs).

It appeared that some Ss)tended to draw upnn persdnal experiences
when. explaining the meaning of unfamiliar words in much the same way

that reference was made to personal experience in their attempts” to

-call to mind a familiar word missing from the context.
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meaning from context

Processing "time" reported for obtaining word }

.Acegrding'toiSs' reports, efforts to obtain the meaning of an

unfamiliar word from the context of sentences and paragraphs
i
required different processing "times", similar to that which was

reported for the F. W. Tests - Sentences and Paragraphs

o

‘In sentences.
.Across the grades the most freduently reportedvprocessing
"time" for obtaining an acceptable word meaning was "at the end of
first reading" (comparable to the findings for familiar words).
Tab1e17,1&_shows that acceptable word meanings were obtained "at the

end of first reading"‘by grade 4 for 41.11 per. cent of their

~_ responses; by grades/6 and 8 for 37.78 per cent of their

acceptable word meaning responses The percentage of reported
attempt4 to obtain word meaning "at the end - of first reading ‘was
highest/for"érade 4 (61 11 per cent) and lowest for grade 8 (46 67"
per cent); that _is, when grade 8 Ss attempted to obtain word
meanin -Qit the end of first reading," they obtained an acceptable

,‘word eaning for approximately 80 per cent of their attempts as

comp red to approximately 67 per cent acceptable responses for grades

4 a

6. Since the difficulty level of ‘the unfamiliar words tended "j

to ncrease by grade, the tendency ﬁmr increased efficiency in
obtaining. worc meaning seemed apparent.-'

For grade 4 Ss, the second.most frequently reported
processing "time" was "during second reading" (14 44 per cent) with

only slight variation by groups With respect to proportion of
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- grade was apparent.

grade 4 Ss (4.4& per cent) .

s

acceptable meaning responses (10 per cent), consistency within the

,\u BV "l

grade 4 Ss,

7
i

By contrast,’

A

.(14 44 per cent}¢tended to report obtaining word meaning for an

a5

. word meaning "dur ng,s_cond.reading" less_frequently than-did.the‘

- in grade 6 (15 56 per cent) and in grade 8

O,J':, .

Ss in grades 6 and 8 tended to report obtaining

nfamiliar word "during first reading” more frequently than did the

.1“’

However, grade 4 Ss appeared to bev

certain (100 per cent accuraty) before taking a chance on partial

reading of the sentence to obtain word meaning.

Differences

- between grade 6 and grade 8 varied slightly, both in reporting

word meaning obtained‘"during first reading"

(14.44 .and 15.56 per’

cent) and in proportion of acceptable meaning responses- (10, 00 and -

11.11 per cent, grades 6. and 8 respectively)

.There was, however,

v

:‘considerable variance within each grade, suggesting that some

--considerable number of sentences more than

were‘other individuals who, by extendin

obtainiword meaning successfully.

™

P d

-

»meaning was called to mind

: than one reading processing "times

"individuals were more efficient in rapid prog

ssing of meaning than

B

Ss. across the ‘grac:s tended to repor%>reading a

*

nce before the word

e processing,7seemed to

For grade 4 Ss the proportion of ‘more

varied from a nigh average of

S 14, 44 per cent (10.00. per cent acceptable) for "during second'

~acceptable) for 'end  of second~r2ading."

reading"

\_.’

to a low average of 6.67 per cent (4 44 per cent

P

For grades 6 and 8

,sdﬁewhat lower proportions for more than one reading to obtain word

1
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meaning were reported but the patterns tended to be similar to those

reported for,grade 4. : SR

Variability in processing_"time" was reflected'by groups
across the grades. The Very'Proficient reading groups tended to
adjust‘the‘processing of the‘passage in relation to'the'extent of

reading required to obtain word meaning from the context with

considerable efficiency. For example, the Very Proficient reading

group in grade 8'reported obtaining word meaning "during

5
reading" for 10.00 per cent of. their acceptable (Levels 1 éﬁfZ)

responses‘with,l3.33 Per cent attempted; for 'end of first r'ading"
: 63.33'per Zent of their respoqées were acceptabfe‘and 66v67 per cent
were attempted for "threebor more reégings only 6. 67 per centswere
attempted but all were acceptable.' While the proportion was
somewhat lower for grades 4 and 6 the patterns of processing'"times"
and subsequent.successes tended to he similarpto those reported

‘for grade 8. W

_ Reported processing ' time" by Proficient and Less Proficient
' reading groups tended to reflect their attempts to be flexible in |
‘dealing with abstract symbols, that is, they reported use of five
'processing times . Proficiency in the reading process varied. vAt
times Ss were highly successfuh: at‘other»timgs'they were unsuccessful.
The'Proficient.grade 8 reading group, for e#ample,'tended to be |
.most; . efficient for "during first reading" (13 33 per cent attempted

" and 13 33 per cent acceptable) and "end of second reading" (26 67

per cent attempted and~20.00 per cent acceptable). They 'tended to be

least efficient for “end ofzfirst reading" (43.33 per cent attempted

B
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and‘only 26.67 per cent acceptahle)r
The reported processing "times" of the Less Proficient

reading groups_are interesting. Across the“grades,'three or more
readings of sentences were reported for at least 20.00 per cent of “,
the items. The proportion of acceptable word meaning responses for
.grade 4 was high (20.00 per Cent out of 23.33 per cent attempted).

For grades 6 and 8 only 6. 67 per cent of the responses\attempted

‘after three or more readings were acceptable It is possible that

'the younger Less Proficient reading gronp attempted to use what
‘skill they had in an effort to obtain the meaning of an unfamiliar
word in the context, even though three or more readings were- necessary
to complete the task. By contrast, the older Less Proficient g
readers. tended to suffer from the qumulat{ye effects of lack of
Askilk_in synthesizing and integrating the meaning cue;“abstracted
from the context of sentences. | |

lhere were times,.howeveri when thebLess Proficientr

reading groups seemedICO'he‘successful; for-example, in grade'6,“

where the reported processing "time" was "end of first reading,ﬁ for
*.60.00 per cent of their responses with 46.67 per cent acceptable,
the accuracy level was higher than that of the Proficient and Very
Proficient reading groups; These results_seemed'to indicaterthat
the Less Proficient reading~groups‘(potentially able readers) were,
in some‘reading situations, proficient. On the whole, however, they

tended not to have developed the same level of proficiency demonstrated

by the Proficient and Very Proficient reading groups.
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In paragraphs

LA

For the five paragraph itemaion the U, F; w:‘Test, one half )<:;::>
or more of the Ss; responses were elicited “dnring the first

reading" or "at the,end of thevfirat.reading" (Table.7.15). The level

of efficiencyf-af de' ~vmined by the proportion of acceptable‘yord

meanings in relation tc the proportion of attempted‘word meaninga;

n-

tended to be higher for paragraphs than was the levei of efficiency

" for sentences.

Ss in grades 4 and 6 tended to be equally successful in
processing word meaning Mat the end of first reading" (30 per cent
of total responses).‘ The larger proportion of»acceptable>"during
first reading word meanings- reported by grade 6 Ss (21 11 per cent
out of 26 67 per cent attempted) than by grade 4 Ss (7.78 per cent

out of 8.89 per cent attempted) seemed to suggest that the grade

6 Ss,tended:to be better able, for some reading tasks, . reduce

uncertainty rapidly by way of abstracting ‘the- essential meaning cue(s) -
and deciding upon the appropriate relationships-between the cues and

the unfamiliar word more frequently than was ‘possible for the
- .

. younger grade 4 Ss. On thevother hand, the grade 4 Ss were proficient .

n that they ‘'seemed to realize when it was appropriate for them to
e upon an appropriate word meaning "during first reading

9d by the high level of accuracy (out of 8. 89 per cent attempted

. 7.78 per cent of the responsea were accurate) Inspection of Table

) revealed conaiderable variability in the remaining procesaing
"times" within each grade. In grant 8 there was 100 per cent accuracy -

in obtaining word meaning for 12 22 per ‘cent of the responses for which ‘

A
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meaning ‘was obtained "during.tﬁegiirst reading‘" ‘For these items;
it appeared that the thinking part of the reading process was soi
efficient that-only a portion of the words in the context was .
required to obtain the meaning of the unfamiliar word.

| The Very Proficient reading group in. grade 8 reported all
processing was completed "during the first reading" or by thel"end
of the first reading. " For the same group in grade/é, all processing
was reported as being completed with no more than, two readings of

any paragraph. At the grade 4 level all "times were reported as

useful and effective in obtaining the meaning~of an unfamiliar word

\ s~

7in a paragraph On the whole, less processing was required to "
read the paragraphs by the Very Proficient reading groups than by
the Proficient and Less Proficient reading groups."

Differences: in processing "time' ,required to obtain the E
meaning of unfamiliar words in paragraphs tended to vary somewhat :
within groups as well as by grades. Grade 8 Ss tended to obtain more"
acceptable word meanings with less processing'"time" required than
was reporggd by either grades & or 6. Furthermore, at g.ade 8 1eve1'
:the Very Proficient reading group was consistently the most

proficient reading group, having obtained all word meanings "during
'}first reading bor at the'énd of first reading with a high degree of
accuracy. The Proficient reading group also tended to obtain as manyk
wordf—kanings or more than the Less E;dficient reading groups for all
vreported processing "times . In grades 4 and 6 however, there

.appeared to be less consistency in processing ability by groups. In

grade 6, for. example,'the Less Proficient reading group obtained
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acceptable word meaning at the "end of first reading", for 33.33 per

O

cent (43.33 per cént a empted)'as compared t¢ the Proficient-reading

group who obtain 26 67 per cent acceptable word meanings (36.67

\

‘per cent attempted) at the ' end of first reading. In grade 4 : ,f !
the Proficient reading group attempted to obtain word- meaning for

;10 .00 per cent of their responses as comparéd to 6.67 per cent (both/
100 per ent accuracx) for the Very Proficient reading group. Likewise,

.the ‘Very P oficient reading group reported three or more readings for

T

a limited number of paragraph items (3.33 per cent) while the

Proficient reading group reported none and the Less Proficient
A A
°reading group required three or more readings for a considerable

»proportion of their responses (36 67 per cent) While there was a’ 4&

tendency for the Less Proficient reading grOup, in particular, to'

experience some word recognition problems with the unfamiliar words

(pronounced for then,as soon- as- the need was reqognizedg) -e_”timeﬂ

* required to process the context (i e. reread ~the context in order

“% } o
to interpret the passage and decide-upon‘a‘meaningjfor the unfamiliar

word) tended to be more e tensive for this group than for the

.Proficient and Very Proficient’

ading groups.

S : . ’ ' s
.Processing "time" for four selecteq, unfamiliar
words IR T

‘ . -~

- / Of the individual unfami ,. words presented to Ss in'

:sentences, stave and bewail were\mpst frequent\\\Eo examine the
: processing "time" " (i/e the extent of reading done“when. meaning

reportedly came~tb mind) used by Ss responding to “these two items,

. a frequency count of acceptable word meaning responses was made. -



TN

"Since each underlined unfamiliar word was represented.in five
,sentences, each sentence having embedded in it atileast one of the.
five selected contextual clues, the ‘tendency to use more or less
"processing "time" was probably related to*the type of ‘sentence
’randomly chosen for' a particuTsr S. Within those limitations,

'Table 7.16 shows the variation ir. reporced processing\”time" by

group and’ by grade for two unfamiliar words, bewail and Stave.

Since the same paragraphs containing the words 1 pet and
flaunt (two of the most frequently presented paragraph items) were
rpresented to all Ss for whom the words 'were unfamiliar, problems of-
different sentence types were removed. The frequency of erorted
processing "time" (Table 7.16) revealed tendencies for considerable

i

variation in processing "time" similar to that shown for the words

stave and bewail

The one grade 6 S reporting word meaning for ( pet'ﬂuring
2 :
first reading? stated that the main cue, seashells » was used only

. to. confirm what was previously determined ftom the preceding meaning M///‘
cues. The majority of Ss, how nr, reported that meaning came
’immediately after reading "gez: ells .) Some reported that other

_ meaning cues helped them, some tended to rely only on seashells"
~
The eight Ss obtaining word meaning for flaunt during first

b

readin eith ‘I Ynew what the word meant "as soon as 1 read 'with an
8

air of superioxity'" (in spite of some»Ss not being able to pronounce
superioritz meaning was apparent) or the meaning cue ("with an air of
: superiority") confirmed what was reflected in the girl's actions. For -

L

other Ss' however the meaning of the word flaunt tended to come to
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Repor ad-Prbceég;;g "Times":

.

Table 7.16

A

P

e
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Acceptable Responses to Four Selected

;nfamiliar Words U. F. W. Tests - Sentences and Paragraphs

N
- rJ
‘Processing .Reported,Responsés by Gtadeé"
- "Times" - - "stave" "bewail"  "limpet" "flaunt"
4 6 814 6 8|4 6 8 |4 -6 8
During 1lst reading 0 3 0 |1 '3>\‘2 o 1 1|3 2 3
End lst reading 503 508 3 6|10 12 9|2 6 1
During 2nd reading 2 3 2 |2 3 o 0. 2 3o 1 4
o . ) o T )
" End 2pd'reading , 3 1 210 1 1 5 1 0|5 .0 2
/ i A o
‘3 or morereadings 3 0 1|1 o0 2 2 0 0|0 o0 o
y € res ‘ B g L
o
-/ N
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mind after the reading was'compleqed Jdth some reporting "thinking"
about-the’word‘or "staring at it," |

| - In other words, although patterns of similarity in processing
. time" was determined from the responses, there was also a tendency

' for individuals ‘to bring their own processing "style" to the reading
2

task of obtaining word meanin for an unfamiliar ord in context\‘,

Summary: processing F. W. Tests and U. F. W | “
" Tes , sentenfes and paragraphs
By inspection, %he following observations were made in"

relation to procesging ' time reported for acceptable familiar words
|

missing from the context\\nd for unfamiliar word underlined in the B

context:

," ‘,- 1. Whether completing the context of a sentence or paragraph
with a familiar missing word or an unfamiliar underlined word Ss
across the grades tended to process the context.only once for a’
larger proportion of acceptable word responses, than'was’reported for
any'other processing "time". It appeared that Ss ‘tended tq assimilate
the meaning cues while reading the context for the fi st time by

accommodating .the neé/idea obtained’ from them ( he unknown word)

-

. into the environment of the sentence or paragraphs to "make -gense"

oflthe conceptﬁ' This technique, however was not the only one used

—

' by,dizeloping readers in gfades 4 6 andv8,'

2. There was a tendency for the level of efficiency for

F

each reported processing "time" to vary: for the U. F. w Tests -

v Sentences the acceptability of meaning responses for the five

'.reported pwzcessin;/;;imes ranged from 100 per‘cent to O per. cent

) .

s
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N

for sentences and for paragraphs, for the F. W Tests - acceptability

of processing "time"'for familiar word responses ranged from

/.

approximately 87 per cent to 36 per cent for sentences. For
paragraphs, the r/nge of acceptability for familiar word responses

yrocessed during the‘five reported "times tended to range from 100
. { :
.. per cent to 0.0 per cent accuracy. That is, for both tasks, obtaining

a familiar word missing from the context or getting the meaning’ of

an unfamiliar underlined word in the context Jghere was considerable

S

variance across ‘the grades in the efficiency (1.e. accuracy) with

which processing "time" was used.’

3. At the grade 8 level, approximately one half of the

acceptable responses for the F. W. Tests -and the y. F W. Tests for

sentences was reported as being obtained "during the first" or "ap
the end of the first readihg." By contrast Ss 1in grades 4 and

6 tended to report acceptable word meaning for the U F. W. Test o

"during the first" or at the end of the first reading" for between
40 to 50 Per cent of their responses, However, they tended to require -
more processing "time" to achieve the same proportion of acceptable
»word responses for familiar words missing from the context. It
appeared that calling to mind a word missing from the context (even‘ "
though familiar) tended to require more processing (i.e. reading)
t:an\yasbrequirgd/for determining the meaning of an unfamiliar
underlined word in the context. Although the reasons for the
differences in processing requirements were not determined in this

study, it appeared that the two tasks may have required different

abilities in addition to sharing certain common tendencies.'
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4. There was a tendency, across the grades, for Ss to

'

report less processing "time" for paragraph3 than for sentences in

both the F. W. Tests and the U. F. w. Tests, that is, although the

sentences contained fewer words than did the paragraphs, there was

a tendency(for Ss to process (read) the context of- the sentences

more extensively (or intensively) than the context of a paragraph

-The main concern with processing "time was not for how long the
—rer .

Ss’ required to obtain word meaning buq how much reading (1.e.

decoding and thinking)%was required to complete the meaning of the

con.2xt as determined by Ss' responses.,
‘. ] f

Refeadﬂng to check meaning and "make sure"

Across the grades the tendency to reread passages of the

‘_U F. W Tests - Sentences and’ Paragraphs varied (Table 7 17)..
Sentences tended to be reread more frequently by grade 4 (25 56°
per cent) ‘than by grade 6 (16 67 per cent) or by grade 8 (20. 00

per cent). Paragraphs were reread Dore consistently aargss the
grades -— for approximately one quarter of the 1tems. 'Within the
grades the variability previously reported for reading the passages
’was revealed also in reported rereading to check meaning, for '
.example, the Proficient grade 4 reading group tended to check for5-
the purpose of making sure less frequently (for no more than lO per
cent of the items) than did the Very Proficient reading group (for
.30 per ceng or more), or the Less - Proficient reading group (for up
to 33 per cent of the items). In: grade 6, however, the. Less
Proficient reading group tended to check for meaning most freduently

(from 27 to 33 per cent) and the Very Proficient reading‘group the

%
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Table 7.17
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to Check Meaning in U. F. W. Tests -
‘Sentences. and Parag_gphs :

Reading _ Grade 4

Gradé 6

Grade 8
Group Sentences Para- Sentences Para- Sentences Paras
: graphs graphs graphs
Very Proficient ' 36.67 30.00  10.00 20.00  20.00 23.33.
Proficient ~ . 6.67 10.00 . 13.33  26.67  26.67 33.33
‘Less Proficient.  33.33  26.67. 26.67 33.33 ° 13.33 16.67
'26.67  20.00 24,44

-Total © 25.56

2222 16.67

[N,
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least frequently'(from lO to 20 per cent).

The'variabilityAin Ss' reported rereadingwto fmake sure"
may;‘in part be related to. the variation in reported processing
"time" with the possibility that both were related to the

"individual nature of the U. F W. Tests —vSentences and- Paragraphs~

that 15, the indiv1dua1 items presented 'to one S may have required

more rereading to "make suré) because they were more difficult than

the items presented to another S. It might be, for example, one

' Teason why the Very Proficient grade 4 reading group tended to

: check meaning more frequently than either the Proficient or Less

; Proficient reading groups checked to- make sure' {‘ On the other hand

checking to "make sure" that the meaning of the context was complete

seemed to be one attribute of a proficient reader. o
Comments‘from Ss, such as the following, seemedﬁto‘imply:that

rereading of some passages was unnecessary. | |

| ubject #39 (ambergris) - .. I'remembered.

: ubject #4 (lotus) - Well it says so on the card.

‘ ubject #2 (piscatorial) - I read that once because as -soon as I gotp

to catch fish "I had it._' . R : ) b‘ . ' '

Findings: Intellectual Approach to the Task

‘ ‘ . o o .
Use of reasoning - : ' e ¢

On the basis of the'Ss7"exp1anations of why particular word'
meanings were given for the underlined unfamiliar vorda id the context,
the quality of the reasoning was determined The criteria developed

for analysis of the F W. Tests - Sentences and Paragraphs were
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applied to Ss' responses to the U. F, W. Tests — Sentences and )
Paragraphs. The reasoning inferred from each response was judged
as good, fair,,or faulty with appropriate numerical value attributed
to each résponse. Statisticalftreatment of.the data was ;hén,
épplied.

The following examples of Ss' responses were included to

“11lustrate good, fair and faulty reasoning:

a) Good reasoning -

~ Subject #21 - piscatorial Q‘fishing. Well, 1t says the "ability to

catch fiéh withcbnsiderable Su;Céssf" If yoﬁ.cén do somethiné with
.sﬁccéss, it'é a-skill. "And it says "fish", so fishing would‘have to
“be -the skill because ?ou cgtch fish. | (
Subiect‘#AZ - razed- destroyed. Well, they did something to the

‘"finest-citieS"vand then they had to rebuild them so they must have

destroyed .them. - 29

b) Fair rea;oﬁigg - ‘ ’

Subject #9 - bewailed - they'wéﬁe sad,vfhey couldn't get it off”théir
mihds.; Iﬁ says ";hey‘moufﬁed wh¢n thgir pet cat‘died'and’phey were
»Vg:y sad abouﬁ hisrdeafﬁ'for a long long timé."v Like the& were sad.
‘ Subject {44 —Arepose means to éit back and'relax} It was after dinner
;nqvafter dinner‘you'don't feel like doing much aﬁd it's in an easy
“chai;‘ahd.itfs’byvthe fireplace and that would méke it cozy and‘ali‘
thatf v. : B | : |

' vResponses placgd in.the ﬁgii‘reésoningicétégqry tendéd‘to
rely upon expérience;éften to ﬁhe neg1ect Qf tp;‘maiﬁ givén'qué. The-

.responses, however, indicated the Ss' attempt to justif§ chpiéés made



Gy 301

in terms of stating or implying relationships between the unfamiliar
word and parts of the context.

c) Fadlty reasoning -

Subject #14 - ambergris - perfume . . . 'Cause most '"women love

vperfume". (Limited use of meaning cues; wrong conclusion drawn.)

Subject #28 - ambergrls - somethlng made from the sperm whale. And
"it keeps the scent of orange blossoms and other spicy flowers"
(Missed key meaning cues; therefore, unable to relate the pefts
'abstfaeteditd the wholeﬂ) |
‘Subjece #31 - éerfuﬁééd@y»— thorough. It says,'a vashihg before He

appeared at the table. He must have . . . it says a "mechanical,

ST - . v,

disinterested”wettingq . oE ;-maybe he was a mechanicuand‘hfs Hands

were greasyﬂand he didn't care about his hands but he~did.”;(Inability
: s hands ! ~nal ,

~ to relate meaning,cues'abspyacfed;_eonfused and unable to synthesize

[
e
ol

" the given .information..)'.»i

N I“\“v\

riance yielded the"

9’ /

Y " S
. - 4

~ In sentences . ,J“

f/‘

SchefFe‘tests revealed ‘& significantndil:"'
¥R ~‘°f,
(p(’ 05) in favor of*the Ve§ydPrbficient reading g:oup (

; ;:% not
X ¥ ry
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Table 7.18 o

- Mean Reasoning Scores (N = 10) L. F. W. Tests - -
' Sentences ..

. >Sentences v .
Grade. Mean 7 Variance
4 ' A Very Prof1c1entﬁw ) 5.33 1.03

Proficient '-v s 4.17 ‘ 7.37
Less Proficient : 4.50 2.30
6 » . Very Proficient. : 5.00 - 2.89
| Proficient = - - 2. 67f§ | 5.87-
Less Proficient 2.3% . 1.07
’ . o
8 - : Very Proficient : 7.00 '._ 4.8C
: " “Proficient - . -5.00 - 4,80
- Less Proficient 2.83 . 6.57
Significant Sources of Variance _ P
Group : , B ‘ . J01*%
Grade- ' ‘ o : .13
- Group-Grade interaction o . .48

_Scheffe Tests of Significance Between Groups _ .
o Very Proficient "Proficient Less Proficient

Very.Proficient R . C .07 .02%

Proficient - R 3 : 4 .83

~ Less Proficient '

. ' ) : e
* Significant at the .05 level
** Significant at the .0l level
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considerably. within the group, suggesting that some Ss within the
‘Prof1c1ent reading group tended to he moreé able to reason than
were other Ss in the same group. »
There was no significant:difference in mean reason: -g
scores»by grade. These‘resnlts seemed to suggest thatfwnen the
unfamiliar words were placed in simpl& structdred-sentences containing
familiar context (other than the unfamiliar word), Ss across the
grades seemed able‘to combine reasoning power and language power,
;independent of age or grade level _Since ald was ‘given to Ss_unable

to pronounce any unfamiliar words in the conteXt (e.g. superiority,
forﬂgmental), it was con51dered unlikeiy that word recognition problems.
deterred reasoning. - On the contrary, some. Ss seemed to understand the
_ meaning of "some words which they were unable to pronounce (e.g.

sugerioritx) and tended to rely upOn them as aids to completlng the

meaning of the context.

In paragraphs

Main effects due to groups (F 8.58; p = .00) were revealed '”

s

(Table 7. 19) The mean reasoning scores of the Very Proficient reading v

groups were 51gnif1cantly higher than%were the mean reasoning scores {T)
. L
of ‘the Less Profic1ent readlng groups (p( 001). There was no
151gn1f1cant difference betyeen mean reasoning scores of the Proficient
-and’ Less Prof1c1ent reading groups. In each grade, the Proficient E. ép
reading_groups tended»not to reason as well as the Very Proficient
.reading groupe. 'On the other hand they tended to reason some-

“what more efficiently than #id the.Less Proficient reading

groups in order to obtain the meaning of an unfamiliar word
I ’ ) ) .

.’
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|
TLble‘7.19
. : - : . \
Mean Reasoning Scores (N = 10) U. F. W. Tests - -
: Paragraphs '

‘ ‘ : Reading : Paragraphs ‘
Grade . . Group © - . Mean .. Variance
4 ' Very Proficient - 4.83 DEEEES S VA

Proficient = . 4,50 - 4.30
Less Proficient : . 2.00 6.00
. . . : ’ . o T
6 . : Very Proficient 7.00 3.60 ‘
" " Proficient ’ 4.50 - - .. 1.07
) Less Proficient _ 3.67 1.11
8 ~(”‘ Very Proficient “ - 7.33 | ' 1.47
‘ - Proficient - : 5.17 .2.17
Less Proficient ' 3.17 ... - 5.37
Significant Sources of Variance = p
Group, : S , . 00***
Grade . B ' _ .18
Group-Grade interaction .80

- Scheffe Tests of Significance Between Groups -

. Very Proficient: Proficient Less Proficient
Very Proficient ' ‘ 15 . . 00*%x
Proficient - i ' : . _ : L1
Less Proficient . :

***”51gnificant:at .001 level : ; ;: .///3 ‘:}B
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from context.

There were no significant differences in mean reasoning

scores by grade. Variance within each grade,. however, was tonslderable,

.suggesting that some Ss tended ‘to reason the meaning of unfamiliar 4

> !

. f - ’ con ° S
- words in paragraphs more efficiently than did other Ss in the same.

)

grade. | - o -5 o

. P ' A RN
It was shown previously that the-processing "time" required

by the’ grade 4 Ss tended to be more extensive (i e. more reading

- of the context as opposed to less\reading) than was the processing

"time" reported by Ss in grades 6 and 8. Given the opportnnity to
o . - o ’ , ‘ .
think about the reading task, which provided specifically embedded

meaning cues, the yOunger grade 4 Ss seemed able to reason -and

make'judgments concerning relationshipslbetween the unfamiliar word

and the remalning context ‘with reasoning power that was rnot

31gn1f1cantly lower than the reasoning power generated by older Ss

¥

1n grades 6 and 8.

. Comparison: “reasoning scores in sente _cs

and paragraphs . B K ' ' : R

A

To ‘determine whether or not.there\\ij a significant difference

~between mean reasonlng scores for sentences ~and paragraphs by grade,

were as follows. . s N

P = .63) there was no significant difference between meah reasoning

correlated t tests were applled to the data- (Table 7. 20) » ResUlts

.
‘For grade 4 (t = 1.01; p = .33) and for,grade 8 (t = ~0.49;

T b4

" scores for sentences éhq paragraphs.’ That Ss in grades 4 and 8,

glven unfamllla words in the context of sentences. or paragraphs,

€.

@
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Table 7.20

Correkated t Testsg. Mean Reasoning Scorésa U. F. ¥. Tests -

Sentences and Paragréphs

N

Sentences Paragraphs
Grade " Mean - S.D. Mear S.D. Tt p
4 4667 24.04  37.78  27.60 1.01: 7\ .33
6 3133 26.03:  50.56  30.09  -2.22 . O4*
. . . . N ) ~ . N ) : .
8 4944 27.18 52.22 23.23 -0.49 .63

2

aConverted to percentages

*Significant at .05 léyel
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could reason the meaning of the unfamiliar word with comparable
success, was indicated by these results.

For grade 6, a significant difference between mean reasoning
scores Tor sentences and paragraphs (t = —2 22; p = 04) was revealed.
Although the results ‘were in- favor of paragraphs, the difference'
was approaching non—51gnificance at thev.OS vel. It is possible
that grade 6 Ss tended to reason less successfully_in sentences
because of the difficulty lewel of some ugfamiliarfwords'presented f

' ;in sentence~items. It apneared that some grade>6 Ss‘who may not
. . g :

have been‘cognitively ready to comprehend difficult concepts, tended

»

to operate.more successfully when .the test item:COnsisted of an.’
~unfamiliar word in the context of afparagraph rather than in a
' sentence. The mean reasoning scores'for paragraphs (i'“ 50.56;

S. D; 30. 09) were only slightly different from’ the mean reasoning ;

scores of grade 8 (X = 52 22 ; s. D. = 23.23), suggésting that,

;ven the un amiliar word in_ the. context of paragraphs, grade 6 Ss:
‘ ten ason the meaning of the unfamiliar word more like grade
8 Ss than like the younger grade 4 Ss (X ~37, 78; S. D. = 27. 60)

: Throdghout the study,_findings seemed to" suggest that the grade 6 :
.Ss were less consistently stable in their approach to reading tasks
than were either grade 4 or grade 8 Ss. Inlsome instances, grade 6 -
Ss tended to. operate more like grade 4 Ss; 1n other instances, they

';tended to reason and use language more . like grade 8 Ss. As shown
by . the large standard deviations across the grades, Ss. within each

'grade tended to vary considerably Ln their ability to reason the

: meanlng of unfamiliar words from the context of sentences and
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paragraphsf

Observations: during the interviews and. from
"~ the protocols o

The following observations were made from Ss' responses to

the U._F. W. Tests - Sentences and Paragraphs: -

1. Most Ss tended to approach the task'of attempting to. <

obtain word meaning for unfamlliar words, which -they S0 recently

admitted not knowing, w1th considerabie trepid)tion. vThe younger Ss,
in particular, either beeause they tended to be more verbal in

expre551ng their feelings or because the’ unfamiliar words seemed
especially formldable, stated or 1mp11ed by their actions that they

1N

feared they would be unable to complete the tasks.
2. At flrst Ss tended to be quite amazed t0‘rea1i2e-that
they were able to obtain word meaning from the context for such

nfamiliar words. . Even the most reticent tended to relax and enjoy
dthe experience of obtaining'word_meaning for some rather difficult

unfamiliar'words. It is- possible, however,,that t.e Ss tended to
ﬁ)

feel more confident because the U. F. W. Tests were presented during

the 1ast half of the second interview when both S and 1nvestigator

jwere better acquainted than they were when the F. W. Tests - Sentences

and Paragraphs were completed.

Comments such as the foilowing were made by;younger'Ss: "
'thought it must mean 'member of the water lily famiiy' but then again,

. you know, I thought that it would be just too easy, like to get the :b

definition of the word but "or "I thought it wouldn t do that

in a sentence. - It just gave the'word away." Even for a ¢ifficult
. o . ‘ . )
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word sufh as piscatorial, the comment was, "It was easy."

- 3. Some Ss' responses suggested that considerable thought )

7

‘was givern to the responses;.for example, 'I stopped and thought 3
about it'"; "I Just thought a little while and it came to me"; or

”I got my first idea when it said . . . ." An attempt was made

>

to ask Ss to explain what their "thoughts'" were but little
-additional information was gained The best information\waL obtained
» when the explaeftion concerning the thinking came spontaneously from

the responses of a limited: number of highly verbal Ss. For example,

Subject #42 explained how he thought about the word philanthropy by

&

saying, "I read the whole thing and then I thought 'What was%heﬁ‘

He was a generous person ‘ Similarly, Subject #20 reparted "I read

it once. I guess I thought of it afterwards I said la large '
number of flsh' and ‘then he had great piscatoria skill' and I thought,
What_type of skill?' and then I looked back and saw 'fishing';”

. - ° q .

3 4. Because of the individual nature of the test items .and the
limited number of sentences and . paragraphs presented to each S, no
;attempm'was m de to determine pQSSible difticulties in»relation tov
word-placement. Inspection of acceptable responses to selected words -

revealed certain tendencies, for example, the word limpets, placed

near the end of the paragraph was reported read only once in over 90 o

per cent of the responses Similarly, for the word philanthropy, the _‘_f
most frequently reported.processing "time" was at the end of first
K reading." There was also a tendency for Ss to report that word

:.meanlng was achieved "during first’ reading ‘when the unfamiliar word

was near the beginning or middle of the sentence or paragraph, 1if the
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i . . ) . ‘
meaning cues were in the environs. Sentence patterns were simple

(prohahly simpler than for the F. W. Tests)vmaking the matter of
P | - o
selection relatively easy for the discerning young reader, it seemed.

Summarz oL

{ . . . N

: . Responses to the U. F. W. Tests - Sentences and Paragraphs
revealed that Ss in grade 4, 6,.and 8 seemed able to ‘use the
linguistic information provided by\the.context‘ip order to obtain the

meaning of an unfamiliar underlined word in the context. Across'the'

h.

grades the accuracy of word form class of elicited word meaning

/" b .o

rcsponses ranged from 83 to 94 per cent of the responses, implying
that intuitive knowledge of ‘the grammar appeared to amd Ss in

obtaining. word meaning whlch was accurate, at least, in word form
class. " Tl o L M

That Ss used semantic information was revealed in several
ways. First,’Ss made use of the meaning cues provided by the context,
lhese cues included not only the five specifically embedded
: contextual clues (L/E, C/E D/D Contrast Synonym),but also other
.meaning cues. designated by ~-the Ss Results from the two—way analysis

lof variance’revealed no significant differences across the grades in -
e the'number of meaning'cues used in sentence items; in paragraph items, ;
ithe'Very Proficient reading groups used significantly more meaning

cues than did the ProfiCient and Less Profic1ent reading groups. Ss'!

dependence on'single meaning rues;to obtain an acceptable meaningd

:‘,for an unfamiliar word tended to vary from 10 to 30 per cent for

?

. sentences and from 3 to 23. per cent for paragraphs, across the grades.

4
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For approximately 10 per cent of their responses, Ss made
specific reference to personal experience while explaining how word
meaning was obtained It appeared that the more familiar the context, .-
the greater was the tendency to assocjate personal experience with

abstract symbols in verbal context.
-

Ss' responses revealed also that reasoning,made it.possible
for Ss to use the meaning cues abstracted from the contert. Results
from the two-way analysis of vardance reyealed no significant‘differences
in mean reasonlng scores for sentences,‘across the grades. By group,
the Very Proficient reading groups were significantly more able to
reason unfamillar word meaning from the context than were the
Proflcient and Less Proficient reading groups. Furthermore; there

tended to be less variability in the reasoning.Scbres of'the
Proflcient reading groups. over the Less Proficient reading groups.'
From Ss' word meaning responses no significant difference

7
;

‘between reading groups (Very Proficient, Proficient, or Less Proficient)
or grades (grades 4, 6, or 8) were revealed in ability to control the‘

) quality of the language used in the meaning responses to words
unfamillar to each S within each group and each grade. Ihereivasfa,
tendency,nhowever,‘for the Very Proficient.reading groups to use,mgre
mature,gprecise word meaning responses than'either the Proficient
or Less Proficient reading»groups used. DiStribution of word

'meaning responses in the four qﬁalitative levels of meaning suggested
vthat profic1ent and potentially proficient'readers in grades 4, 6,

and 8 weresstriving to obtain stability in the ‘task of abstracting

the meaning of an- unfamiliar word from context.
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Ss' reports of how the passages were read to obtain word -

a

C -

‘meaning also revealed that more acceptable word meanings nere
obtained following one reading of the context than for any of the

- four remaining processing "times . For.paragraphs; there was:a
tendency, across the grades, to nse more.processingj"time" than -
nas(repOrted‘for sentences Since acceptable word meanings were
'obtained for both sentences and paragraphs after - as many as three"

_or more readings of the context, it appeared that the amount of

pProcessing (reading) required tended to be .an individnal natter.



'CHAPTER VIII-
FINDINGS: COMPARISON$ BETWEEN CONTEXT TESTS- AND

WITH WORD FLUENCY

HowISs obtained a familiar word deleted from the context of
sentences and paragraphs was reported in Chapter VI. How Ss obtained
‘the meanlng of amn unfamiliar word from the context of sentences and .
Lparagraphs was described in Chapter VII. The purpose of this chapter

is to make : comparisons between Ss' scores on the F. W Tests ~ Sentences

‘and Paragraphs and their scores on the U. F, W. Tests - Sentences and

Paragraphs, as well as'to report relationships between Ss' scores on.

. each of these tests and word'fluency scores.

RelationshiAs. F. W. Tests and U. F W. Tests

for Sentences and Paragraphs

<

" Comparisons: familiar word scores and unfamiliar
word meaning scores

ReSults from the correlated t tests (Table 8. 1) ‘revealed
no signlficant differences between mean scores on the F. W. Tests

and the U. F. W. Tests-for sentences in grade 4 (t = 1. 50 p = .15),

in grade 6 (t = Otl&;vp é 89), and in grade 8 (t =1 .27;-p = . 22).
That 1s, when required to obtain the meaning of an unknown word
either an unfamiliarvword underlined-in the context or a familiar
’word.deleted frbm the conteXt, Ssvseemedjtdhexperience similar

successes. There was a tendency for grade 4 Ss to achieve somewhat"

higher scores for the U. F. w. Tests — Sentences (i'= 73.33; S.D. =

-

313
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12.02) than for the F. W. Tests - Sentences (X 62 57; S.D. = 8.34).

Likew1se. during the interviews, the younger Ss tended to take
considerable time to call to mind a familiar word deleted from the
context of some items. It is possible that the demands upon long term

‘ memory were considerably higher for the F; W. Tests - Sentences, thereby

placing demands upon some Ss who tended not to experience problems in
obtaining the meaning of unfamlliar words when the 1nformation required
- was Prov1ded by the context o 3\ ) // @

No significant differences were revealed in Ss' mean‘scores’for_
paragraphs’ in grade.4 (t ='¥0.l4; p =S.39), in grade 6.(t'= 1.84' P =
”.08), and in grade 8'(t = —1i16-'p +26). Whether the unknown word
‘in a paragraph was familiar or unfamiliar, Ss at each grade level were
' able to derive appropriate meaning with comparable success.

Because of the.difficulties surrounding conversibn of unfamiliar‘

.words in the vocabulary subtest of the Stanford Binet Intelligence Test,-

Form L to adverbs which could be used appropriately in test items of the

- U. F. W. Tests - Sentences and Paragraphs, they were not included. In

spite of this limitation, comparisons of Ss' performance on the two

tests, the F. W. Tests - Sentences and Paragraphs and the U. F. W. Tests :

Sentences and Paragraphs, were made. .Since there was no significant

difference in mean word response_scores on the F. W. Tests -~ Senteénces

dand Paragraphs when Ss' responses were grouped according to word form

) I
class, it was- assumed that this! might also be true for mean scores by

word form class in the U F. W Tests - Sentences and Paragraphs. It
is possible, however, that unfamiliar, underlined adverbs might have
created_significant word meaning problems. Therefore, the results are .

reported within these limitations mainly te point,up the need for future

A
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Table 8.1
‘Correlated t Tests and Means: 'F. W. Tests -
Sentences and U. F. W. Tests — Sentences
' : ' by Grade
F. W. Tésts U. F. W. Tests
Grade © Mean? - S.D. " Mean? s.D. . ¢ pb
A 62.57 © 8.34  79.33 " 12.02  -1.50 .15
6 69.79  10.29 -.;“76.06 13.79 - o0.14 .89
8 79.58  8.28  75.56 14.71 -1.27 .22
aConverted to percentages
“Significant at .05 level
% ' -
' Table 8.2
Correlated't'Tééts_aﬁd Means: F.. W. Tests -
Paragraphs and U. F. W. Tests - Paragraphs
‘ by Grade "
‘F. W. Tests U. F. W. Tests“
e —— . oy
Grade ‘ ~ Mean? S.D. - Meana‘, ‘S.D.° t pb
4 8972 12,47 §9.17 16.27  -0.14 .89
6 75.56 11.10 -~ 80.28 14.58  1.84 .08

8 8389  8.43  80.83 11.09 -1.16 .26
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investigations to overcome some of the problems encountered when

unfamiliar words are included in a study. =

-

Comparisons: reasoning F. W. Tests and
U. F W. Tests for sentences and paragraphs

Comparison of reasoning scores by way of correlated t tests

revealed no significant differences between the abilities of Ss in )
-_grades 6 and 8 to use reasoning to complete ‘the meaning of a sentence

with a familiar word mi531ng\and an unfamiliar word underlined in

‘the context (Table 8.3). The reasoning demanded by the F W. Tests

seemed to be more difficult for f((e f)Ss. When required to call to
Ji_

mind'a precise‘word'of "best f£iw}, not ﬂhcluded in the context, @DEQ% 0

_grade ‘4 Ss made more errors in reasoning than did the older Ss in

.. that grade 4 Ss were able to abstract meaning cues effav‘v

grade 6 and 8 (diecussed in the. previous chapter)‘lt was showu

is, inrg ,gﬂgir grade level) and, .as shown by
. _/- ‘?‘ ~“ ’1
performanc.q' }F' w Tests and ‘the U. F. W. Test,_they

'.attempted to manipmlate the meaning cues effic1ently in‘order' to

obtain word meaning. The inability to call to mind a precise .
meaning for a. familiar word seemed to inhihit the younger grade.AtSs
in garticular, eSPecially if the sentence structure tended.tr deviatey
from.a.simple pattern or, if the Ss' experiential:background tended

to be limited, In the U. F. W. Tests, however, when required to

obtain word meaning of an unfamiliar word, grade 4 Ss were not
significantly less able than Ss in grades 6 and 8 were in perceiving

and using meaning cues to reason a word meaning which was contained

in the context (discussed in Chapter VII). There was also a .

tendency for the reasoning scores of Ss in grades 6 and 8 to be
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iy

Table 8.3

Correlated t Tests and Means: Reasoning F.vw.‘Tests -
Sentences and U. F. W. Tests - Sentences by Grade

F. W. Testé ‘ U. F. W. Tests
" Grade x° s.p. X2 ~ s.D. t p
4 17.08 - 17.08  46.67 24.04 4.56 - ,00*
6" 31.11 18.38  33.33 26.03 - 0.33 .75
8 46.25 - 17.31  49.44  27.18  0.50 162

4Converted to percehtages
**SignifiCant at .01 level"
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-+

somewhat higher'when concerned with obtaining thevmeaning of
unfamiliargwords in the context as opposed to.familiar words
missing from the context. ‘This difference seemed to suggest that
the reasoning power of Ss across the.grades may have been hampered
by the task of calling to mind a'word‘deleted from the'conteat
because Ss - lacked the'language power required to complete the task.
The'discrepancy wasvstatistically:significant only at the grade %'
leyel._ : o - f.d T o -
As shoon'in Table 8.4, no significant differences»were found
. between mean reasoning scores in the F. W. Tests and-the U. f;'w.
.34); in grade 6 (t =

g
0. 66, P -52), and in grade 8 (t = -0.85; P = .41). ‘While grade 4

‘Tests for paragraphs in grade 4 (t = 0.99; p

-

Ss tended to haVe less diffieulty reasoning to obtain a familiar word .

deleted from the context of paragraphs X = 30.28; s.D. = 22.08) than
from sentences (i'; 17.08;'S.D.'=,l7;00), their mean reasoning scores
for unfamiliar words in paragraphs.was.somewhat higher (f = 37.78;
S.b. = 27%60). Again, these results seemed.to imply that_recalling
a word, even though a familiar word;'placed constraints upon the
younger grade 4 Ss.

The mean reasoning scores of grade 6 Ss tended to be higher

for unfamiliar words than for familiar words in paragraphs but the

differences were slight. It 1s possible that grade 8 reasoning scores

IS
—~

failed to reveal a. similar tendency because one S in the Less .
Proficient grade 8 reading group tended to give up as the result of
apparent confusion when faced'withuthe larger context of a paragraph’
andveven more so; when nnfamiliar words were part of-the tésk}

\l
¥
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gw} T ‘ Table 8.4
s . : '*) . :
4%9rrelated t Tests and Means: Reasoning F. W. Tests - Paragraphs
WY and U. F, W. Tests ~ Paragraphs by Grade

N

_ F. W; Tests ' U. F. W. Tests

Grade X S.D. SR & S;Dfa t pb
4 - 30.28  22.08° 37.78 27.60 .99 .34
6 4750  21.30 50.56 - 30.09 - 66 .52
8 57.22 19.67 52.22 123.23 . -0.85 .41

§Converted‘§b percentages

Significant at .05 level

B3



Since the U.' F. W. Tests were given. dﬁring the second half of -

u"

the second interview%.the possibility ‘of practf%e effects confounding
the results was considered In addition, paragraph items were
presented to all Ss after fentence items because the‘leVel of ’
difficulty for unfamiliar %des in paragraph was, ‘on the average,
_greater than the level of difficuley. for sen::}ce 1tems Considering
: the,&evel of diffifulty of all the unfamiliar words, Ss appeared not
to haVe been inhibited iniithinking power" bf‘the presence of |

unfamiliar words. Differences in the given tasks were obvious,

however, even though the differendea in Ss mean scores’ on the F W

Tests and the U. F. W. Tests were not statistically significant

. - %
Relationships: F. W. Tests and U. F. W.
Tests. for sentences and paragraphs

n Chapter VI. significant moderate relationships were reported

between ‘mean scores of the F. W.- Tests - Sentences and the criterion

comprehension scores (C T.B.S. ), for grade 4 (r = 65), for grade 6
(r = .70), and for grade 8 (r f 80) The amount of common variance,-

likely attributable to a common source, ‘was approximately 42 per cent
at grade 4 levei 49 per cent at grade 6 level, and 64 per cent at

grade 8 level ‘To that extent, then, the F. W. Tests - Sentences and

'the reading comprehension test (C T.B.S. ) appeared to be measuring the

. Y

same reading abilitiesr

Likewise,‘significant moderate coeffilients of correlation

~—

were found between the F. W. Tests — Paragraphs and the reading

comprehension test (C T.B.S.) for grades 4. and 8 (each r év-70)’

revealing that approximately one half of the variance was common to

A

-
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‘both tests and indicating, to that extent, the tests were probably

measuring thevsame-reading abilities. A positive (but not significant)

' relationship (r = .43) at the~g%ade 6 level,. indicated that the two

. ) v . \
tests tended to be measuring /the same reading abilities to a limited

o

extent (common variance apéfbiimately 19 per cent).

/
S/x
By contrast, relaééonaﬁips between mean scorés on_ the

)

L U. F. W, Test - Sentences and - the reading comprehension test (C T.B.S. )

*were'not:measur

+

Py
were" low with coeffigiehts of correlation for grade 4 (r = .01) anda

A
N

n 2 per cent indicating that the two. tests

fpr grade 6 (r —..12
4 ﬂ’,
variance was les X

as shown in,Table 8. 5 The amount of common

the same reading abilities. ‘At the grade 8

;/..

level howevgﬂ;na significant moderate relationship (r = 57) was
o \l

fouind.

',;Eor;paragraphs significant moderate relationships vere

found at‘the grade 4 level (r = 58) and at the grade 8 level (r =

69) between the criterion comprehension scores and U.F.W. Test.

R

It is probable that the two tests were measuring the same skills to

the amount of common variance, approximately 34 per cent at the grade

4 level and 48 per cent at grade 8 level A low positive (but not

. .
" significant) relationship was found for grade 6 (r'= .32), similar

L~

to that found between the F. W. Tests - Paragraphs and the criterion

: reading comprehension test (C T.B. S )

Coeffitients of,correlation between scores on the F. W. Tests

and the U. F. W. Tests for sentences revealed no significant

3

'relationship between the two tests across the grades (Table 8;6).

For~paragraphs, low positive‘correlations were found between the

3
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Table 8.5

Coefficients of Correlation U. F. W. Tests - Sentences and
Paragraghs and' Reading Comprehension Scores

Reading Comprehension- Scores
(C.T.B.S.)

‘Variable . - 'Grade 4 o Grade & 'Grade 8

U. F. W. Test : . o

Sentences o <://: .01 ‘ , .12 o A

U. F. W. Test o - o SR
Paragraphs - S .58% 32 J29 x*

- *Significant at .05 level
**Significant at .01 level

Table 8.6
Coefficients of Correlétion J. F W. Tests and F. W. Tests
e ’ for Sentences and’ Paragraphs '

. o L : F. W. Tests: - o
Variable’ ‘ ‘ ' _ Sentences S Paragraphs

4 6 8 . 4 6 . '8

U. F. W. Test - _
Sentences © .06 - .30 47

-~ U. F. W. Test L S
'~ Paragraphs - . L 47 <44 .?}**

' *Significant. 'at .OS/IeQel\ - o .
**Significant at .0l 1level AR : T~
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o

scores on the F. W. . Tests and the U. F. w Tests for grade 4 (r = .38)

‘and for grade 8 (r = .40). Although the mean scores of grade 4 Ss
were almost identical on the'tpo tests, individual scores on one test
dere not appropriate for predicting individual scores on the other
test. » . | |

Bv contrast othe difference between'mean scores on the

F. W. Tests and the uU. F W Test for paragraphs was approaching

significance at’ the grade 6 level A significant coefficient of
correlation (r‘— .69) suggested that the two tests were’ |
probably measuring the same reading”skillsgto the amount of the
common‘variance;.approximatelyf4l per»cent;

Therefore; although Ss tended to'use syntactic and.semantic
information with considerable skill 1in both tasks (F. W. Tests and

U. F. W; Tests), it appeared that the reading- thinking skills required

by each task were, in some respects different _ What was unique about..
each task was not determined by this study. Results from the

F. W. Tests - Sentences and Paragraphs suggested that Ss who obtained

o

an acceptable nord response tended to use the meaning cues abstracted
from the context It appeared that Ss used the meaning cues by
determining their relationship to. each other and to the context as a
whole, for the purpose of helping them call to mind a familiar word
missing ‘from ‘the context. ' Ss ‘most successful in completing the

tasks provided by the U F. W Tests - Sentences and Paragraphs

seemed also to\abstract meaning cues .from the context for the purpose

1sfof determining their relationship to each other, to the context as a

wf,whole, -and in particular, to the underlined unfamiliar word in that

e
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v context. Although the reasoning power demanded by each task seemed
to. vary, within eaeh test and b tween tests, Ss across the‘grades
tended to approa&h the task of obtaining word meaning from context

11n ways which were' similar.

Word FluenCy

As shown i Table 8 7 relationships between word fluency and
abillty to obtain the meaning of a familiar word deleted from" the

context (F W. Tests - Sentences and Panagraphs) tended to vary by

grade. In grade 4, there was a low negative coefficient of correlation
bet .2en word fluency scores with no structural limitatlons for

sentences (r = - 007) and for paragraphs (r = - Oll) Examination
of Ss protocols revealed that two Ss in the Less Proficient reading

{‘

- group and one S in the Vety Proficient reading group, for example, g

had high word fluency scores but tended to have lower word response

S

scores than some Ss in their- respective groups “The low positive

relationship between total word fluency scores (structural and no‘
‘ str_uctural limitations) for sentences (rv =3 202) and for paragraphsé@ ,5
f\l(r 153) revealed a low positive relationship between word fluency
:fstructural limitations (e g.‘rhyming words or four-legged things) and .
h abiﬁity to complete the meanihg ofrthe context The word fluency test
. with structural 1imitations, like the task of completing the context
with a word representing an intended meaning, tended to require )
i .

convergent thinking while the word fluency test with no structural

limitations tended to allow for greater divergency in the flow of

v L 5 : o

PN . . . N #" .

- ”w

Sy

ideas (words)v e o v e IS
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Table 8.7

Coefficients of Correlatidn: Word Fluendy and F. W. Tests -
Sentences and Paragraphs; Word Fluency and U. F. W. Tests -
' Sentences and Paragraphs

\

Word Fluency

Variable : Grade 4 ‘ Grade 6 " Grade 8

 Test 1 Total’  Test 12 Total® Test 12 Total®

F. W. Tests - ' A
Sentences - -.007 202 . .262 .451 .369 .398

F. W. Tests ~ o AT v . :
Paragraphs . =,011 . .153. .331 .201 +- .329 .380

 U.‘F. W. Tests - o v- ) ‘
Sentences - -.031 -.038  .001 316 2 L467* L493% .

L. F. W. Tests - ‘ S ' e
- Paragraphs - B .023 - .051  .019 -160° L494% 546

HNo structural limitations ‘
bStructural and no structural limitations
*Significant at .05 level



. In grades 6 and 8 there was a tendency, however, for the

relationship between word fluency and word responses to the F. W.

. Tests - Sentences and;Paragraphshto'be_positive and somewhat higher
bthan was deternined‘for gradevﬁ, Since the older Ss ténded to
experience fewer problems in.recalling familiar words deleted from

“the context than was experienced by grade 4 Ss, the higher coefficients
of correlation for grade 6 (r =,;45L for sentences; r ; .201, for
paragraphs) and for grade 8 (r = .398,for sentences; r = .380, for
paragraphs) ‘were realistic It appeared that Ss in grades 6 and 8

' were somewhat better equipped:either to allow ideas to flow or to
control them when rednired, although the relationship was not
Statistically significant. |

The relationshiplbetween_word fluency and word”meaning

'responses (U.F.W. Tests - Sentences and Paragraphs) revealed‘similar

tendencies to that reported for relationships between word fluency

‘and word responses (F. W Tests - Sentences and Paragraphs) In

grade 4 there werellow negative coefficients of'correlation between
vword rluencyiandvsentences when there were no structural 1imitations
'_(r = iOdl) and.when there:were structoral.limitations‘(rh= .038). For
paragraphs, low poSitive correlation coefficients were revealed
;é% (P = ;023 and r = ;Ogl)- In grade'6; low‘positive correlation
E&ﬁﬂcoefficients, ranging from r = .001.to r =v.316, were revealed. Qﬁg'
"grade18§§howewer,;moderate significant”coefficients.of correlation
were“reVealed between sentence wordbmeaning responses and word fluency'

both without structural limitations (r = 467) and with structural

limitations (r = ,493). Similarly, moderate positive relationships
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were revealed between word meaning responses to paragraphs and word
fluency without structural limitations (r = 494) and with structural
;limitations (r = .546). These findings seemed to suggest that the
language power of the older grade 8 Ss made it possible for them to.
allow ideas and words to flow as required by the task whether in-
1solation (i.e. word fluency tests) or in the context of sentences

or paragraphs containing unfamiliar words for which they were seeking

meaning.
Summarz !

Comparisoﬂwo ;Ss performance on the F W. Tests - Sentences .

and Paragr;phs and the U F. w Tests - Sentences and Paragraphs

revealed the following patterns of similarities and differences in
each grade.
1., There were no significant differences in Ss' ability to

v obtain the meaning of an unfamiliar Jord in the context and their
S :;‘%‘1\1 & E
ﬁﬁ 'abllitgége call to mipd the meaning of a familiar word missing from
’ 25 ‘m!ﬁﬂ’ . ’ -

gthe context ‘of senﬁences and paragraphs.’

7t i k9

.>v

"’fc.f . 3 )
J'ﬁ,*Z.. ThereQ%as no significant difference in the reasoning

used by Ss in grades 6 and 8 to obtain the meaning of unfamiliar

words in. the context or familiar words mia fng from the context.

Grade 4 Ss, howeVer ,seemed to have a’ significantly greater number of

‘problems reasoningQ% E@miliar vord vhich was not in the context but
o a .
supposedly, in the mind of the reader. “For paragraphs, there was no

7significant difference across the grades,‘in Ss"ability to obtain

word meaning from context, whether the word was familiar and missing
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from the conteit,or unfamiliar and included‘in the context . With
the 1nformat10n more diffuscly distributed in paragraphs than in
sentences, Ss ‘across the grades tend _to use. the meaning cues,
analyze ‘and integrate them more efficiently. .
| It'appeared that in general, Ss in grades 4, 6, and 8 were
able to abstract the meaning from the context,vseek relationships

between the parts abstracted, and thereby make Judgments concerning

how best to complete the meaning of the context of the F. W. Tests =

Sentences and Paragraphs ‘and the U. F. W. Tests = Sentences and

Paragraphs._.-

Relationships between word fluency and ability to obtain word

meaning from the context of both the F. W. Tests - Sentences and

- Paragraphs and the U F. W. Tests - Sentences ‘and Paragraphs were

'significant only at the grade 8 level for unfamiliar words, suggesting
that superior  language power made it possible for older grade 8 Ss
to control the flow of words‘or ideas, whether 1n isolation or in

: the context of sentences and paragraphs requiring completion of

B
‘meaning, with greater skill than was demonstrated by grades 4 and 6.



CHAPTER IX

SUMM:RY, CONCLUSIONS, AND IMPLICATIONS

The - importance of meaning vocabulary as a pgerequisite to

freading comprehension is, in general, accepted by those responsible

'/for reading instruction. Moreover it has long been assumed that use
of context prov1des the reader.with a valuable way to derive the
fmeaning of an unknowu word even‘though research to support this

point of view tended to be inconclusive. Although reported research
,seems’to suggest that younger readers are less successful in using
the context to obtain word meaning than are older readers, there~is
\little research to detegpine why younger readers may be less‘

efficient in using context as an-aid to word meaning. As a result

of research some information has been obtained concerning how mature

‘readers derive meaning from context. Little is known about the
process, used by maturing readers to obtain word meaning from context.
Hence, an exploratory study was designed to investigate how. maturing

readers obtained word meaning from context.

i
1

This chapter provides a sdmmary of the study ‘and, on the

basis of the findings, presents the main conclusions drawn,»followed

S

Qhe chaﬁggr and the stu o oo ' o
@ e y - . ’l‘ B S . * - « :

'by the %F educational implications Suggestions for‘further research

CODC

F; The punpose“of'the study‘w&sf&ﬁgﬁnvestigate how maturing

[
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readers obtained the meaning of an unknown word from conte*t:- An”

unknown word was defined in two ways: it might be (1) a familiar
l'word deleted from the‘context and replaced by a blank space or a

nonsense word (both of equal 1ength), or (2)-an ‘

unfamiliar word underlined in the context. These unknown words,

placed in the contexts of sentences and paragraphs, were complled

.

as two reading tests -7 the Familiar Words Tests -~ Sentences and

Paragraphs and therﬁfamiliar Words Tests - Sentences and Paragraphs.

- Each test ritem was presented individually_to each subject, untimed
and as_informally as possible. ResponSes to the two tests were tape

recorded and later transcribed~to typewritten protocols. The

possibility of a relationship between word fluency and ability to
obtain word meaning from context: was 1nvestigated by a battery of word

fluency tests was presented to each subject in a manner similar to
. that outlined for the other test@ﬁ

B . The fifty;four subjects, representing véry proficient;

50

\\\\§p£2fic1ent, and less proficient -eaders in grades 4, 6, and- 8 from
eight elementary public schools in Sasxatoon, Saskatchewan, were

¥

selected on ‘the ba51s of‘their performance on a standardized reading
» o

test (vocabulary and comprehension) At each grade levBﬁ% e}ghteen

vsubJects formed three reading groups —4 the Very Profic1ent

Proficient and Less Proficient reading groups.

A .
No 'a priori' plans for analyzing Ss' responses were made.
' P
Instead, criteria for classification of responses were developed from
PO

"the Ss responsdb These_criteria were based'upon Ss' use of

J
H

linguistic information in combination with an intellectual approach
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A

ey ©

~ to the task of obtaining wsgd{meaning from context. The

‘ reliability_of the post hoc;classification schemes, relative to
‘use of meaning cues, to reasoning, and ‘to the quality of 1anguage
dontrol as determined by the word or word meaning elicited was

determlned independently by four judges.

Since both the reading process  (how word meaning was obtained)

and the product (word meaning) were examined in the study, findingsqu

were reported in terms of qualitative descriptions, supplementedlf

treatment to determine their significance.

e, RN

Findings and Conclusions of the Studyv - 4

'On the basis ot Ss' eXplanations of how the sentences.and:
paragraphs were read to ohtain the familiar word deleted from the '
conté§t or the unfamiliar'word underlined in- the context, some
‘ aspects of the reading process were identified These were :

summarized in relation to the research questions posited and to the
null hypotheses tested The report of ‘the findings and the
conclusions of the 1nvestigation which follows includes, theretore,'
‘brief responses to each regearch’ question and to each hypothesis
_tested ?ﬁ ’ o o ;'

Summary'of findings and conclusions:
research question 1 '

Research question 1 -
o How do Very'Proficient Proficient, and Less Proficient
reading groups in grades 4, 6, and 8 obtain a familiar word

deleted from the context;of sentences and paragraphs?

’
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Hypothesis 1.10: for sentences
There is no significant main.effect'due to group or grade on

1.11 the: number of meaning cues used to obtain a familiar
'~ word deleted from the context; .

1.12 the reasoning used to obtain a familiar word deleted
: from the context.

1.13 the quality of the word elicited to represent a
' familiar word. deleted from the context.

o

Hypothesis 1.20: for paragraphs
There is no significant main effect due to group or grade on

1.21 the number of meaning cd%s used to obtain a familiar
word deleted from the context;

l.éZ the reasoning used to obtain a familiar word deleted
from the context ;

1.23 the quality of the word elicited to represent a
familiar word deleted from the context.

-

Summary
(ggalthough Ss tended to vary in their approach to .the task of
obtaining the word deleted from the context of sentences and‘
'pagagraphs, patterns of reading behavior were revealed which made
possible -the following general description of processing the context'
to derive word meaning;. Either during or after reading each _ :
sentence or paragraph test item from which a familiar word, was
deleted, Ss abstracted one or more meaning cues’ from the" context.
Each meaning cue —Eﬁs1ngle words, phrases, or clauses - appeared to
be selected b\ the S and. analyzed in relation to previous backgroundv

knowledge and experience represented by the abstracted segment to

other meaning cues in the context, and_to a word called to mind\for'

™
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the purpose of uaing it further in a particular context. From

the minimal cues required gor the task, ideasfwere derived'and'
synthesized: by way of veasonlng, making it p0551ble for proficient
maturing readers to elicit a prec1se .mature word in keeping with
their level of understanding of the context.

Young ‘maturing readers tended to exhibit a variety of
testing techniques in otder to obtain an appropriate word missing
 from the context, If the Ss were not able to immediately call to
mind a word or if they were dissatisfied;yith the word first chosent
testlng of possible relatlonships seemed to continue until a | -
word of "best f1t" could be accommodated into the particular

. 2
‘context. That is, the extent of reading required to obtain a -
familiar word deleted from ‘the context of sentences and paragraphs
varied from very limited processing "time" (i:e. "during first
reading") to extensive processing “time" (i.e.v"three‘or more

,n

readings"). Across the grades the most popular and most successful
reported proce531ng "time" was when the word was obtained at the
"end of first readlng. There was a tendency for grade‘8 Ss'to
.require less extensive reading compared to ‘more extensi\re reading
for Ss in grades 4 and 6 for paragraphs over sentences. These
f1ndings seemed to suggest that the older Ss, being more efficient
in abstractlng meaning cues from context than were the younger Ss,
were a1ded rather than abetted by the: larger, less compacted
- context of the paragraph.‘ ¢

égrade 4 Ss reported rereading to check meaning by making

_certaln that the elicited word "f1t" the context of sentences and



-

>
<

‘essential meaning cues from the context and integrating them by
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paragraphs more frequently than did Ss in grades 6 and 8. In view"

K

of the 1ncrea31ng efficiency by grade revea]ed in abstracting

7]

ireasoning to obtain a mature, precise word of "best fite" for the

o context, it agpeared that ,confidence in reading for word meaning

frOm context increased also by grade. ' ' ) ‘

The level of efficient language—thinking power demonstrated .
by the Very cient, Proficient, and Less Proficient'reading
groups in grades 4, 6. and'8 tended to vary. Significant'

differences'were revealed by: (1) the number oﬁ’meaning cues -

abstracted;_(Z) the reasoning used, and (3) the quality of the word

- elicited to represent the familiar word deleted from the cdntext of

.Q A

sentences _and paragraphs

v -

/

- (1) Number of meaning cues used. Grade 6tSs used

significantly more meaning cues to complete the context of sentences

than did grade 4 Ss and slightly more than did grade 8 Ss It
appeared that grade 6 Ss, having ar-ised s- the stage of.being.able
to separate disc _ete meaning cues in thn context, abstracted them

freely. By contrast, the older grade 8 Ss tended to be'more

~ selective while the younger grade 4 Ss- continued to work diligently to

abstract from the context as many discrete meaningful cues as were

S
‘,

_ possible

Very Proficient reading groups were significantly

‘more able to abstract meaning ‘cues from the context than were

the Less Proficient reading groups Although Proficient reading

groups tended to use. fewer meaning cues than did the Very '
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L'Proficient reading'groups, they tended to use more meaning cues .

than did the Less Proficient reading groups. Therefore, since the -

ot

differences in number of meaning cues used by grade and by group

a

.were significnnt, the null i bothesis 1.11 was rejected.
Tolthai' a familiar*word deleted from a paragraph, grade 6
‘.Ss tended to use ore meaning_cues‘than wereqused by'grade'A Ss‘but.
fewer meaning cues than were used by grade 8 Ss. . Since. the
- younger Ss were not- 51gn1fdcant1y less able to abstract meaning
cues from a paragraph than were the older‘Ss, hypothesis 1. 21 was
.rpheld in relation to main effects due to grade. |
. By group, however, the Very Proficient reading groups used
"i a significantiy greater number of meaning cues to obtain alfamiliar
Vwc =d tcleted from a paragraph than did the Less Prof* cient
‘\ei\reading groups, reésulting in. a: rejection ot hypothesis l 21

relative to use »af meaning cues, by groups There‘was.aitendency :

for the Proficient reading groups to use fewer meaning cues than

\\ R Tt

were used by the" Very Profici\nt reading groups and to use more

meaning cues than were used by the Less Proficient reading groups,,
suggesting tha('.h ‘the number of meaning cues reportedly used seemed

to have considerable bearlng on the maturing reader § success in

&
s

_ obtaining the familiar word deleted from the ¢ontext of paragraphs.

The average number of meaning ‘cues reported used by the

s

Ss ranged from slightly less than half to slightly more than half
" the reported available meaning cues. However, from 3 to7 per cent

v

of the acceptable word responses were based on reported use of slngle

*h

meaning cues. Responses to all five sentence types (L/E C/E D/E,

L ° o
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i
Contrast, Synonym) were represented in :this count. Moreover,

different single meaning cues tended to be used for‘any one
)F . i

sentence or paragraph, suggesting that key meaning cues seem to'

vary according to individual needs. .
- . ,1\‘
Lastly, meaning cues, classified as embeddé&‘(in relation to

\’r

the five types of contextual clues specifically embedded in t'e e

s /

context) and other (reported by Ss but not j“ f,fically embedded,in

the context), were reportedly used. For the majority of responses, ..

o

Ss tended to use both types of meaning cues. For some responses, ﬁ:;w‘E

.'au T

however, either embedded or other meaning cues were used exclusiVelyon»_

4¢
.o

(2) Use of reasoning Ability to reason effectively in_order d
I LR ' C/\.x.
to obtain the familiar word deleted from the context of sentences ~ff«

increased significantly by grade. Across the grades the Very ‘ b}"nig}
.Proficient reacing groups achieved signiﬁicantly higher mean a
"

reasoning scores than did the Proficient and theﬁL%ss Proficient
v‘d,.

¢

'reading group A Therefore, the’ null hypothesis 1. 12 was réjected’r

RS

Loliv

Profic. ent reading groups tend%g?to abstragt me@ning cues

oy

“in numbers not significantly different from the Very Proficient i )
"'1;_‘, ;,’_'- p

.
v

reading groups. When required to usevq§§ meaning cues by way of

reasoning, however, the proflcient reading

roups were less. able»_f”\

B '
than’were the Very Prdficient reading groups h~_%&'mean

gf
reasoning" P
scores of the Proficient reading/groups were higﬁer, but ﬁoﬁ 3§“4

S
'v 3

T .
significantly higher, than those of the Less Profic1ent reading

/ .
1

groups, k | //.

L

/- : . .
Successful ‘use bﬁﬁreasoning to obtain a familiar word deleted

from the context of a- paragnaph also increased significantly by

£l

“ . ’ : : ' . ”l c ,- ' -
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el

- grade. ‘It.appeared that grade 4 Ss were able to abstract’ meaning
cues from paragraphs in’ numbers not significantly lower than those
of Ss inﬂgrades 6 and 8. In using the m: :aning cues by way of

‘reasoning, however, the efforts of the younger grade 4 Ss were less

-*Jﬂ' . . . \

eﬁfective.
P AT

W o

”;gm Findings with respect to use of reasoning in paragraphs. were
L

similar by groups to that reported for sentences. Very Proficient

: reading groups reasoned with significantly‘superior efficiency over

the Proficient and Less Proficient reading grOups Hence;, hypothesis
2 22 was not supported by’ group or by grade Differences in
reasoning ability between Proficient and Less Proficient reading

groups were not, significant
](3) Quality of the word elicited The quality of the familiar

dﬁrd elic1ted to represent the word deleted from the context of N

’

sentences differed significantly by group and by,grade, result%ng in a

ks

reJection of hypothesis 1. l3 There was a significant progression in

Ss' ability to select a mature, precise word to complete the context

.

of a sentence. Withinceach grade'the Very Proficient:reading groups
'made significantly superior word choices 0ver'the Proficient and Less
Proficient reading groups}, These findings seemed to suggest that théi
’t} A »’f i

;‘roficient reading groups within each

'~older grade 8 Ss and éh

grade were in greater contrb .
T

of the language as shown by their choice
of more precise, mature words to complete the context.

TAlthough the‘Proficient reading groupsftended to’elicit a
meaningful word to complete the contexp more frequently than did

, the Less Proficient reading groups, considerable variability within

\
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each group,prevailedg C

" Thé quality of the familiar word elic1ted by grade 8 Ss to *
complete the context of a paragraph was significantly superior to _f
“that revealed by Ss in grades 4 and 6 However, given the support
of what appeared to be 1 more obvious information in a- paragraph
compared to a sentence, the quality of control over language (i e lthe
elicited word) demonstrated by grade 4 Ss 1in completing the context,
was only slightly lower than that of the’ grade 6 Ss.‘

L The ability of the Very Proficient reading groups to.

4

control the - quality of the word elicited to complete thé context

[

of a paragraph was significantly superior to that revealediby the "

" ¢
Proficient and Less Proficient reading groups. Hypothesis 1.23 was

,,..y
therefore. rejected by group as well as by grade Although the’

- C) N i
Less Proficient reading groups were’ somewhat 1ess able to control

the quality of the word elicited to complete the context of a

paragraph as- effectively as did -the Proficient reading group,

differences were not significant. , v

It was therefore concluded that proficient maturing readers
in the study seemed to reason the word deleted from the context of

L

sentences ;;d paragraphs by combining their linguistic knowledge

!IA
. and t%énking power. Successful processing of the context appeared to

‘represented a precise, mature word which could be accommodated 1nto

be related 'to the Ss .ability to abstract, select, analyze, and
integrate the meaning cues in order that the word called to mind

the given context of sentences and paragraphs

s
v
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Summary of'fiudings and conclusions:
research question 2

Research question 2

How do Very Proficient, Proficient, and Less Proficient
Treading groups in grades 4, 6, and 8 obtain the meaning of
an unfamiliar word underlined in the context of sentences
and paragraphs? :

P

‘Hypothesis 2.10; for sentences .

‘ There is no significant main effect due to group or grade on
- 2.11 the number of meaning cues used to obtain the meaning
of ‘an unfamiliar ‘word underlined in the context;

2.12 " the reasoning used to Obtain'thedmeaning of an-
unfamiliar word underlined in thelcontext;

2.13 the quality of the’meanihg‘_licited for an unfémiliar_
word underlined in the context. o

2
‘4

Hypothesis 2.20; for paragraphs -
Therg is no sighificant main effect due to grodp or grade on

2.21 -the nuimber of mgéﬁing-cueéuused to obtain the meaning

' »of‘an unfamilia: word underlined in the context; \
2.22 thg‘reQSOning used to obtain the meanihg of an
- - unfamiliar word underlined in the contgxt;h-

'2.23 the quality of the meaning elicited for an tinfamiliar
word underlined in the context’ e ‘
s

Summary
Ss approached;thé:task of‘deriying the of an unfamiliar

wo;ﬁhundgglined in the contekt ;h similar to chaﬁ revealed for o
““the task of obtaining a
: =

'sage or fdlldwing an overview of it, Ss

iliar Qord.deleted'from the context. While

readidg the reported
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s

thrases, or Elauses. These cues were analyzed in terms of their
relationship to previOus background knowledge and experience, to

other meaning cues in the context, and to the underlined unfamiliar
word.in the context . ?roficient maturing readers across the grades
seemed to integrate or synthesize the ideas obtained from the
'analysis; thereby deducing the meaning of the unfamiliar word

» Testing techniques ‘used by the Ss attempting to obtain

word meaning were also reported. Ss not able to obtain an

.appropriate ward meaning while prbcessing the context the first .
time, reported rereading the passage until they were successful.

Reported processing "times" ranged from "end of first reading" to

"three or more readings;" The largest proportion of acceptahle’word/fi/,

—

meanings_were reported for‘"end'of first reading'" processing "times."

~ . o

T

' Although grade 8 Ss seem 0 require less processing "time"

vthan did Ss in gra and 6, there was a tendencyvfor Ss to use
repbrteddprocessing "times", depending on the ease or
difficulty with which word meaning'was.obtained. Likewise, Very
Proficient reading groups tended to report less processing "time
for obtaining acceptable word meanings than did the Proficient and
'Less Proficient reading groups

i Rereading to check word meaning was also reported. 'Younger
Ss . tended to reread for this purpose not only more frequentlv butb

| also more painstakingl;\fﬁpn did the older grade 8 Ss.' Older Ss

seemed ‘to skim or to read only essential segments of the context as
. ' L . .
‘opposed to rereading the entire context. %

‘_Differences.were revealed by group and by grade'in: (1) the .
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number of meaning cues reported; (2) ‘the reasoning used; and (3) the
'quality'of;the.word meanings obtained.

- (1) Number of meaning.cues used. Although the number of

meaning cues elicited tended to increase by grade, there wy
significant difference in the number of meaning cues repoqf v
sentences by grade or by group. It appeared that grade 4 Ss were as

effic1ent as older Ss in grades 6 and 8 in abstracting the meaning

cues (embedded/or,other) .-required to obtain the meaning of an
‘unfamiliar‘word underlined in th;‘sentence; By group there was
considerable variability,»suggesting that individuals'within each
group differed somewhat in their ability to abstract meaning cues
‘essential to the task of getting word meaning. However, differences
‘were not. significant' the null hypothesis 2.11 wa//therefore
Aupheld .

For paragraphs grade 6 Ss tended to use more meaning cues
‘(embedded or other) than did either grades 4 or 8, again suggesting
; that at the grade 6 level, Ss in a stage of'transition, abstracted

the meaning cues freely but remained less able to use them to obtain A

word meaning as efficiently as did the older grade 8 Ss. There |

‘3/

‘were, however, 51gnificant differences in. use of meaning cues. by
group, making necessary reJection of the null hypothesis 2 21. 'The
-Very Proficient reading groups used significantly more meaning cues
than the Less Proficient reading gronps used the Proficient 2:

‘rqading groups used more- meaning cues than the Less Proficient
reading groups used Individuals withinﬁthe three gnpups tended

e o

to vary considerably in their ability‘to absctact meaning cues for IR
. aa.(‘ ,,‘- s q\_ﬁu e

. K P &
ok . -
KR m:,,”p.
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unfamiliar words of increasing difficulty in paragraphs.'
(2) Use of reasoning. When required to reason the meaning
of an unfamiliar word underlined in the context oﬁ a sentence (i.e.
use the meaning cues to solve the meaning problem of the unfamiliar
Aword),‘grade 4 Ss were as capable of obtaining word meaning aslwere
Ss invgrades 6 and 8. Therefore; since Qhe differences by groups
were not significant, the null hypothe51s 2.12 was upheld. Across 5
the grades the Very Proficient readingbgroups tended to reason
efficiently;'that is, they were_c6nsistent1y more efficient compared
‘to the Proficient ‘and Less Proficient. reading groups who seemed to
be somewhat less stable in their efforts to reason, even when the
unfamiliar words were, in fact, individually unfamiliar.
| With respect to reasoning the meaning of an unfamiliar word
underlined in a paragraph the success of gradev& Ss was comparable
to that of Ss in grades 6 and 8. It appeared that: the grade 4 Ss,
given words which were unfamiliar on an individual basis, were able
- to reason as efficiently as did the older Ss in grades. 6 and 8.
Although‘the‘Proficient reading groups tended to be "
,/gomewhatfless efficient inlreasoning than vere the Very Proficient
. reading‘groups, they tended also to belsomewhat rore efficient_g%
reasoning than were the Less Proficient readine groups. ' The Very
Proficient reading groups-werersignificantly morefsucceSSful in
reasoning.than were‘the7Less Proficient reading groups Therefore,
the null hypothesis 2. 22 was rejected by group but upheld by grade.

(3) Quality of word meaning. Given the. task of pbtaining

the~ meaning of an unfamiliar word, of which the difficulty level was

r
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specific to the individual (as determined by a pretest), Ss in the
~study, whether in grades 4, 6; or 8, were able to provide an
appropriate‘meaning for the word in'thelcontext ofva.sentence with
comparable skill. By group, however -differences’ in the quality of
" the elicited meanings were revealedf The Very Proficient reading
~ Broups were significantly more successful in providing a precise,
mature explanation of the meaning of an unfamiliar word than were the
Less Proficient reading groups: their explanations of word meanings
pwere somewhat superior to those of the Proficient reading groups. -
Variability within each.of the Proficient and Less Proficientvvéading
groups was apparent_but the differences between/groups in ability to
obtain the meaning of an unfamiliar word underlined in‘the_context of
a sentence were not significant. However, since a significant
difference in the quality of word meaning was revealed by group, the
null hypothesis 2 13 was rejected by group.- »1t was upheld by grade.
Although word meaning scores were not significantly

-

;hdifferent they tended to increase by grade. Therefpre, the
t

null hypothe31s 2.23 was upheld by grade: By group, however,

significant differences were revealed in that the Less Proficient
n.;) -

reading groups were significantly less able to elicit wbrd meanings

comparable to those of the- Very Proficient reading gr0ups, resulting

»

‘in reJection oﬁﬁthe null hypothesis 2.23 by group The Proficient
reading groups tendéd to obtain appropriate word meanings with

"increased succe$s over the Less Proficient reading groups but with.

less succesg than did ‘the Very" Proficient reading groups. L

o

It'was concluded that proficient maturing readers in

R ) o7

s
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the study tended to reason the meaning of the unfamiliar word by
combining linguistic knowledge and thinking power. . It appeared thatu
word' meaning was obtained by careful selection of meaning cues which
were analyzed by way‘of relating them to background knowledge and
experience, to other meaning cues in the context, and to the‘unEe“ ilar
wordihnderlined in the context. By‘integrating or synthesizing t
related segments, Ss were able to obtain the meaning of the
vunfamiliar_word in sentences and paragraphs.

Summary of findings and conclusions
research question 3.

Research question 3

Is there a difference across the grades in the Ss' abillty
"to obtain a familiar word deleted from the context of
sentences and paragraphs. in relation to

“(a) its word form class?
N ~(b) each of the five selected types of contextual clues
: (Language experience, Cause and effect, Direct

‘description, Contrast, Synonym) of which at least one
! is embedded in the context7

H{nothesis 3.0

There is no significant difference across-the grades in the
Ss'. ability to obtain a familiar word deleted from the
tontext of sentences and paragraphs in relation to

3.1 its_word form class;

3.2 each of the five ‘selected types of contextual clues
(Language experience, Cause and effect, Direct
Description, Contrast, Synonym) of which at least one

is embedded in each context ) B

°

‘Differences in word:responses by grammatical class were not
. ) : . s
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significant.' Ss'! mean‘word‘response‘scores represented by nouns,
verbs, and adjectives differed slightly. Across the grades word
response scores representing adverbs tended to be loWer‘than |

word response scores representing nouns, verbs, andvadjectives }
but differences were not statistically significant. These findings
‘seemed to suggest factors other than word form class contributed .
to problems encountered by Ss while.processing“the context to -
obtain a familiar.word deleted’from it. The null "hypothesis 3ll _ \
was upheld. - o |

Significant differences were revealed by igroup and by grade - )

in relation to type of embedded contextual clue, resulting in

reJection of the null hvpothe51s 3 2 The quality of the familiar

word obtained’ by the Very Proficient reading groups was

significantly superior over that of the Less Proficient readingl\

groups for all five sentence types (L/E, C/E D/D Contrast,

Synonym). The words elicited by the Very Proficient_reading groups

were significantly-superior‘over those of the Proficient reading
' groups for threejsentence‘types, Synonym,‘D/D, and Contrast By -

contrast, familiar words elicited to complete the context of sentence@hiigQF
by the Prof1c1entireading groups were significantly superior to '

those of the Less Proficient reading groups for L/E and C/E f

sentence types.

‘Whether or not a particular type of contextual clue

By

embedded in the context aided or abette. the process of obtaining

the word deleted from the context was nc revealed. Responses of

‘K~/
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some Ss suggested that function words such as ‘uptil, 1n, but, around,
Hé g%h helped some Ss obtaln word meaning while other Ss tended to
ignore them. Furthermore, sentence structure seemed to inhibit

ocx’ v

some Ss, for exanple, the expression partially done and scattered

-\
e

around, his room (Sentence 3N) seemed to create problems which may
?aVe influenced Ss' responses to the Contrast—type sentence items.

: Significant differences were revealed across the grades for
all.five sentenceitypes. ~liowever, whether the differences were . .-
caused by‘the embedded clue(s) or by‘other factors in the context
were not determined. The quality of the famlllar word elicited
by grade 8 Ss was 51gnificant1y superior to that of the grade A Ss
for all five senteﬂce types and to that of grade 6 Ss for two. types,
D/D and Contrast.-'leferences between grades 4 and 6 were
significant'for one type only, C/E. ‘

of the flve types of ‘embedded contextual clues, Ss acrossyﬁ>
_the grades were significantly the most successful in obtaining a t
\\familiar word deleted from the language .experience (L/E) type . |
sentence. It was not determined whether results were’related to.
'sentence type or to sentence structure or 'to other unidentlfied
factors. No consistent h1erarchy of ease was determined across the

grades b) Ss' ‘responses to the four remaining. types of contextual .

clues embedded in sentence and paragraph items.

-

Summary of findings and conclusions.
research question 4

Research question 4

Is there a difference within a grade in the Ss' ability to
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obtain a familiar word deleted‘from the context of a
sentence compared to a paragraph?

Hypothesis 4.0

“}' o There is. no significant difference within a grade in the Ss'
ab111t} to

4:1 reason the familiar word deleted from the context of a

' sentence and a paragraph;

v

a_&.Z’-obtaln the famlliar word deleted from the context. of a
‘. sentence and a paragraph

Summary

Wlthln ea&h grade Ss were able to reason and obtain a
ﬂfamil?ex word deleted ﬁ;?m the context ot>a paragraph over a
sehtehce“;ithbsignifiteht1§‘superior skill. Hence, the null
hypotheses 471 and‘;tZ Vere”?ejected.
| Nhile,the teésohvfetlSs' greater success‘ih using the meaning.
cues‘by way of ;eason1ng to a1d lnxobtalnlng a famii;ar word deleted
from the‘conte;t was not determlned the findings suggest that the
’extended context. and/or the less complex senrence structures of the
pa:agrephs over the sentences may heve contributed to the.significant
differences revealed.

Summary of findings and conclusions:
research question 5 :

Research question 5
Is there a difference within a grade in the Ss' ability

1
to obtain an unfamiliar word underlined ‘in the context of
a sentence compared to a paragraph?

Hypethesis 5.0

" There is no~sighificéht differehce_within a grade in the Ss'
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ability to

5.1 reason the unfamiliar word underlined in the context of -
a sentence and a‘paragraph;

5.2 obtainvthej nfamillar word underlined in the context of
a sentence and a paragraph

éu&mery

InAgrades 4 and 8 the Ss were- able to reason ahdvobtain the
' meaning of the unfamiliar word in:d ;entence and ‘a paragraph with
4comparable’skill. In grade 6, however, siénificantlv greater succees o
resulted from reasonlng to obtaln an unfamiliar word. underlined "in
‘a paragraph'than in a sentence.d There was a tendency for the Less'
éroficient reading group to experiencerconeiderabie difficulty.in

- o

using the context of the sentence to determine the meaningiof the

a N
LA

*

unfamiliar word. When the_unfamiiiar word was presented'In-a.paragraph

Ss in all groups tended to be more confident in obtaining word

C o

meaning, Moreover, throughout the study, grade G'Ss tended to be less
. consistent in their efforts than were4se in érades 4 and 8. It is’
possible that the significently.lower intelligence scores of grade'6
Ss (reported in Chdpter III) compared to Ss in grades 4 and 8 was
reflected in their ablllt) to obtaln word meaning from conte#t

The null hypotheses S 1 and 5.2 were, therefore, upheld

for grades 4, and 8 but reJected for grade 6

:So;ﬁﬁry'of Afindings and conclusions:
research question 6

Research qdestion'G : Co : i . s 3 1

" Is there a difference ﬁithin a‘grede'in”the Ss' ability to’
obtain the famjliar word deleted frOm the context of a
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{

sentence and a paragraph depending on whether the mlss1ng
word is represented by a nonsense word or a blank space?

—

. s
N

Hypo&hesis 6.0 - ] T ‘ }
There is no significant dlfference within a grade if the Ss"
abillty to obtain a familiar word represented by a nonsense
word or a blank space - S : .

6.1” in the dontext of a sentence;

6.2 1t the context of a paragraph. B

Summary N

- There was no significant difference within grades in Ssi
success’in obtaining a familiar word, represented by a nonsense word

or a blank space, in sentences and paragraphs. There was a tendency,
. i

’however, for: the Less Proflcient reading groups to eyperlence somewhat

greater difficulty with test ‘items hav1ng nonsense words 1nstead of'
: blank spaces. It is p0531ble that the less proficient reader
unc0n3c1ously attempted ‘to.use the letters in the nonsenseAwords as
. meaning cues, although such a. practice was not reported

\

The null hvpotheses 6 1 and 6.2 were upheld

Summary of findings and conclusions:
research questjon 7 . : _ S

::Research question 7

. Is there a difference in the way the Ss’ within a grade
obtained a familiar word deleted from the context and the
meaning -of -an unfamlliar word underllned in the contcxt of.

a sentence and of -a paragraph

.

Hypoth.esis 7d0: for sentences ’ | . o r}x:.;‘}‘.

-

, There is no‘51gnif1cant difference within a grade in the Ss‘
o ability to obtain a familiar word deleted from the. contert
3 and the meaning ;of an unfamiliar word underlined in the

R
.

»um
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(ORI

context as revealed by

the reasoningvused‘

the quality of the familiar word and the quality of
the meanrng of the unfamiliar word eliCited

v

HypotheSis 7. 20 'for paragraphs'. o T
There is no significant difference within a grade in ghe Ss!
ability to obtain- -a familiar word deleted from the context

- and the meaning of .an unfamiliar word underlined Ain the’

context as revealed by

g5
&

7.21  the reasoningfused"
. L) ’ Toa

, o 7.22. the quality of the familiar word and the quaLity of

< ' the- meaning of an unfamiliar -word elicited

_.Summary
. . !’ .

For Ss“in'grades 6 and 8 there was no significant differehcev
in ability to. reason the word deleted from* the context and the meaning

of. the unfamiliar word underlined in the context of a sentence Grade

o

: A .58y however were significantly more successful in reasoning to

N obtain an unfamiliar word underlined in- the context than to- reason and
. ') . .

obtain an appropriade/word deleted from: the context It seemed - o

,probablc that the reasoning of the younger Ss tended to bewlimited by
E kS
the task of calling to mind a. word of "best fit” to represent the

2,

familiar ‘word missing from Ehe context Hence, the null hypotheses

f7 ll and 7 12 ‘were upheld for grades 6 and 8 bué?rejected for grade 4
It appeared that the Ss, learning how to prOCrss the context’

effiCientlv for the purpos of obtpining word meaning from it, were

able to do so- with considerable skill, whether the unknown word was '
4

~

jﬂ, - o
a familiar word delet/d from thd§c0ntext or an unfamiliar -word

.underlined in the 96htext However, ‘the question was\raiseo, while *

s . . - : TN



contrast, since the meaning of the unfamiliar word was not

con%ext of the meaning of the underlined/unfamlliar word “in

were upheld.

hSdmmary of findings:and conclusions:-

351

: observing the Ss ‘discuss their responses to the U. F. W. Tests -

Sentences and Paragraphs,_as to how much meaning was actually

obtained for the:unfamiliar word. In order to call to mind a

prec1se, mature familiar word Ss appeared to make use of previously

‘well‘established concepts, as revealed by their explanations. By

.

q

_prev1ously known, 1t‘isnwondered”whether sufficient'depth of

meaning was~obtained during this one encounter with the word -to

make future recall of meaning p0551ble and if so, how much, meaning
There was no. 31gn1ficant difference within grades in the Ss'
ability to reason and obtain either a familiar wqrd deleted from the °

’

context of a paragraph. .Therefore; the null hypotheses 7.71 anc 7.22

v

It is possible that grade 4 Ss, given the larger zontex:

" ofa paragraph 1nstead of a sentence, were, ablc to galn sufficient

confidence which enabled them to process the ccntext of paragraris

effic1entlv, irrespeCtive-of_the nature of the unknown word.

3 i

research question 8
Research question 8

} hhat is the relatiohship within a- grade between the Sg'
» . ability to obtain ‘an unknown word, elither a familiar word
deleted from the context or an unfamiliar word underlined
~in the context of seritences and- paragraphs, and word fluency?:
A : ’ l. : .‘Jf,
. ‘ v \;. | . : oo~

Hypothesis 8L0 ‘t'{ R o ' Lo S

> -
'

There is no significant relationship within a grade betWeen
“the Ss ability to obtain _ '
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B.l a familiar word deleted from the context of a sentence
& and “word flueney, g. »t__m,”ng . :
8.2 affamiliar word deleted from the context of a paragraph
_ “and word fluency,r
8,3 the meaning of an underlined unfamiliar word in a
' sentence and word fluency;

8.4 the’ meaning of an underlined unfamiliar word in a
' paragraph and word fluency

L4

ﬂSummary

ke

’ At grade 8 1evel a, significant positive relationship was
revealed between word fluency and abillty to obtain the meaning of an
unfamiliar word from thezcontext of a sentence There was a tendency _

' for the- remaining positlve correlation coeff1c1ents (with one exception)
B . : : A

to 1ncrease by grade. In grade 4, a low negative relationship between T

LR

word ﬁluency and ability to obtain the mean%ng of an unfamiliar word

-

/J‘!
fu either in the flow’of 1deas or in their control. While the word )

’!';'ﬂ ‘//
.fluency tests demanded a rapid flow of words! obtaining meanlng for’

"

suggested that for the younger Ss, stability waSTnoﬁ yet establishe%i b
=y

| an. unfamiliar word required well developed control of 1deas and words.
L ‘ %

" For some- tasks, all Ss seemed able to adjust effiCiently, but the
-~ : L
\ounger Ss 1nd the Less Profic1ent reading groups tended to experience_
' - ( .
h some difficult\ in sustaining flow and control of 1deas according to

the demands of the task Therefore, the null hypothesis 8,3 was
reJected for grade 8 and. upheld for grades 4 and 6 -The null ° - | . /

.wh)potheses 8. l . 8.2 and'8.4;were upheld across the grades.

. Lo
S . N . ) " c o "‘ : ,“ \ N
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\

U Suminary of findings and conclusions:

- fesearch question 9

" Research question 9
What is the r%lationship within gfades;between“how the Ss
obtained the unknown word and its quality, either.a familiar .
-word deleted from the context or an unfamiliar word ‘
" underlined in the context of a sentence and a .paragraph?-

.Hypoﬁhesis'9.10: “for sentences’

There is no significant relationship  within grades between

- the number of meaning cues used by the Ss and the quality
of . _ P ‘

9.11 the word‘eliéited,to represent a faﬁiliar}wprd
deleted from the context; . , _ N \.f
" 9.12 the meanihg‘obtaihedAﬁdr’an,unfamiliar word_ﬁndetlined

in the context. . Y

Lo | ""~-\\\\

'Hyﬁothesis 9;205 for paragraphs
There is no significant;relaﬂionship within grades between
the number of meaning cues used by the Ss and the quality

. of . . @3 :

9.21 the word elicited q@crepresent a familiar‘word

B deleted from the cqntext; \ : '

K - 9.22 ° the meahing'obtainéd for anvunfamiliar'wotd'underlined )
‘ in the context. - L

1 ) . 3

Summary: wmeaning cues and quality of word response
Al;hough‘thé'pOSitive corfelatidn<coefficient$ tended to

increase by grade, no signifiCant‘relationShips were determined for a.
sentence containingieither a familiar word:deleted,from thé'qpntext

»

or an unfamiliar word undérlined in the context.. Hence,'the null

. . o ¢ R , o oy
hypotb;;b§~?\ll,and_9.12 were uphéld. . E S R

. Fqgfparagraphs, all‘corrélation»coefficients between the

"

EPR

N . ’ . : =
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number of meaning cues used and the quality of. the familiar word

‘or the meanlng of the unfamiliar word ellcited bv the Ss revealed

positive increases by grade However, only in grades 6 and 8 were

the relationships significant between the number of meaning cues

and the quality of the familiar word elicited Therefore, the

= AN

null hypothesis 9. 21 was upheld in grade 4 and rejeoted in’ grades 6

and 8:

the null hypothesis 9. 22 was upheld across the grades. )
\!\‘-.. s

It appeared that although the number of meaning cues used

) T
was . in some way related to the word or word meaning obtained

c

factors other than the number of meaning cues may be more directly

related to Ss success in obtaining word meaning. Whether very. .

Pal

_proficient readers selected mofre key meaning cues w1thin the larger

number chosen, was not revealed in-the’study.

it

'.Hypothesis 9.30: for sentences //

There is no significant relationship within grades between the
number of meaning- cues and the reasoning used by the Ss to
obtain -

)"9.31 the'familiar word,deleted from the context;

s

9.32 the meaning of an unfamiliar word underlined in the
context o .

PR

Hypothesis 9;40: ,forfparagraphs

There 1is no significant relationship within grades between o
the number of meaning cues andothe reasoning used by the

'8s to obtain

9.41 the familiar word deleted from -the context

, 9.42 . the meaning of anwunfamiliar word underlined 1n the

< context.
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‘

_Summary: meaning cues and reasoning.
Fdr'both sentences‘and paragraphs relationships between the -
‘ number of meaning cues and their use by way of reasoning were positive-

with a tendency to increase by grade. For sentences, in- grade 6 and

8 the coeffic1ents of correlation were significant for familiar words
'but not for unfamiliar words. For paragraphs, only in grade 8 was the‘
,relationship s1gnificant for familiar words, only in grade 6 was the‘
relationship significant for unfamiliar words. Therefore, all fourv
hypotheses were upheld in grade 4. Hypothesis 9. 31 was. rejected and
' hypothe31s 9. 32 was upheld in grades 6 and 8; hypothesis 9.41 was s
Arejected in grade 8 and upheld in grade 6; hypotheSis 9.42 was: upheld
“in grade 8 and rejected in gnade 6. , C ‘_ .f

These findings seemed to suggest that the Ss' use of meaning

cues for the purpose of reasoning was stablizing as the grade level

increased ' However, it appeared that use of the meaning cues
:;‘,

abstracted~from the cOntext of sentences and paragraph was not yet

&
" .

perfected. . — , - N

°

Hypothesis-9.50: fér sentences ) :

. There is no significant relationship within grades between o
the Ss' ability to reason and the quality of i

9.51 the word ellcited to represent a familiar word deleted

S o from.the context; . .

9.52 ‘the meaning obtained for an unfamiliar word underlined
in the context
'Hypothesis 9.60:' for paragraphs

There is no significant relationship 'within grades between the
Ss ability to reason and the quality of :
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. t‘Research question 10 ;';ff . :1 ,.x; : o ¢f
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5

“;é S 9,61,‘the word elicited to represent a familiar word deleted

from the context;

9.62 the meaning obtained for an unfamiliar word underlined
- in the context. '

Summaryf ’reasoning and quality of word response

’

For sentences and paragraphs significant positive relailonships

between(the Ss ability to reason and the quality of the far* " ia-

word eiicited or the meaning obtained for an unfamiliar word
, ) R v

s underlined in the conte&t were revealed across the grades. Therefore,

AN

. the null hypotheses 9 51 9 52 9 61 and 9 52 were reJected.

S

It appeared that the quality of the familiar word or word
?meaning elicited representing the 1anguage power of the Ss, was
vsignificantly related to. the thinking power generated to complete

the reading task That is, the_quality of language tontrol indicated

;- . ~

- by the level of the word or word meaning elicited may”also be a
=

ﬁgreliable indicator of the level of understanding achieved during ‘the.

f;processing of word meaning from the context

research question 10

'9v :

Lo .:‘ ‘ -
"R o L . .

-

Is there a relationship between the Ss abilltv to obtain
word meaning from the context and personal experience7

" ‘Summary ' p B

Reference to personal experience was made by Ss across the

grades while explaining their responses to the F w Tests - Sentences

vand Paragraphs and to’ the ‘U. 'F. w Tests - Sentences and Paragraphs'
v;;; .o .

S

<

e with comparable frequency for approximately 9 per cent to 17 per cent,gu
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of the acceptable responses.. These references to personal emperiencesv
seemed'tofservelas a reflection upOn‘past events which helped'the .o
proticient maturing reader to elaborate his response Moreover,
-reference to highly personal exgerience was peculiar to only a few
lindividuals who supported their responses by its ‘use in such a way that

the response tended to be expanded rathef than 11mited by thlS

.v_personal point of view.

. Summary of findings and conclusions::
“research question 11 '

 Research question 11

What is the relationship between the Ss' ability to obtain a
. familiar word .from the context of a sentence and the
p051tion of the deleted word. in that context7

Summary

The Very Prof1c1ent and Profic1ent reading groups across the

grades obtained word meaning with the greatest efficiency when the

misSing word was placed near the edd'of the sentence. In grades 4 and
. {J
6 the Less Piofic1ent reading groups tended ‘to .be only slightly more

successful in obtaining meaning when the deleted word was ‘near the end

.
a

of the passage rather than near the beginning or. near the middle of

¥

_the context These findings seemed to suggest that the proficient

”reader was able to select essential meaning cues while he was processing
k.ithe context, relating them to each other in such a way that the missing
word was called to mind and integrated into the meaning of :the context
by.the end of the'first reading On the other hamd 'the Less Proficient
reading groups tended to have problems obtaining word meaning which

‘seemed not to have been caused only by word placement. Responses of .

AT

some Ss' also rzﬁealed that passages read only once tended to be most
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.

frequently supplied with an acceptable word irrespective of word
placement;- that is, factors other than word placement must be

considered in determining reading ease.

Implications of the Study

Implications for reading theory, - for the teaching of reading
in colleges and in classrooms, and for construction of reading
‘ materials were identified from observations made during the
individual interviews with thelfifty—four Ss and’from a study of

their verbal responses-to the given reading tasks.

~

Proce851ng of word meaning from the context by intelligent,
proficient readers in the study was rapidly completed for some passages
and slow and palnstakingly for others. - Although the most frequently
reported.proceSSing "time" required to obtain an appropriate familiar’

word deleted from the context or the meaning of an unfamiliar word

¢

-underlined in the context was "end of first_reading of,the passage} Ss

in the Very Proficient,.Proficient and Less Profic1ent reading groups
. - - /' L.
»reported as many as six or seven readings of the context- before obtain-
“ ~ . /7 .
“ing meaning. If selection of meanlng cues, ;esting angd . retesting them

as. aids to meaning, and evaluating the results are. essential elements

of the reading process, perhaps there should be 1ess emph351s on the
phenomenal speed of the process and greater empha51s oun the nature of

' the process in relation to its purpose in a parti%ggar context.
' 2! ,1,;- ,/ : . K 1?' .
while some attentioh has been directed by way of research to

reading as a cognitive prbcess, concern for the affective process‘

/ N . 3

f.tends to be. limited Ss' responses to sentences and paragraphs‘

e f

.

suggested mhat affect was influencing’ reading behavior Tt is

L2

possible that some responses classified according to one or more

'-1
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subheadingsvunder use of semantic information might have been
appropriately olaced within a category labelled ”affe?tive approach
to the task." By reflecting upon the context in relation to |
personal‘experience, to personal feelings about certain elements in
the context or to reading in general, Ss tended to reveal their g
-'feelings.and attitudes. 'Therefore, although the importance oi affect
in the reading process was perhaps underestimated in this study; it
should not’be'neglected in the development of‘reading theory.

| Although the validity of cloze procedures to mea ure levels'
of comprehen51on quantitatively has been established their
diagnostic value has not been determined. The classification
scheme dev1sed in this study to make a qualitative judgment of

a quantitative measure of word meaningaderived from context offered
one means of determining degree of un:d%standing through judging

: Wy

the level of language control exhibited ;y.the word'response‘
Validation of the scheme through adequate replication and possible

refinement of categories should result in K ﬁ@actical ad hoc
&

classification scheme, useful - for diagnostic téaching A teacher

55‘
does not have time to always ask a child to justify his response
\

but there should be some available means of judging t@e response

'according to how much meaning was obtained, instead of merely ~

,N'as .
BETR L y,

e

assessing it as right or wrong. - . ’ : &

Interpretation of the reading for meauing product in .

o terms of the level of understanding‘obtained as a result of the

language—thlnking process would make'it possible to’initiate

classroom instruction specific to the skill required and at an

.

v
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appropriate level of difficulty to insure success. That there is no
'singie cause for failure to obtain word meaning was revealed in the
study: for example, although reasoning was faulty in some resnonses,
it was not possible to determine uhether the § was unable to \
reason dr whether faetors.in‘the context, such as sentence structure
or word placement, were obstructing the understanding. From the
standpoint of reading theory, the need for nurerous in-depth studies
of specific aspects of. proce551ng word meaning from particular-
contexts was pointed up by the present. study. From the standpoint
of teaching reading, the need for understanding the multi faceted g
'nature of the reading process was implied by the findings."

The willingness of the Ss to discuss their responses, to
state their points of" view and to reneai their_thinking concerning:

how meaning was obtained elearly pointed up the value of helping

teachegs. interact effectively with children. Chlldren, if given

-

s
sthe opportunity to "think aloud" about their reading, to share their

ideas and opinions, to raise questions while reacting ‘to the readlng;
can provide teachers w1th a powerful means of evaluating growth "in
‘and through reading

While the practice'of reading for meaning through more

‘ ezﬁective pupil-teacher interaction tends to be inareasing, its

. realization in <classrooms seems to move slowly partly because.

teachers consider the approach too time-consuming. It ' may be that
I3 Y , ) ) ’
teachers‘tend to adhere to a narrow‘concept ot reading as word

\

recognition, unaware of 1ts v1ta1 role in. the communication process, -

W

"demanding meaningful interaction between reader and writer and.”
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between different readersa If this charge is true, it appears that
) .
those respon51ble for training .teachers in colleges and on the job

should increase their efforts to help teachers understand-ﬂh t
reading is also a language—thinking process,

There was a tendency for some younger Ss in~the study to

N

read the passages aloud. Whether this action'was based on need

or on habit was not determined. When readers who were unsuccessful

coa e

in obtaining word meaning following silent reading were as ed to

‘read the passage aloud they were, seldom able to complete the taskAg
When asked if reading‘the_passage aloud helped,_Ss tended to reply,
"sometimes" or Jndt much." Although the graphophonic information
furnlshed by the conteat was processed successfully, it appeared ‘to

offer little guarantee that the seméntic 1nformation provided by
7

the context was also being processed successfully. ] .

‘ . - Oral reading as a mea&s of determining a” pupil s level oﬁ
i}~understand1ng continues to prevall in many classrooms. ‘It is highlyf

probable that teachers who rely on round robin" reading do so

because they lack understanding of reading as a process, It‘is'

p0351ble that there are many'less proficient reaaerS'SUch as one S .

(I1Q score 128) 1n the study whq declared that he hated reading
"7

. because I have to read to my Mother every night?" Furthermore,

S ' g

" once launched upon the given readlng tasks, this" same S seémed to

thrlve upon the 1ndiv1dual attention received as witnessed by hlS

personal and’ reading behav1or. o
. . \ h “
Ind1v1dual 1nterv1ews, where the pupil and teacher interact

and eValuate the worthlof the reading experience, “place heavy -

-
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lOUS minu tes a

valid use of time. While the main pPurposg of the individual

interviews in the'study was to obtain information concerning the

_ reading for meaning process, 1nsights gained Tre

personal, social, and experiential background of

lative to the J

each 1nd1vidual

"made a lasting impression in addition to providing required

information. That the proficient maturing reade

vere communicating with the writer was obvious b

That less proficient readers might develop these

effectlvely, if given some individual attentlon,

probablef While it may not be possible for clas
- -

provide regular individual 1nterviews,.app11cat1

techniques through questioning and discussionsJ

s

in large,-is .within reach Qf every teacheri

'
Al +

“An'interactivewa h to reading deman

in'listeniﬁg by pupils.and teachers. Listeni

//
. explain why he fhinks the way he does about the

rs 'in the- study

y their responses
abilities more
seemed highly
sxoom teachers to

on of 31m11ar ’

¢
EN

in Small groups or

ds proficiency
ng to the child

meaning of an

unfamiliar word 1in context provides the teacher with a valuable

dlagnostic technique As children listen to oth
. how. the context aided-xhem in getting word meani
learn from each other the uSefulness of context

hether the Ss in.the study recelved cla

fin the ‘use of dbntext -was ‘not determined. It ‘wa

er children explain
N ' _
ngxgthgy/tend to'

\*- "

ssroom instruction .

s obv1ous that some

vSs were highly efficient in u51ng the cowtext tofobtain word

meaning; other Ss tended not to be familiar with

embedded contextual deviCes Instruction in the
BN . o . .-T B ) » . . :

-~

all five tvpes of

use of contextual

¢
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. f
,‘the*context?/ Less stringent control of vocabulary in children s

'
N

'»‘

‘5.

(A

'Y

7

reading material would increase dependence on context to provide

(e " 363

~g ) o } "

|

cues,-— syntactic and semantic - provides children with an

Ny . L
P 4 . - « N

IS

opportunity to gain knowledge of ‘the usefulness. and the limitations

of context -as an aid to wor, j meaning. - )

AN
e 1".";"' rE . Y

One of the major deterrents to actual deve10pment of skill.

in using the c%ntext may be the- lack of adequate reading materials

ag

o which provide opportunities for developing re%gers to use the

context. ‘Difficulties emcountered at the outséet of the study in

amples of passages cohtain\ng obvious contextual devicesl

‘.x{

were reported in Chapter IV Pupils texts, readj?s, and~story
books should challenge young readers to derive word meaning from

N el : !j" v
meaning cues to the advantage of the maturing reader It would
K

also place heavier demands upon teachers to help children develop

meaning vocabulary in the content being read as oppbsed to skill

exercises apart. from the normal reading situation

~ Difficulties encountered by some Ss attempting to obtain o
. y ’
word meaning from the context seemed related® to sentence strdcture

-

rather than tavinability to use the meaning cles provided by the

.i context ) These findings reinforced the reports of others.

-»

L

e

n s

(Strickland 1962 Ruddel&,ai963 a%agan, 1969) concerning the -

importance of creating reading materials based on simple language
patterns familiar to young maturing readers.: o (
- s . i

1
. !

Ry

Suggestions for Further Research

. h LT . \ .
. P
< . B o

_ T
“a

From the verbal responSej?of ‘the fifty four Ss given Ehe

. ;»E'
N
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task of obtaining wopd—meaning from.c¢ontext, patternsmof'read‘ng
X ,

.

~"behavior were inferred. It appeared that these proficpent,maturing

&
»readers derived word meaning from the context by selectdng,

o)
analygﬁng, relating, and integrating relevant meaning cues provided 3

by the context.. The level of efficiency achieved by group and by
- AY

grade seemed to be.related<to the linguistiC‘and cognitive stages
of development of the readers and to the ease or difficulty of the

context which was processed Whether proficient maturing readers,

I
in general, process -word meaning in ways similar to the processing

7

patterns revealed by the subjects in the study stagdls as a viable

problem for further research. | i

"Further study involving less’ proficient readers is also .’ -
essential., By comparing the processes used by less proficient
readers to obtain word meaning from context to those used by
proficient maturing readers of comparable age or stage of .
development, poss’'le causes of lower efficiency in processing the.
context might be obtained Supsequent directionxfor curriculum

i : By .

deyelopment'and for claSSroom instruction could éé%n‘belbased on
knowledge of how maturing readers obtain word meaning from context.

Validity of the classification schemes deviseﬁ from the -
Ss'lresponses to make possible the descriptive analyses couldvbe
'determined”by replications of the studyr A more precise\description
of the meaning cues used by readers at different grade levels would

be useful. While there was a tendency for the proficient readers

across the gradéks to use significantly more meaning cues than were

v \;sed by the\less proficient readers,-the question persistently arose

"

N ‘ ’ ’ ) A
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Bas to whether ‘the number of meaning cues was in’ fact the significant
factor. It was cohsidered a possibility that in the 1arger number

of meaning cues.used by. the proﬁicient reader,there}existed the

-

. key meaning cue(s) upon which the meaning of .the context laggely
depended. 'The nature of key meaning cues, which may be'highlyu

]
individualized for each reader, offers an exci ‘ng area of

investigat%?n ' - -
In replicatingwthe study,. the following‘suggestion might

lead to.increased-understanding of minimal cues required for
obtaining word meaning from context. ¥ the present study two
questions were'asyed following pach response. By asking’only
. . = o N

"thelfirstiquestion, "What makes you think so?",.increased precision
in. Ss’ reporting of actual cues used to derive,word.meaning might
he ohtained.i Although the purpose'of the’second question was . to
encourage the mere reticent S; it is possible that additional cues

may have been reported by some Ss but not actually used in = ~

)

processing’the context to obtainfthe'word response,
Another interesting question raised by the study was

whether the minimaI cues required to obtain'vord meaning in
. . f

N -

’ literary type material were comparable to the minimal cues required
-
to derive word meaning in information—type reading material Iti;
seems possible that proficient maturing readers might require fewer, ;\;_
meaning cues fo: processing the meaning of "an unknown word in a A
*

story of fiction compared to .the processing required for word
meaning in a science text On* the other hand,: the. reverse might be”

1] A
.

true, if the cueL in the narrative, for example, were morquemote E

| . “o

. L . [y
) : : ‘ S , :
X IR : . .
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“from the unknown word than the meaning cues in the science article.

R

. A study designed to investlgate the placement of the. unknown word

* L g

in” relation to key meaning cues, in different types of reading

7

‘materials (i.e. wlth respect to content and style) should provide

someganswers_to important questions concerning the nature and use’

)

of essential meaning cues. .

Setting a time limit for the reading of'each passage/by

£y

@

proficient réﬁd@?& might result in increased use of key meaning cueS'

only. By presenting similar reading tasks under timed and untimed

conditions, comparison of the product, the &ord meaning obtained

in relation to the number of key concepts used to derive word

.during the reading should result in increased,understanding‘of the

meaning, would groyide increased understanding of the reading
A L b B ) | T ";,A". J

prodess in terms of Rurpose. :
W -. y
,“\\

How proficient mathring readers obtain word meanij?'from

context might also be pursued through'combined use of a ‘modern eye- .-

v

movement camera.and‘introspective teshniques.':Comparison of” readers

reports of how word . meaning was: obtain d to eye movements recorded
1)

’

reading process.

N

i

Although proficient maturing readers in.the study,”bgaiged

the meaning of unfamiliar words underlined in the context wit%":

u

considerable efficiency, the question of how much meaning would be -

retained from one exposure to the unfamiliar word in a contextual

-

situation was not determineda A vocabulary posttest, similar to

‘the pretest given in the study,'administered after an appropriate

'

1nter1m, might provide an,answeg to one important aspect of the
. y D" S . .
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’ E
reading for meaning process.

ya ' ) . X :
There seems .to be general agreement among reading
authorities that reading is a complex process (Stauffer, 1969
Dechant, 1964; Gray, 1960) There is, however, no general

agreement 4s "to how the process functions. Attemptﬁ t0'explain

process tend to con31der the process, in general, rather than to

\
.f, s

s
: purpose Goodman (1973), for example, described reading as a@,&,-

consider the uniqueness of the procesc of reading for a speci

Process dependent on the reader's effectlveness in using three cue . -
'systems operating."simultaneously and interdependently (p- 25) In
a farther explanation Goodman suggested that reading requires
Astrategies in keeping with the nature of the task ' The present A“ ~
study was designed to investigate the strategies used by Ss in three
grades to process word ‘meaning from verbal context.‘ Information'
c0ncerning the strategies used by. profic1ent‘matur1ng readerslé%

. other specific reading tasks, such as reading . for details, for

main ideas,vfor making predictionsﬁyand the like, might also be

!

revealed by way of the introspective or - retrospective techniques, '

I

similar to those used in the 'study.

Lastly, the following suggestions are presented as research
. ,/"‘ :

questions for future investigations*‘

.

(a). Is there a difference in Ss' ability to obtain word ‘
l
meaning from sentences diffﬁring in structure but having embedded
within them similar types of contextual devices7 ' : L

(b) Is there a significant relationship between the S:s

ability to obtain word meaning from context and his ability to useﬁf
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- language, in oral or in written %ituations? If so, what is !
‘sighificant about the relationship? -

'(c)’ Is there a significant relationship between cognitive

’
or leaxning style and the proce551ng style used by proficient

maturing readers to obtain word meaning from context7

(d) How do proficient readers at different ages-ér stages of
sl

development obtain from the context the particular meaning required

‘.

for:

i) multiple—meaning‘words (e.g. bar, pitch, fast)?

.

@ ii) homonymous wordsv(e.g. sight, cite, site)?

It seems feasible that sets of sentences, c0ntaining words

! e

'such as were suggested»in (d) and presented individually as reported
B by Werner and Kaplan (1950) and by the present~study, uould provide'v
significant information |

Lohnes and . Gray (1972) emphasized the need for reading “ o
‘research multivariate in measdifement, in data analysis, and indeed
in philosophy (p. 476).' | Research studies designed to investigate
the 1nterp1ay between the’ reading process and the resulting product
_should satisfy these requlsites. Use‘gfﬂintrospective techniques
'offers one potentially valuable means of approaching this important
task. On the basis of numerous’ in-depth studies, with SUfficient
replication to make generalizations possible, cumulative information

&

v: concerning the reading for meaning process should evolve.



The tendency for differences in the quality -of 'we dfmeaning?&erived'

“, ,, S e

acquisitio of background experience and growing languégg,power led t{hy

to more; efiective use of thinking poQtr in the processing of ' \]“\

1 - S > ’0('%14’
pre\Tse, mature word méaning from context 3 . T«},
k) ‘ N
" The uniqueness of the study;gay beéattributed to¢-a %gtion v ‘%
/e R &oq L
. of retrospective techniques for the purpose of exploring how maturing J
. . a B

proficient rehders obtained a familiar word deleted from the c qggtw

: J..

and an unfamiliar word underlined in the context. Its real

-

significance, however, depends.largely upon what happenS'next.' If
future investigations enlarge upon.the major strengths and overcome

the majoriyeaknesses of this study, there is hope that the reading

\

process will be, in time, more\fully understood

=
o~

‘..:“
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DIRECTIONS FOR TEACHERS ADMINISTERING

G
LR

WHAT IS THE MISSING WORD? -

~.

1. "Ask pupils to- place their nameg?grade ;chool, ‘and date in the
~  spaces provided for this infownation.
2. Please read .the following dlrections aloud, while the pupils read:
- them silently: :
‘.DIRECTIONS;

,

In each of the following sentences there is a miss: g'word as
indicated by the blank space-. You are asked to decide what the
missing word should be in order to complete the sentence. Try
to think ‘of a word that fits best and gives meaning to the
sentence.

Here is an example:

Now

WORK
Patricia began to _ hard when she realized that the

others had finished and were ready to go out on the playgrounds
for a game of dodge ball

The word "work" fits best because, according to the rest of the
Sentence, the others seem t have been working since they are

finished and can now go out to play. °'If Patricia wants to glaz,
she will also have to work. .

try this example on your own When you have, finished we will

check it together.. Complete the following sentence by filling
in the blank with"- one meaningful word.

On Aunt Mary s countenance there is always a -but'poor

Uncle Jed s face never loses its frown.

When the pupils have finished, say, "What word did you put .in the

- blank? "What makes you think SMTLE 18 the right word?"

_Do you understand 'what youare ro do}’ Are there any questions’
If not, you are now ready to try and supply a missing word in

ueach sentence in the following exercise. Read each sentence

carefully and try to fill in each blank with a- suitable word.
The exercise is not timed. Do yo your best!

Begin.
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a

DIRECTIONS:

_In each of the following sentences there is a word missing as
indicated by the-blank space. You are asked to decide what the

- missing word should be in ordér to complete:the sentence. Try
to think 'of-a word that fits best and gives meaning to the
sentence. ‘ ' :

Here is an example:

'WORK : g ‘

Patricia began to hard when she realized that the
others had finished, and were ready to go out on the play-
grounds for .a game of dodge ball. K

The word "work” fits best because, according to the rest of
the sentence, it appears that the "others" have been working
since they have finished and can now go out and play. If
Paﬁricia\wants tolglaz,'she will also have to wo?k.'

. . o v o v v
Noj, try this one on your own. When you have finished, we
will check it together.. Complete the following sentence
by’filling in the blank with one meaningful word:

" On Aunt Mary's chhtenahce there is always a
but poor Uncle Jed's face never loses its frown.

h

. \ . - .
omplete each of the following sentences by‘supplying the
missing word in the blank space provided: o SR

1. After a long day at the beach the oldér fo1ks“were- o
to go home, but the children begged them to, stay longer. -

2. 'When the temperaiure in the sky riseS'tO'Qﬁghnd freezing,
flakes of _ form and fall to cover the earth.

3. The ‘trip home was : » for there weré no storms, no
\ wild animals emerging from the mountain-sides, and few
unfamiliar license plates to identify on passing motor cars.

4, Even‘thoﬁgﬁ‘John ate a;heart& breakfast,fhe was extreméiy
o by ten o'clock. '
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11.
12.

13.

14,

15.

16.

17.

18.

19,

" that is, they provide pasic life-giving needs. .

he became " and friendly.

- must be prepared to werk hard.

382

‘As the flames leaped around him,;Bob.tried ' to

open the door by putting all his weight against it and
kicking it hard, but to no availj it would not budge.

Our family pet; a"&ong-haired pbod&é&ti wise and adorable,
knowing and =~ travels: i the car with us on
every trip, long or short. AT -

Instead of asking his uncle for . ybung Jans
acted as if he had done no wrong.

The'skater's ) wasualmost perfect, for he made
few errors in any of the figdfes required at the Winter

Games. . : . _ . J

Sugars and ‘starches - the body with necessary
energy to keep us working, thinking, and enjoying life;

3

we knew what to expect from Francis, but .
sometimes he was unpredictable.. '

No one breathed | until the wandering lion was

'safely back in his circus cage.

Fresﬂavegetables are

> _ o  (conveyed in large vaﬁs) to

the local market at least twice a week. °

At first thefchipmunk was cautious and sky, but gradually

2

As Robin . ; left his homé,-he:wistfully looked

. back, and' then sorrowfully set out to geek a new life in

d.new country.

If it continues to rain all night, the highways will be -
too . for safe travel by morning. '

. That band of leather or metal scrépped around a dog's

neck, often irritating yet glamorous with its silver studs
and sparkling jewels, is usually called a ,
although it might better, at times, be named a choker.
Objects move only,Vhen a : (a push:or‘a puil)'acts
upon them. : . : :

King Albion. his kingdom for over twenty-five

years. .
\".\_/; " : . '

If you wish tc : . in YOur chosen career, you -

s

~
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. In our country most t: g
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) !Qsmall quantity of ;‘or venom, was taken from
{ the rateier and injected into a rabbit to find out how -

‘it would react.

\re completely until
they foliate in the spring .

Hastily the boys to the police that they had-
seen a man who closely res mbled the wanted bank robber,

pictured in last night s pape

Canada is in natural resources; that is, we
—_—
have a. good supply of minerals, waters, and forests.

'..(

Because he had waited so long for the big day to arrive,
Freddy now moved into action.



_ CAN YOU FIND THE MEANING? -
NAME ..... e T e, DATE ....... Sl
GRADE 4t iiiireiiennnnnnnnnnas BCHOOL ...ttt ittt itinaeannnnncannnas
DIRECTIONS:
This is an exercise to find out how well you can determine the .
. meaning of an unfamiliar word when you meet it in a sentence. ;
In each of the following sentences the unfamiliar word is
represented by a nonsense word. In its place, you are: asked
to substitute a word that seems to fit best in order to give
meaning to the sentence.’ You may not all use exactly the
same word but the nonsense word should be replaced by a word
-that makes sense, rather than nonsense, in the giyen séntence.
. e . . S “
Here is an example: - ’ ; < o t.

Sammy was ZOV but his brother Larry was slim. [
N o fat ' ' ‘
' ZOV means .

In the above sentence ZOV seems to meéan "fat" or "stout"
because the word "but" is a signal, letting the reader know
that the writer is changing "direction" in his thoughts or'
ideas. Therefore, if Larry is "slim" Sammy must be different;
he must be the opposite, "fat” or "stout". :

"Now, you try the next one. Read the sentence carefully and then

N

decide what the nonsense word KAGIBETLY means in that
sentence. Put your answer in the blank space given below the
sentence. We will check it together when everyone has
finished. Y R -

Because he had waited so-iong fbf"the school'Field.Day‘to‘
arrive, George now moved KAGIBETLY into action. .

KAGIBETLY means __ - . .

B
- ’ N o .
Each of the following sentefices contains a nonsense word. . Read
"~ each sentence carefully, replacing the nonsense word by a word
that gives meaning to the sentence.  Put the word’ you have’,
chosen in the blank space provided below each ‘sentence.

\
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jSYMETLEBgD'means -.
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Although snakes are usually considered evil creatures,,
some people like to keep them as YUGS.

YUGS means . .

.When Johnny disturbed the class, the teacher had to

KOMANE him.

KOMANE means e .

At the hockey game everyone was TUNVING for the home team

of Loxville. -

TUNVING means ) o -

Mary was REFDLY when she first moved to Toronto and found

herself among so _many strangers and away from her frlends.
. i

REFDLY means . .

It was a very ZEBMOD evening; the chlldren were all in bed,
the wind had ceased its, constant, irritating thrusts, and

. even the birds were content to enjoy the silence of the

June evening.’

 ZEBMOD means O A “

N

Because it was after midnight, Bob and Joe crept WOPZEVLY

up the stairs to their bedroom.

WOPZEVLY’ﬁeans ‘ , )

The fatal JOHOSTER occurred at a sharp curve in Number 9

lHighway.

JQHQSTER means ;

Aunt Mamie XARIBED dogs if they were dirty, but she enJoyed
them if they were clean and not too barky.

,XARIBED means S .

Mr. Smith's class in science was so thoroughly fascinated,

'S0 completely absorbed, and so MIGUDLY involved in their’
'experiments that they failed to hear: the bell ring.

MIGUDLY means v .

Because it was a ‘very cold night we truly SYMETLEBED
Mr. Fraser s offer of a ride to the hockey game.
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. KUGROBS,

- KUG
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Mary recognized the first tune played by the school band,
but the next two were MAFIBIG to her.

MAFIBIG means

«

When*you areIWQIMING,badmintoﬁ -~ a game similar to tennis"
-~ You use a great deal of energy. -

IMING means -

h had no féeling of IJL <T, no 1ll-will, in his
eart for his brothers who had wronged him, »

POLIKT meaﬁs ‘ .

A ZIVE can fly about safely in bitch blackneés,'even
wheré there 1s not the slightest glimmer of light.

ZIVE means .

BROGHLY the wind dashed huge waves against the,frail[
little boat, tossing ‘it and its crew qf.threq frightened
boys about in stormy lake. I . ' o

BROGHLY means

The PIBWOST air;_fresh and ¢risp and still at that early
hour, gave M-. Holt the vigor he needed for his long,
tiring job. T . '

a
a

PIBWOST means -,

As the dark-clouds rolled'away after the severe thunder—
storm, a VIENUG of blue sky could be seen in the eastern
sky. ' - ' ‘ -

VIENUG means : :v .

We will meet you in the BITON, the entrance. hall of the
een Anmte’ Hotel. » ’ ;

.

hich are -the hardened remains or traces of
plants and animals, were.often.found on the prairies by
early neers. . = . : : : _ s :

ans : .

The wolf ate ZOTAGLY until nothing was left of the white

rabbit; tomorrow he woula not be hungry at all.

¢
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\.' ° ’ ] ) . (

ZOTAGLY meéans . . -
21. Storm clouds), which‘had gathered earlier in the morning,
" had RITWERTED by noon, leaving the sky clear. &

» P
RITWERTED ‘means

A . W

22. Because he had almost forgotten his ‘promise to be home
by nine o'clock, Billy LAGZUKLY left the -skating rink.

'LAGZUKLX means

23. Although Marie cut her hand severely on a VALJIE piece
. of glass, she did not cry. R :

JALJIE meané

*lehe TUPY around a magnet in wﬁich metal objects are
"~ affected is commonly known as the magnetic field. .=

TUPY means . .
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- WHAT IS THE MISSING WORD? .

NAME ..ttt et it ittt te e DATE ...uiiiinnnninnnn .o
&
GRADE ......... Cesteeee e SCHOOL ... :vuiiiiniininnednnnn. cadeaen
PART I '
DIRECTIONS:

In each of the follow1né paragraphs one word has been omitted.
. Read the paragraph carefully and decide what the missing word
b should be in order to coﬁ%lete the intended meaning of the
passage. Put the word in the blank space.

1. On a clear night you can see.streaks‘of g flashing
across the sky. , These streaks are meteors. Some people
‘call them "shooting. stars." The best time to view.meteors
is after midnight, although you can see them in the" early
evening, too. "

2. Jonathan was a very young man. He was considered.
small-minded. by those who knew him well. In fact, when
his friends were .especially .annoyed with him, Lhey openly

-called him piggish

‘

“ 3. Reefs and small islands- consisting of ___Jare
. common in the South Seas. It has been formed from.the
skeleton of very small sea animals. In color it may be
red or pink. Sometimes it is‘used~for‘making jewellery.

4. - Each time Frank urged Trixie toward the fence, she would
suddenly limp as” though she were- lame. Frank felt certain
thatithe horse was __ 'As soon as they moved away
from

~the fence, Trixie had no sign of a 1imp.

- 5; . After three days with 1itt1e or no- food, the boys wQ%e :

"happy to reach home. That evening they . themselves
“on the roast beef and apple pie that: Mother had prepared

. for them. They felt like stuffed owls. "
6. Like*many great;men, Sir Winston Churchill spent his later
- years painting and reflecting on past glories. Hg also
.- wrote his o . They were published, not in a single
volume, byt in deveral volumes.” Sir Winston Churchill's
autobiography probably records more facts and events,
personally witnessed by this ‘great man, than the life story
of any other statesman 1n history.
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FROM NONSENSE TO MEAN

NAME ............. cieaes B DATE .............%.....

GRADE .......... e SCHOO\\ .......... e CEERERERRITRPRPY .
o 5  PART II . < »
DIRECTIONS: - . o . S

In each of the follo ing paragraphs one word has been changed

to a nonsense word. \Read the paragraph carefully and decide

what word you would u$e in place of the nonsense word in -~

-order to read the pasBage with complete understanding. - dut

the word in ‘the blank provided. below each paragraph. '

1. The painter put down his brush, wiped his hands on-a cloth

which had been dipped in turpentine,. and stood back to .

examine his work. 'As he admired the BLIJELY painted walls .

. and cehling, he felt rather proud. ‘The old "house was
beginning to take on a "new" look

—~

In this paragraph BLIJELY _probably means -

2;"Mary and John chatted freely forgalmost an hour. Then C
they TORMED into -silence. Both had stddenly remembered . - -
that this was: -the last time they would .see each other for
several months. : vcl - S * Y
In this paragraph TORMED probably means - '~ VA, oo

S R . D2 -

3. QUIFORDLY Susan walked up the steps of the school. She h&d - T
studied- hard. Susan felt cértain that she was prepared for

. the mathematics examination which\Mr: James was giving
them first thing in .the period.

.

- - In this paragraph QUIFORDLY probably ﬁeans

j/

was made by the Mounted Police. When t&
the Police were at the airport. Before e drug carriers.
were off the plane, they were spotted. ATheir luggage was
‘searched ‘and the fateful goods was fouﬁ&\@mong ‘thelr "~

belongings. S . \\\

'plane landed,

£

CIn this paragraph LIVOPNU piébably means .

‘5._ Next winter it would be fun, indeed to re-live the .
~ summer vacation by enjoying Father's pictures which he 7

. .p R ((ij7 / ‘ih’



would project on a screen. Davy decided.that he would

" add to that-enjoyment by-keeping a POVIN of the most
exciting events of the holiday. ' Each evening he would
write a brief account of the most important things that
they\?ad seen and done that day. o . ot

In ‘this paragraph POVIN,pfobably means .
——~————-*—;‘
" George WERKONDLY found fault with the way his wife cooked I
"his meals. It was not a matter of cdmplaining once in a
~while when, for example, he might b. .vcrtired It seemed
that it had betome asbad gabit with Gooige. N

In this paragraph WERKONDLY probably means .
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L 3
F. W. Tests - Sentences? i .\
Test 1 (Blanks) - T O]

- 1. Kiné Albion [/ --—==.ruled his kingdom / for over twenty- five
yearsE " (L/E) ' : : i

2. Objects / move / only when{ar—;——— / (a pushtﬁr a ;ill) /1act;—\\x,
upon them.“\(Syn.). 1 - B h “f v'.

3. Stadding_ih/&ine wiéhothe otherjrhnners,./“Peter tdok [’é ;:;__
‘breath / and waitedipatiently for the étartiné-whiétle.“(L/E)

4. ‘Our-family pet, / a long-haired popdle_/ —- wise add adorable, . /

—=-=—=="and Iovable_—- / travels in the_car\with'us_on every trip,i

long or short. (Syt.)

’

5.'-Since the skater / made few errors / in any of the figures /
required at. the Winter Games, / the judges /»cOnsidered his —4—f—
very‘suherior‘and Qorth / of‘abhighvsccre."(C/E) | |

6. With the aid of crutches, /.Andrew S made his wayv/ around
the house, / avoiding'basement stairs and slippery élcors. - (D/D)

.7;-»In our country 7 most trees ./ are completely / —-;—— until'/‘theyd
foliate [ in the spring. (Contrast) o oo.

8. Sugar”and\starches / ----- the body / with necessary energy / to

~

keep us working, thinking, andienjoylng life, / that is, they
—

‘provide / basic ligi:fiVing needs. (D/D)

S JO— - we knew what expect from Frank f‘but /- sometimes / ‘he was‘v

. L
_ . A -

Type of contextual clue specifically embedded in each item stated
in parentheses.

S Slash separates each rep ted meanin cue. ' _ . '
g . L
AN X / | .
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s

S

unprgéi;table. (Contrast)

10. If you wish to / ———— in whatever task you set out to do, / you

should be ptepared to work hard. (C/E)
A
R | ,
Test 2 (Nonsense) ' L\\\

Lo ! B \\,
. R

|
-1l. The fatal JOHESTE / occurred / at a sharp curve / in Number 9

Highway near Rogerville (L/E) o ' _ E

,_Ié. Raising the gun slowly to his shoulder, / tue hunger =/ YOXIGLY

| . took aim / and fired / at the motionless, -young buck (L/E) -

3. Instead of finishing the jigsaw puzzle, / Arthur GIOPRED it /
.partially done / and\scattered around his room. (Contrast)

4; Because Mary Ellen was extremely BOUCREG, / she did not ask / her;
:teacher /. or her classmates / for some help / in solving the math
'problems / that she could not do (C/F)Q%V | ‘

5. A bat / can fly / about’ safely / in pitch ZOVEDER / even when

,‘ vthere is not the faintest glimmer of 1ight (Contrast)

6. “Ivor Venki / JYPROLY left his parental home, / wistfully / he

‘; looked back, / and then sorrowfully / he set out to seek a new.
ilife / in an unknown country. . (Syn. )

:7; .Since the wolf had not eaten for several days / he tore the
- Tabbit apart / and ZOJUGLY devoured him / 1nda few mouthfuls.¢ (C/E)

8. The PIF WOST air, 7\thch was fresh / and crisp / and still / at
that e rly'hour, / gave Mr. Holt the vigor / he needed for his-
‘long, tiring job at the office (D/D)

9. The TUPOCIL around a magnet / in which metal objects / are affected

/ 1s commonly known as the magnetic field (D/D)_ o
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s

"Everyone in Mr. Smith's science class / was thoroughly fascinated,

/ completely absorbed / and deeply MIGUDED in their individual

rojects. S ) o ' | .
Ilﬂ_l (yn 7

" F. W. Tests - Paragraphs
R

Co

T

Test 1 (Blanks)

1.

On a clear night / hawe you'seenvstreaks / of —<——- flashing
across the sky? /. Those streaks are called meteors. / Some people
call them shootinp stars' . / Although you- see them early in the
evening, the best time to see them is after midnight. (L/E)
Father, slowly and painstakingly, / crawled up-/ the steep cliff

to where Roger and the week—old kid, separated from its mother,

N

were awaiting rescue.»/ Berduee one’ false move / might mean the
difference between safety and disaster, / he =———- edged his way; /
steprbﬁ_step,>/ toward the frightened pair. / As he reached the.
narrow,ledge where”they sat huddled close, even the kid bleated

a shaky welcome. (C/E)

‘Jonathon was considered small—minded by those who' knew him well. /

2

In fact when his friends were especially annoyed with him, they

op nly called him piggish / for he thought mainly of his own’

desires and needs. Jonathon was, indeed, a very ————— young man.
£ . . . : : .

(Syn.)

Often we think of castlesQashbeing large,‘splendid mansiOns where

lords and ladies lived in luxuryl /.Actually, most castles were

cold, dreary, uncomfortable places. / ----- were they warm or well-
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. . | ,
lighted / Durlng the winter cold winds from the north beat

fiercely against the paneless windows and howled against the

lofty towers. (Contrast)

T

After three days with little or no fdod the boys were happy to
reach home. / They were famished and almost starving / That
evening they —-—--- themselves on deliclous roast beef and fresh
apple ple / that Mother had prepared for them. / They went to

)

bed ea y that night wlth full stomachs and contented minds. ’(D/D)

Test 2 (Nonsense) .

1.

Y.

. . ) . ’ : . [
Susan had.studied hard.'/_She felt quite certain./ that she was

prepared for-math test which Mr. James”was'going to‘give them

,'first thi Tuesday mornxng. / Therefore, she walked RORGOLY up

‘the step of the school as the first bell rang. (C/E)

Mary and John chatted gaily for almost an hour. / Then they 1apsed

into silence.,/ Both of them suddenly TOIRMED that this was the
w

last time they would see each other until Easter, or mavbe even

longer. / If only John's father had not been moved to W1nnipeg,

all would have been well. (Coqgrast)

When the plane.landed, the pollce were at the airport. / Before the

.5uspects were off the plane, / they were. sﬁbtted and held until

Y

their luggage had been thoroughly searched / Thousands of
dollars’ worth / of BIVEDPU Jewels / and valuable papers, / stolen
from a wealthy Vancouver business man, / were found in their

posession. slhe men were arrested and taken to police,headquarters

1
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=

for further qhestionlng. (D/D)

With a 51gh of relief the painter put down his brush “and wiped
h;s/{ands on a clo?h which had been dlpped in turpentine. / He
welcomed a pause and the chance to stand»baek and:inspect his

work. / As he BLIJELED the freshly painted walls and ceiling, /.

‘he felt rather proud. / The old house was beginninglto'takefonla

E . ﬂ()‘
"new" look. (L/E) o

Next winter it would be fun to recall the summer vacation by

enjoying Father's pictures viewed on a screen. / Davy decided

" that he would add to that enjoyment‘/‘hy-keeping a POVINNE of the-

nost exc1t1ng events / of the holiday. / Each evening he would .

'wrlte a brief account of the most important sights they had seen
that day, / as well as report on activities they had shared

~ together. (Syu.)
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Intended Meanings'for Rcspdnées to F. W. Tests -

Sentences and. Paragraphs With Thorndike & Lorge

>

~/"Word Frequency Count

For Sentences

Y Test 1

e

“T. & L. Word

¢ Grade 8.

Item T. & L. Word Test 1°
No.. (Blarks) * Count (Nonsense) Count .
1 ruled AA accident A
2 force AA . carefully; A;
’ . thoughtfully o
3 deep AA left CAA
4 - smart; clever A; 33 shy 21
5 performance; B darkness;
act _ 35; AA blackness A; 6
6 carefully; : sadly .31
cautiously - A; 13 , . o
7 bore : - A quickly; greedily AA; 3
8 supply CAA morning ©AA
-9 usually; B area; space A; AA
generally AA; A o '
10 succeed A involved;
: interested 445 AA
N .
E‘.
® For Paragraphs = ----

Ltem Test .1 T. & L. Word Test 2 " T. & L. Word
No. (Blanks). . Count (Nonsense) Count
E R T
1 light AA smartly; =~ . o

‘ ' confidently A; 4
2 carefully; o realized AA
“cautiously A; 13 » ° _
3 selfish 20 precious A
-4 ‘seldom A admired; '
o - o examined A3 A
5  'gorged; stuffed : 95 A diary; log 9; A
" 3AA to 20: Grade 4,
AA to 6
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List of Unfamiliar Words: Vocabulary Pretest?

orénge
puddle
eyelash -
lecture
-haste
priceless
lotus
stave
.bewail
repose
'seclude:‘
repede
_ﬂambefg:is
1impét

‘flaunt

incrustatibn'
retroactive -

philanthrqpy

piscatorial
milksop

harpy

‘homunculus

dépredation

sudofific

parterre

afflict

'flout’.

raze

htd aWords selected from the Stanford- Binet Vocabulary Test, the

W, I S C. vocabulary subtest,

-and the Peabody Vocabulary Test. .
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‘ i "U._ F. W. Tests - Sentences® ~
s '
| i. The lotus, a water lily grown in Egypt, / mas used'in*‘
' A - . ’
ancient Egyptian‘religious ceremonies.
2. The lotus is a member of the watet iily family ):and grows
| best‘in:Egth otvin some parts of Asia. | |
3.‘ The cup-like blooms /‘of the‘lgtgg floated / on the
‘ & _ surfaee / of the sh.immefin'g" water.
4. Because the Egyptiams loved its cup-like blooms, / the
; lgtgg was often se?pfin their art or.religlous ceremonies.
5. Some kinds of water lilies grow in this country / but the
igggg prefers a warmer climate, such as Egypt or parts of
Asia.
Set 2

L. Several staves, or curved pieces of wood / fell out of
the sides / of the old rain barrel by the side of the
cottage |

2., 'Staves may~bebseveral things but perhaps you might see

' them most frequently as curved pieces of wood / that form
the sides / of a wooden barrel. : - : ‘ B
3. WScattered around the‘yard /~were,the st§ves of the old

wooden barrel.

) . - | ] .
o T
Types of embedded contextual clues per set of sentences were:
(1) Synonym, 2) D/D (3) L/E (4) C/E; €¢5) Contrast.
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.thexbody of the sperm whale
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'
Cr

Because its curved wooden staves had dried out in the.

" sun, / the old rain barrel fell apart / and lay

scattered, here and there, in the back yard.

In the hot dry”sun, the‘wboden staves of the old harrel

T

e

fell apart / while the steel sides: of the other barrel

kept it firm and strong in any kind of4weather.

N . -

The perfume industry has heen aided considerably by the

" use of am bergris, / a waxy- substance / discharged from

T
bl

From the body of the sperm whale;'/ ambergris, which is~a

,waxy substance, / is extracted for use in the making of

delicate perfumes. -

Ambergris“is discharged by the sperm whale. /

When it was'discovered that ambergris.was véry useful'in'

making perfume, / this discharge from the sperm whale /
became extremely valuable to whale hunters.

For the sperm whale, am bergris is a means. of getting rid

© of indigestible substances, / for man, it is a méang of

'preserying the'scent.of delicate perfumes.

: DA S »
j?iff : . L s

-

TN

:An4;ncrustation, a hard coating / of dry rust / now

- .

Ky

icovers the ornamental figures / on the once shiny, black

gate of Aunt Susanne s- front’ y\rd

-

An incrustation of hard\dfy dust / now covers the



N
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"

ornamental flgures / on the big, iron gate that used to

welcome us to Aunt Susanne s comfortable, old home .

A hard inCrustation now covered / the old iron pot that_
lay in thE‘fencefcorner.

You could no longer imagine what the surface / of the
. B , IR
once beautiful-iron .pot might have been like, /‘for an

N

‘incrustation now almost c0mpletely hid any sign of a v

deslgn T

-Years ago the big black gate ‘on Aunt Susanne s front

-

yard fence used. to welcome us / but now a hard dry

»‘incrustation hides its former charm,

. N //
]

Tom and Mary mOurned / when their pet cat, / Ginger, died

they bewailed his death / for a long,.longgtime

With a mixture of é%lty tedrs / and silenﬁfsadness %\
Marianne bewailed the loss / of " her pet cat, Ginger.

Tom: and Mary bewailed the 1oss / of their beloved. ca%L

Ginger / for a long, long time. f'. ”

ance anger, the favorite familyrpet / had béen gone

S for over a month, / Tom" and Mary bewailed their loss less

frequently €ach passing day *

.

Marianne was not bewailing Ginger s sudden death /

i

instead, she was: putting forth a brave effort / to believe :

that her beloved pet / was merely on some great. adventure

.-

,and would soon ‘be home again.
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Set 6
1. After dinner / Grandpa reposes; or Igs a little rest, /

T

before watching his favorite TV programs..

2. Eyes closed / and stretched out In his favorite chair, /

*’.‘

,,Grandpa reposes for an hour or so / before watching his
,favorite TV programs. ‘ v _
- 3. After dinner / Grandpa / likes to repoge in his ea;;B -

:.chair./ by the fireplacel ‘

4. Because he was tired after dinner,. / Grandpa reposed for.ﬂ
'-almost an hour / before watching his favorite TV programs.

5;. While Grandpa reposes in his easy chair in the living
" room,. /. Grandma works in the kitchen, cheerfully and :JT

: % 'lovingly preparing the evening meal. s '_ ./'
Whenever_ﬂevggts a‘chance, Hr..Peacock / flaunts,‘or showsﬁ )
loff,'/ hisﬁbeautiful-feathers / for all'to admire.

2. Mr. Peacock / flaunted his beautiful feathers / by
strutting up and down among the visitors in the park’

3If'Mr Peacock / flaunts his ‘tail feathers.

4. 'When Mr. Peacock / saw us admiring him, /: he flaunted his
-beautiful feathers / for all to enjoy as much as possible.

5. ‘While Mr. Peacock /. proudly flaunts / his gorgeous

rfeathers, / Mrs. Peacock walks, head down, as if awvare.

~ ,? of her plain gown



Set 8
1.
2.
3.
‘ 4.
5.
- Set 9
1.
2.
3.

' theft.
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‘Poor young JordonbwaS'flouted by the rest‘of the gang; he

was treated with contempt, / he was scorned, / and he was

~1nsulted by all of them

With words of anger, insult, and contempt / young Jordon

'_was flouted by thaJéest of the gang / who continued to

raid the’ neighborhood gardens and apple trees, even

though he had decided to stop.

Jesus was flouted by the Roman soldiers / standing near

.'_’ . ' &
the Cross _ ) : : LI

Because he had decided .to "go straight" from now on, /.

pe s

Jordon was floutdd by the "tougher members oi the*gang'

‘who scoffed at his softness.

.Although Jordon was - flouted by some of the gang,: / not all

of the boys shared the same- feeling, secretly, at least,

they admired him for his courage in eonfessing.to the

/ﬁ).

In our family the expert fisherman, / the man  with

-giscatoria skill is my brother, Bill. - oo 7

Piscatorial,skill,vbetter known, perhaps;’as-the~ability
to catch fish with considerable success, / was what my

Uncle Ambroée seemed best known for in our town.

' With amazing 219catoria skill / young Billy cast his

line.
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Since Uncle Ambrose usually caught a lirge number of -
fish / he: waskdonsidered to have great piscatorial
skill. =

My Uncle”Dexter'was a Very ordinaryvfisherman, / but my

Uncle.Ambrose was widely known for his piscatorial‘skilli

t ) -
Jimmy's hands were given a perfunctory washing -- a
mechanical disinteresé;d wetting / —- before he appeared

at the dinner table, hungry and full of chatter about the

" morning's activities

’

Before meals Jimmy gave his hands and face a perfunctory

washing by disinterestedly / running the slippery soap

through his fingers / and letting a few drops of water

- trickle over them / before he reached for the tap to shut -

‘off the offensive liquid

Seven year old Jimmy , gavevhisphands.and'face”/ a
perfunctory washing beforeblunch.-'
Because’he seemed to “islike or fear the feel of soap and.

water on his hands e..d face, / my brother, Jimmy, would

give thenm but a perfunctory wetting before he appeared at v

the dinneratable.

Although Mother asked Jimmy to wash his hands thoroughly !

before coming to the dinner table, / he gave them but /
a perfunctory wetting, before he appeared hopeful that ‘he

would safely pass inspection.‘

G
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Teasingly, the boys told Sara that if she were mnot

) careful she wouXd become, in her old age, a harpy -

bad-tempered greedy old wpman.

9
0

A shrewish voice ano greedy ways earned for poor, old

~

~ Mrs. Svenson the uncomplimentary_title of village

harpy.

"No wdman likes to be called a harpy.

secause she was greedy and always snatching.Trixie s tid—

bits, the ._ys called their pet crow a real h EX

Instead of ‘being genérous and kind, a arpz is usuallv

zuselfish greedy, and often quarrelsome.

. .
. . N
. i -y
3 g . . :

& oo T ,

.items were not required bv any S.

Set 11 was constructed for possible use’ in the study but the

v
A
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U. F. W. Tests - Par‘agraphsa

Before the boys went fishing they were anxious to find some good
bait. / Along the seashore they found just what they needed.
Clinging to the rocks / were impets of various shapes and

sizes. / These seashells made excellent fishing bait. (Syn.)v

. Most women love perfume. / However; if it were not for: .

ambergris, they could not enjoy its lasting pleasures. / The /

{
i

delicate scent of orange blossoms, lilacs, and other. spicy »/

'
!

substance / obtained from the body of thersperm.whale.‘ (C/k)

»

Mr. Stout was rich but he was by o means miserly / To those in,
need he was continually lending ‘a helping hand / At Easter or

at Christmas a large basket of food and clothing might arrive

unannounced at the door of some needy home. / Each year he gave

_large sums of money to worthy organizations and well—established

charities. Indeed Mr Stout was widely known for his

Ehilanthropy. (D/D)

Jamie, in the eyes of the other boys, Vas a real milksoE. .He

rarely played ball or hockey. / Even when he- did he alwaye seemed

.to end up crying / because someone -had knocked him down or the
~ ball had hit him or something / It appeared that poor Jamie

'-;swould never become ‘a man like the rest of us, (D/D)

'Napoleon,;thefPLittle Genefal"%intghehcocked hat and fancy

Al
2 T
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uniforms, led his loyallarmy across Europe andlback / winning
victory after victory, / He created a vast empire for the French
making himself the emperor. / While it is true that Napoleon

may have been an homunculus with respect to size, it is certainly
. \ ¥
not proper to consider him a little man when speaking of his

achievements. (Contrast)

Mary was not too popular with her classmates. / It was true that
her father owned the best dry goods store in town / and could

.provide her with more pretty, new dresses than anybody else could
afford. / It was not necessary, however,. for Mary to flaunt every
new outé{t before everybody wlth such an air of. superiorlty /

\

In fact,_if Mary,would only realize it, she was disliked.instead :

of envied, on this account. '(C/E) dg

*'uge rolling waves, edged its way.

All aftérnoon'the water,‘
further ‘and further over the rocks and on to the - shore. / By
evening the beach was almost deserted, for the waves and the

- water had-’ worr, having completely hidden: the rocks and covered-

" . the" white sand / W{/hin a few hours, however the tlde would

recede, / 1eaving the shoreline once agaln to the holidayers for
: -4 . . (.
‘another day.. (Contrast) o

F»Being a New Canadlan is not always an exciting adventure. /-

VyVSometimes Annette felt completely left out of the fun things

enjoyed by ‘most of the boys and girls in her class. / Some of the

girls openly poked fun at her strange accent and her unusual .

8
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e

clothes. / The_boysisimply ignored her. / For the first‘few“monérs
Annette~fe1t‘like that nan Robinson Crusoe;whom she had been ''-
trying- to read about. / Although she was notron an island / she
was equally secluded, she was: isolated and shut off from the

exciting events and much yearned for friendships, / so close at

o

. hand yet so far away. Surely it would not always be like that._

(Syn.) ' o ‘ . | A

Throughout the centuries great cities have been destroyed in a

variety of ways. -/ The Romans, as conquerors, often razed the

" finest cities of the enemy. / ‘After erasing the proud city, they

would sometimes sow it to salt. / In more recent times, large -

cities have been totally demolished by fires, earthquakes, and

bombings. / ‘In spite of serious destruction, / however, many oﬁ§

them have been rebuilt to prcudly boast a new city more beautiful
than the old. (Syn.)
For:many years Joseph Jones Jr.isuffered_from a peculiar ailnent.
for which doctors could find no cure. / He was unable to walk

without considerable agony. / At night he was especially distressed

by;the pain in both legs. / However, thanks to modern medicine,
: , ' e

zsomewrelief.has been found for this malady. / Joseph Jones Jr. is

" no longer seriously afflicted with aches . and pains in his legs..

(L/E)

Georgie loved to go fishing, especially with Uncle Ambrose an

_expert. fisherman. / All ‘that he knew abdut fishing, he had

o
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learned from his Uncle Ambrose. / How to choose the right hook, /
how to put the bait on it, / and how to cast the line; / all

these things his uncle had taught him. One of the most 1mportant

‘lessons he had already 1earned well; patience is a must, if you

wish to gain piscatorial skill to matCh that of Uncle Ambrose.

(D/D)

Having quicklv disposed of his homework, / Johnny tossed his

books in the’ corner / and made for the bathroom / with hlS mind
almost entirely on the eight o clock basketball game. / With only /
a perfunctorz glimpse in the mirror, / he ran the comb through

his long, thick hair / He straightened his collar as he headed

for the stairs. / After assuring his Mother that he would not

'be late, he hurried down the front steps (L/E)

Al

According to the news-report on TV last night, the printersiwho

have been on strike for almost a month‘have finally arrived at

an agreement with the publishers / The number of working hours

per week will be reduced and their monthly pay w1ll be increased /

fIn addition, this increase in pay will be retroactive to last

December, / providing the men with extra money for the two months

’.past./ as well as for the months ahead. (Contrast)

/

Through-the centuries war has brought unnecessary suffering to

millions of people in many.lands. From early. ﬁimes to the present

‘ cenCUry, invading armies have: robbed farmers of crops and animals.

In towns and cities, shops have been plundered and public buildings

By

o stripped of precious art and other treasures.’ In more .recent-
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times,‘similar“gegredation has been witnessed by way of civil

strife, with street riots and lootings; to. say nothing of the

'shattering losses to business and to family life.b (D/D)

Overhead the mid-day sun blézed down unmercifully upen the nakéd
backs of the men, bent by constant toil in the unbearable heat.'

Like their master, the sun felt no pity and had no mercy. And

although the day was but half-spent, the air -- motionless{ hot,
and humid -- reeked withvthe stench of their sudorific boéies;
o/ "

Since curtain time was less than ten minutes.away! the people
wete pressing’into the theatte. As usuél'vthe‘garterre &;5
crowded v Being on the main floor under the balcogﬁ? it held
large numbers of the chatteflng crowd until they were shown to

their seats by the busy ushers. (D/D)

a'I_‘ype of specifically embedded contextual clue in pafentheses.

bItems 14 to 16 were constructed for possible use 1n the study but

were not required by any S.
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Frequency Unfamiliat-WordqéUsed in U. F. W. Tests -
Sentences and Paragraphs

. Unfamiliar Word ' No. Ss using unfamiliar word
Sentences - Grade 4. - Grade 6 - Grade 8-
lotus , A 17 10 6
stave o 18 . : 16 ‘15
ambergris ’ . 0 : 4 -9
incrustation 1 6 "6
bewail ' : 18 - 154, 18
repose 14 - 12 15
flaunt ' : ‘ 4 - .5 1
flout : o 4 2
piscatorial 11 o 11 9
perfunctory : -7 , 7 9
Unfamiliar Word ’

Paragraphs
limpet ' . 18 : 18 13
gmbergris o 17 : 214 9

- philanthropy £ : 1 ' 4 o 10
-milksop - o -0 o 0 o oy 3
homunculus .. .- : 0 0 S 1
flaunt : .15 : 12 ' 13
recede., . = 17 , 13 ' -6

. seclude 1 4 ' 6 2
‘raze_ ' . 0 4 12

- afflice - ' : -0 1 3
retroactive : 0 1 .0
piscatorial . 7 7 9
perfunctory 11 .10 ' 9
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Table 7.1

Percentage of meement Between Investigator and Independent
' Judges inﬂnhe Classification of Word Responses

o Percentage of Agreement :
~Independent Judges F.. W. Tests - S. & P. U. F. W. Tests - § B.

+2 93,23 o 92.30 0,

1
1 +3 . 97.69 - 97.42 |
2 +3 . 92.52« ' 91.89
a
Investigator
Table 7.2

Percentage: of Agreement Between Investigator and Independent BN
Judges: Scoring Meaning Cues and Reasoning

!

3

» : : B Percentage of Agreement
Independent Judges F. W. Tests - S. & P. - U. F. W Tests — S. & P.

1?+2 © . 9285 - 191.89 u/
1 +3 86.79 . g5.57

| o | R

2 +3 | - 88.89 ' 88.89

aInvestigator



%

APPENDIX G
o—Way'Ahalysisvof Variance on Selected Variables

Tw

by Sr.mp and by Grade -

417



Table G.1

Two—Way Analysis of Variance on Selected Variables
' by Group and by Grade

7L
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)

gk=>

C 2.

apwe

13.47

1. Variable: Vocabulary Scores (C.T.B.S.) :
Source , S.S. .- D.F. o M.S.- ( w‘F—Ratio Prob.
T
, 2 _ RTITS .00
12822.40 2 6411.22:  329.89 .00
22.81 4 : 5.7Q o 0.29 .88
874.56 45 19.4% L
- ) (/l:},\\ i}
Variable: ’Comprehension Scores .)
Source s, s. D.F. \ " F-Ratio Prob.
A 5282.19 2 g . 130.74 .00
B 14465.90 2 7 7232.97 358.04 .00
AB 80.25 4 120.06 0.99 42
SE -909.06 . . 45 20.20
3,. Variable: 1Q Scores
- Source 5.5, . D.F. M.S. - F-Ratio Prob.
A +3572.44 - ‘2 11786.22  20.39 - .00
B 1625.00 ! 2 © 812.50 9.27 .00
AB - . . 253.06 4 63,27 0.72 .58 -
SE 3767.25 - . 45 87.61
— - X
4.  Variable: Scores F W.. Tests - Sentences (Blanks)
Source . S.S. D.F. ' 'M.S.f‘ F-Ratio . Prob.
. 206.96 2. 103.48 7.68 .00 "
441.94 2 220.97 16.41 .00
'16.39 b, 4.10 0.30 .87
606.02 45
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5. Variable:

Scores F. W. Tests - Sentences (Nonsense)

" SE

>

- Source S.S. D.F. M.S. F-Ratio "Prob.
A " 470.06 "2 -235.03 15.43 .00
B '413.86 . 2 206.93 13.59 .00
-AB 12.94 4 3.24 0.21 .93
‘SE 685.35 45 15723
6. Variable: Scores F. W. Tests — Paragraphs (ﬁlanké)
Source S.S. D.F. ‘M.s. (vf—Ratio Prob.
A 56. 34 2 128.18 5.96 .01
B 84.12 2 42.06 8.89 .00
AB 29.55 4 " 7.39 5,1‘56 .20.
SE '~ 212.84 45 4.73
7. 'Variable: Scores F.'w..Tésts-— Paragraphs'(Nonsense)
Source S.s. " D.F. - M.s. F-Ratio Prob.
f \ i i : .
A 126.34 2 © 63.17 111 .00
B 65.45 2 32,72 7.31 .00
AB 3,55 4 .89 .20 .94
SE . 201.51 , -45 .45 : S
8. 'Variable:i Total . ores F. W. Tests‘;‘Sentenceé
- Source S.S. D.F. 'M.S.'? F*hatio« ,fProb. L
A 1282.56 2 641.28. 19.07. . .00
B 1680.00 . 2 840.00»71 24.97 . 200 .
AB - 15.44 4 .3.86 N 0.11 . +98
" 1513.56 . 45 33.63 -~ T (;ﬁ\ .
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9. 'Variable: .Total Scores F. W. Tests - Paragraphs

- “

-]

Source s.s. D.F. M.S. - F-Ratio Prob.
A 349.02 2 C174.51 12,71 - .00
B 292.02 2 146.01 10.64 .00
AB 4066 4 10.64 .74 .57
“SE . 617.68 45 ‘

13.73

10. Variable: Missing Word Scores Synohym Type (F.W. Tests - Sentences
and Paragraphs) '

- YSource - S.S. D.F. M.S. F-Ratio ° Prob.
A 246,34 2 123.17 9.37 " .00 .
B 148.78 2 . 74.39 .5.66 , .01
AB 32.88 4 8.22 - '0.63 .65
'SE - '591.34 - - 45 13.14

11. Variable: Missing Word Scores Contrast Type’(F W. Tests -
Sentences and Paragraphs)

Source .. DR.A ms.  Peratio Prob.
A . 142.82 2 71.41 8.46 . .00
B © 196.27 2 98.13  11.63 .00
“AB 20.73. 4, 5.18 0.61 .65
SE 379.68 45 8.44 v

12. Variable: Missing Word Scores Direct-Description Type (F. W. Tests -
Sentehces and Paragraphs) .

. ;:/f~*

o -SX,Sourc%- . S.S. " D.F.. M.S. - F-Ratio- - Prob.
N PR 4 . . - : : :
I e _ v ' —
A 66.27 2 33.13 1 6.20 .. .00
B 124.71 2 62.36 11.67 .00
AB S 12.39 4 " 3.10 -~ 0.58 . .68
SE 5 L

240.52 4 S 5.36
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13. Variable: Missing Word Scores Cause-Effect Type (F. ﬂL'Tests -
Sentences’and’Paragraphs) y ‘ L . E

Source -~ S.S. D.F. - M.S. o F—Rafio;' Prob.
— / » — B D

A - 176.04 2 " 88.02 -7 15,96 .00

B 179.60 2 - 89.80 16.28 .~ 00 .

AB 9.39 - 4 2.35 - 0,43 © .79

SE 248718 - . 45 5.52 s '

v

1l4. Variable: _Missing.Wordecores Language+ExpéTienge Tybé
(F._W. Tests - Sentences and ‘Paragraphs) . T

Source - sis. ' p.p. - M.S. F-Ratio . Prob.
A 83.60 2 410800 835 T oo
B | 58,94 2 ;2967 » 0 588 7 a1
AB 8.95 "4 .24 0.45 " .77
SE 225.35 45 - T 5.01v S -

’

I15. Var‘ble: Meaning Cues Synonym Typev(F.?w. Tests - Sentences)5‘“

Source - s.s. 'D.F. M.S. F-Ratio Prob.
A 22.71. 2 Cf1136’ 1320 g
B 109.48 2. 54076 637 .00

" AB 42,51 C4. 710063124 - i3
SE , 386.50. 45 8.59 L

EN

~16. Variable: ‘Meaning Cues Contrast Type (F. W. Tests — Sentences)_'

Source . s.s.. ' 4 D.F, ; M.S;:{ ! ﬁ?ngtio " Prob.
A | 67.60 P 3 33.80 -~ U500 o1

B ~ . '65.16 2 32.58 . 4.82 .01

AB . T 12,96 4 3,94 .48 5

SE . 306.17 45 & 6.76 L LT
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17. Variable: Meaning Cues Language—Expefiehce_Type (F. W, Tests -
Sentences) . :
Source s.5. D.F. M.S. F-Ratio = Prob.
< . . -\ - o
A 6.34 2 317 99 .38
B 10.79 . 2 5.39 . 1.69 - ..20
AB 12.22 4 " 3.05 .96 .44
SE ~143.50 45 3.19 -
fgl Vdriab;e: Meaning Cues Cause-Effect Type (F. W. Tests - Sentences)
© Sourde. . S.5. D.F.  M.S.. F-Ratio Prob.:
A 31.82 2 15.91 . 1.54 .23
. B 15.27. 2 7.63 .74 .48
', aB . 45.18 4 11.29  ° 1.09 .37
SE 465.01 . 45 10.33
19. ~Variable: ‘' Meaning Cues Direct—Descrfb:ion Type (F. W. Tests -
‘Sentences) . :
" Source 'S.S. D.F.. M.S. .F-Ratio  Prob.
LA 23.60 2 11.80 ~1.50 C .23
1; ‘B .30.71 2. _ 15.36 -~ 1.96 .15
" AB 29.40 4 7350 Loy .45
 SE 353.34 45 7.85 ‘ '
- 20.". Variable: Meaning'ﬁues Synon&m Type (F. W. Tests - Paragraphs)
_ Source " S.S. D.F. M.S. F-Ratio ~  Prob.
A '8.99. 2 4.50 . 2.26 .12
B 2.11 2. 1.06 . .53 .59
. AB , 8.22 2 2.06 . - 1.03 .40
SE : . 89.50 ° ‘45 1.99 ‘ :
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3187.25

~21. Variable: Meahing Cues Contrast Type (F. W. Tests - Paragraphs)
Source S.S. ‘D.F. M.S. F-Ratio Prob.
A 29.78 . . 2 - 14.89 4.34 .02
B 6.78 2 3.39 .99 - .38
-AB 1.78 "4 a4 .13 - .97
SE 154.50° 45 3.43
- 22, 'Variable: .Méaniﬁg Cues Language—Expérience Type (F. W;'Tests -
Paragraphs) :
Source S.S. D.F. M.S. F-Ratio ~ Prob.
A 8.44 2 4.22 C.o2.01 .15
B 4.11 2 2.06 L 98 .- .38
AB 14.44 4 . 3.61 1.72 .16
SE 39 - - 94.50 45 ' 2.10 :
f3.i Variable: Meaning Cues Causé—Effect Type (F. W. Tests —~
' Paragraphs) ' ' o :
Source, s.s. D.F. M.S. F-Ratio Prob.
A v 11.45 2 5.72° 1.82 .17
B 7.11 2 3.56 1.13 .33
- AB 9.77 4 2.44 .78 .55
SE 141.67 45 3.15
24, Variable: Meaning Cues F. W. Te§t$ - Sentences
Source s.s. D.F, M.S. ‘F-Ratio -~ Prob.
w7 o o ,
A 6;%,33 w2 315.56 4.46 ~02
B 668.06. . . 2 333.03 4.70 .01
AB 220.56 -4 55.14 0.78 .55




Source s.s. D.F. M.S. . P-Ratio . .}
0, ,éﬂ o
A 121.34 2 ¥ 260,67 9,07
B - 153.46. 2 - 76:3 11.47
AB 35.89 Gy T '1.34
SE . 300.84 45 6.69 S
J , -

LY

25. Variable: Meaning Cues F. W. Tests - Paragraphs

Source - s.s. D.F. M.S. . F-Ratio Prob.

A 289.82 2 144.91 4.75 .01

B - 83.82 2 41.91 1.37 .26

AB 72.39 4 18.10 0.59 .67

SE 1372.35 45 30.50.

o

26, <Variablé: Nouns (Missing words F. W. Tests -~ Sentenceé and
' Paragraphs)

.Soﬁrce S.S. D.F. M.S. F4Ratio Prob.

A . 132.34 2 11.71 .00 ..
B _ 129.80 -2 11.48 .00 -

AB- . 7.54 .4 34 - 85

SE . 254,35 45 o

27. Variable: Verbs (Missing wbrds F. W. Tests - Sentences ana

- Paragraphs) ' ’ . :

Source ~8.8S. D.F. M.S. F-Ratio . Prob.y_
,,,«AA R TYRR ‘3’52' 913 s . 2 13.15 -00
By et < 274.06 2 10.21 .00
_AB %5306 "Qgg .06 .99
© SEy, oxy 0, 603268 ¢ 45 ‘

T SR N

28. Variable:

- Paragraphs)

Tin A f": ’.'.P; )
Adjectives“(Missigg wordstg_

=1

W. Tests ~ Sentences and
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ggo>

29. Variable: Adverbs (Missing yordé F. W//Tests - Sentences and
Paragraphs) :
Sourée‘ S.S. . D.F. M.S. F-Ratio " Prob.
A 166.27 2 83.13 7.52 ..00
B 252.27 2 126.13 11.41 .00
AB 40.73 4 10.18 .92 .46
SE T 497.34 45 . 11.05
30. Variable: Reasoning F. W. Tests - Sentences
Source S.S.- . D.F. M.S. F-Ratio. Prob.
A 1020.71 2 i510.36 14.76 .00
B 1225.59 2 . 612.80 17.72 . - .00
AB ©90.73 4 22,68 0.66 - .63
SE -~ 1556.01 45 34.58 ' :
,31. °Variable:' Reasoning F. W. Tests ~ Paragraphs
Source | S.S. D.F. M;S. F-Ratio Prob.
361.01 2 180.50 14.09 .00
268.12 2 134.06 10.47 .00
. 18.55 4 4.64 .« 0.36. .83
576.34 45 12.81
m:‘y
32. Variable: Reasoning U. F. W. Tests - Sentences "
Source S.S. - D.F. M.S. ﬁgf—Ratib Prob.
A 60.04 . 279 30,02 " 4.89. o1
B 26.70 .- 2 . 13.35 2.17 .13
- AB 21,74 4 S.44 0.88 .48
SE 1277.17 45 :

6.16
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N

33. Vari%?ie: ‘Reasoning U. F. W. Tests - Paragraphs

13

Source /= s.s. . D.F. M.S. F-Ratio Prob.
; \; "'\‘ ’ ’ . ’ -
J© ) 106.82. 2 3,41 8.58 .00
. 22.48 2 S 11.24 1.81 . - .18
10.18 4 2.55 o 0.41 .80
280.17 45 6.23 - S

34. Variable: Total ‘Score U. F. W. Tests - Sentences

Source - S.S. ~ D.F. M.S.  F-Ratio ~  Prob.
A © . 40.45 2 20.23 2.93 .06
B 10.13 2 5.06 - - 0.73 .49
AB 45.11 4 11.28 1.63 .18
SE | 5 6.92 ' |

311.18 4

)

3s5. Variabié: . Total Score U. F. W. Tests - Paragraphs

Source ; - . S.S. _ D.F. . M.S. . F-Ratio Prob.

. . i . . ‘v
Ay 95.27 2 47.63 "6.45 .00
B, . 62,37 2 - 31.18 4.22 .02
AB FR 4.17 4 . 1.04 0.14 .97
SE - 332,51 45 7.39

)

36"1Variable: "Meaning Cue U. F. W. Tests - Sentences

Source . ', ,~NS.S. °  D.F. _M.s. F-Ratio ~  Prob.
B 19.12
AB 4.22
SE. 193.33
W
9 : -
;é L
e
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37. Variable: Meaning Cue U. F. W. Tests - Paragraphs

.S.

429.01

" Source S.S. D,F. F-Ratio Prob.
A 119.45 2 59.72 6.26 .00
B 48.44 2 24.22 2.54° .09
AB 62.43 4 15.61 1.64 .18
SE 45 9.53
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Table H.1

Single Factor Experiment With Reported Measures of
Four Word Form Clasgses by Grade

429

Grade 4  . N
" Source of S.S. D.F. M.S. F Cons.
Variation : « Prob.
Between peopie; - 5878.25 17 345.78
Within people "3404.25 54 63. 04, '
Treatments 287.06 3 95.69 1.57 .23
Residual 3117.19 51 61.12 ,
Total 9282.50 71 S
. G
Grade 6 )
Source of .. _S.S. * D.F.” M.S. F Cons.
Variation ‘ T . © Prob.
Between‘peoplé 6416.69 - 17 377.45
- Within people 4625.59 54 85.67 o
- Treatments - 178.63 3 59.54 . . .68 42
'Résidual' 4447, 31 51 87.20 =
** Total - 11042.63 ~ 71
o . D,
Grade 8
Source of 'S3S. D.F M.S. F Cons.
Variation: . : ' ’ Pnéb.
Between people'_ .3981,63 17 234,21
-Within people 3356.63 54 62.16 e
Treatments: 78.38 . 3 26.13 L4
Residual - 3278.25 51 64.28
Total 17338.25 71




=Y

Single Factor Experiment  With Reported.Measures for Five

Table H.2

Types of Embedded Contextual Clues

430

Grade 4
Source of S.S. D.F M.S. F " Cons.
. Variation Prob.
Bet&een people 424,19 17 24 .95
‘Within people 961.60 72 13.36
" Treatments . 489.18 4 122.29 ©17.60 .00
Residual 472.43 68 6.95
Total 1385.79 89 »
Grade 6
Source of 5.5. D.F. M.S F Cons.
' Variation L L Prob.
.Between people. 498.99 17 . 29.35.
Within people 696.00 72 9.67 " =
Treatments 367.78 4 91.96 19.05 .00
Residual -328.18 68 - 4,83
Total 1194.99 - 89 ’ k
: . \ .
.. Grade 8
Source of S.S. D.F. M.S F Cons.
Variation Prob.
Between people 334.62 17 19.68 E
Within people 673.60 72 . 9.36 , ~
Treatments 247.55 . 4 61.89 9.88 .01
Residual 426.05 - 68 - 6.27 | L :
Total 1008.22 89 o
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Intercorfelatioﬁ éoefffcientS'w
J 1. Grade 4
‘é._'Gra&élé

'3;. Gradé 8
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