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ABSTRACT

The purpose of this study was to investigate children's use of
experiential knowledge in responding to verbal and non-verbal tasks.
The number of responsesi correct;ess of respdnses, and the place of
prediction (at varicus stages in the tasks) were analysed in their
re]at1onsh1n to reading achievement. ’

The samp]e -consisted of forty grade four ch11dren with an equal
“distribution over sex and high and low reading achievement level which
was determined on the basis of thQir reading scores on the Gates- |

MacG1n1t1e Reading Tests Primary C.

The Non-Verbal and Verbal Tests of Fluency were specially con-

structed for this study. The Non-Verbal Test of Fluency was designed
to measure fluency, correcﬁness‘Uf“responses, and place of prédict{on
in a print free sitdatio; and consisted of four pictures, each picture
continuing a sequence of four episodes which gave increasing numberé of

clues as to the identity of the picture. The Verbal Test of Fluency

was designed to measure similar objectives in a print situation and
consisted of four topics, each tbpic containing a sequence of four
sentences which gave increasing numbers of clues as to the identity of,

the top1c

Corre1at1ons and ana1y51s of variance were used in the statistical
Jana]ys1s of resulting data. / Th1s analysis revealed that high reading
ach1evers score higher on both non- -verbal and verbal fTuency, correct-
ness, and place of prediction than do Tow read1ng achievers. These
differences reached levels of significance (p >.05) set for the study

for non- vérba] fluency, non-verbal and verbal correctness, and verba]

p]ace of pred1ct1on scores. What appears to d1st1ngu1sh high and 1ow

iv
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reading achievers is not the number of responses they give, but the

[

cogrectness of those respenses in terms of the information in the

material presented. .

Both high and low reading achievers produced greater numbers of
responses for non-verbal tasks than for verbal tasks.

[.Q. was found to have little relationship to fluency but was signi-

ficantly related to cor?ectness for the total grohp and was significantly:

related to place of prediction for the total group and for low reading
achievers,

Girls scored higber than boys on all non-verbal and verbal tasks
except place of prediction.' These differences did not reach levels of
significance.

ft was also found that high reading achievers and fluent students
were exposed to more reéding related expériences than low reading
achievers. |

Results of this sfudy poin§ out the need for differentiating
instrhction for high and low readers in getting them to respond
correctly in terms of the information they possess And the information

- Y 3 d'
given in printed passages.

A&
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‘ CHAPTER 1
INTRODUCTION AND PROBLEM

<: Reading has beenpdefined in manyiways, but in most cases it is
agreed that meaning must be one aspect of readiné. Goodman (1970) says
in order for reading‘to occur there must be some degree of mfaning.
Meaning itself has been examined in many ways and it is generally agreed
that gaining meaning from print involves at 1east,two.factors: knowledge
of language and the reader's experiential knowledge. |

Knowledge of language consists of a person's awareness (which

may be implicit) of orthography or the structure of words, semantics,

and syntax. Semantic knowiedge is partly determined by syntax and part-

ly by experiential knowledge, which includes thet non-linguistic infor-
matien which the individual has acquired from his involvement in, or
exposure to, life. 'Walpo1e (1941) stated that semantics provides three
types of contextual clues. These were labeled as physical, psychoTogi-
cal, and symbolic. Physical context refers to all things existing around
a person in his physica] environment. Psychological context refers to
the way a person organizes his exper1ences with words and objects in h1s
own 1nd1v1dua1 way. Symb011c context refers to those words or symbo]s
known by the 1nd1v1ddel Walpole further states ‘that symbolic, psycho-
log1ca1, and phys1ca] contexts overlap. One cannot know a word without

hay]ng thought about it. Thus, all symbols are parts of psychologicdl

- context. - A1l experience in the physical world has contributed to all

the pyschological context a person has. Walpole's examination of
semantics p01nts to the importance of the reader acquiring exper1ence

in phyS1ca1 context, organizing the experience psycho]og1ca11y, and



using the expénjence in a symbolic situafion.

Readiné’has been described by K.M. Goodman (1968) as a psycho-
linguistic process or guessing game. In this process meaning is p;;-
d1cted on the basis of orthograph1c, syntactic, and semantic cues. More
experienced readers ‘end to use these available cues more successfu11y
than the less exper1enced readers. Although Y. Goodman (1967) points out
the close relationship between thé use of syntactic'and semantic informa-
tion and the acquisition of meaning, this study will focus on the use of
;emantic information that is -brought to the reading task in the form of

. the reader's experientfa] knowledge.

I.  PURPOSE

In order to recohstruct meaning from a reading task, the
reader must bring to that task his knowledge of language and his experi-
entia] know1edge. It is the purpose of ;his study to investigate to
what extent readers of d1fferent ach1evement’1evels use the1r experien-
tial information or know]edge to predict mean1ng from non-verbal and
verbal situations in which 1ncreas1ng amounts of information are given.
TQg use of experiential knowledge will be considered in terms of

fluency, degree of correctness, aqd place of prediction.
I3 .

IT. DEFINITION OF TERMS
1.+ Meaning refers to the reconstruction of thg author's thoughts
so that the receiver acquires the same or similar ideas to

what the author intended to convey in symbolic form.

2. Prediction of Meaning denotes the ability to guess what the

author intended, or to draw conclusions on the basis of



"information given at various points in pictorial and verbal
tasks.

Non-Verbal Tasks are pictures which have been divided into

four episodes, each of which is shown in order of increasing
number of cues for purposes of identification. The final

episode contains the complete picture.

Verbal Tasks consist of a series of four sentences. Each

sentence has a,single word deleted and is shown in order of
increasing cues for purposes of identification of the central
théme of the series of (four sentences.

Fluency refers to the number of‘resbdnses given during the
administration of a non-verbal or verbal task.

Degree of Correctness refers to the number of responsgs that

are semantically acceptable in.the context of the four pictu}e
episodes, or four sentence series.

Correcfness refers to the semantic accebtabi]ity of a response
given to the information presented. For non-verbal tasks the
acceptability will be determinéd in terms of whether the cues
presented cou1d be features of the object named” Subjecys

were questioned at the end of gjtask on the feasibility of
responses about which the examfner was uncertain. For verbal
tasks semantié acceptébi]ity‘qu determined by the meanthgfu]
congruence. of the word suggested with the information preseqted.
When necessary a dictionary was consulted to check congruencies.

Place of Correct Prediction refers to the picture episode or

sentence on which the student gave the correct response for

k4

the total tqsk that was consistent with all later correct

Wy



responses.

9. High Reading Achiever*\refers to a grade four stud?nt reading

above the 4.0 level on fpe comprehension section of the Gates-

MacGinitie Reading Tests LPrimany C).
———t

\ ¢ '
10. ‘Low Reading Achiever* refer&ato a grade four student reading
below the 4.0 level on the -comprehens - action of the Gates-

MacGinitie Reading Tests (Primégx C).

-

ITI. HYPOTHESES

Research Hypothesijs 1

High reading achievers at the grade‘_ four level will be more A

fluent on non-verbal and verbal tasks than low reading achievers at the

same grade level.

Null Hypothegis

There is no significant difference between the number of
respoﬁses giyen by high and Tow reading achievers on:

(a) non-verbal tasks

(b) - verbal tasks

Research Hypothesis II

High reading achievers will produce more correct responses

than low reading achievers on non-verbal and verbal tasks.

[

* Reading aJhievement Scores were taken from the June 1973
scores recorded on student cumulative record cards when 4.0 was the

mean expected score at that time.
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Null Hypothesis .
There is ﬁo significant difference between high and low reid-
ing achievers on the degree of correctness of theiw responses on:
| (a) non-verbal tasks ‘
(b) verbal tasks

Research Hypothesis III

High reading achievers will earlier predict the identity of
a Picture or the central point of a series of sentences than will low
reading achievers.

Null Hypothesis

There will be no significant difference between high and low
reading achievers on the place of correct prediction scores on:

(a) non-verbal tasks

(b) verbal tasks

Research Hypothesis IV

The fluency, correctness, and place of prediction on non-verbal

and verbal tasks of grade fobr children are related to their I.Q. and
. |

/
: J
Null Hypothesis /

~ chronological age. /

There is no significant corfe]ation between:
(a) chronological age, flyency, correctness, and place of
prediction on non-verbal tasks
s (b) chrono{ggiCal age, fluency, correctness, and }lace of
predj tion on verbal tasks
(c) .I.Q./ fluency, correctness, and b]ace of prediction on
non%béfba] tasks

(d) I.Q., f]uencj, cdrrectness, and place of prediction on



verbal tasks.

Research Hypothesis V

Girls will score higher than boys on fluency, correctness, and g
place of prediction on non-verbal and verbal tasks.

Null Hypothesis

There is no significant difference bétween the scores of boys

“and girls on:

| (a) * fluency, correctness, and place of predict}on on
non-verbal tasks

(b) fluency, correctness, and place of prediction on

verbal tasks. !

IV. ASSUMPTIONS
It is assumed that the children's performance ié indicative
of their actual ability to perform on the.tasks used in this study.
A second assumption is that the réading levels are reflective
of the reading levels of grade four children within the Edmonton Public
School System and are not randomly biased by any one of the schools

used in the study.

It is also assumed that for both the non-verbal and verbal
. tasks the larger number of correct responses indicate larger degrees of

“background experience.

A final assumption is that thevthemes chosen for the non-ver-

bal and verbal tasks are familiar to the sample used in the study.

V. LIMITATIONS -

The following factors are recognized as limiting the .



’
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generalizability of the dafa collected in this study. Research has

shdwn that readers use their knowledge of language and their experiential
knowledge in understanding what they read. Because language is also
experience, the influence of one on the other is difficult to separate.
Even though an attempt is made to control the syntactic aspeét of language
'through'the use of.non-verbal tasks and of basic sentence structufes, some
students may be more familiar with the sentence_structures chosen than
others. This would give them a better chance of getting meaning or at
least of not being hindered more than the other subjects in reconstructing‘
the author's meaning. However, the researcher's reading. the sentences
along with the children shou]d minimize the synta¢tic as well as word

recognition factors.

VI. SIGNIFICANCE OF THE STUDY
Information about the fise of experiential knowledge by grade
four children to get heaning from a reading situaé%on c#uld enable
teachers to modify progrghs in such a way as to help students become
better readers. Depending on the re;ulfs, thé teacher may vary proce-
dures. If low reading achievers tack f]uené& then it is necessary to\

j

build sufficient story'background. If low reading achievers are as
fluent as high reading achievers but not as correct, then there is
need to get them to make more effective use of the information given in

reading tasks.

| - . 5
VIII. OVERVIEW OF THE STUDY =

In Chapter II. the writér will reyiew the aj@i?ab]é Titerature

TS

which is considered pertinent to the present study in an attempt to



construct a framework in which to consider the present research.
Chapter II1 will outline the-experimental design. Information .

on ‘the sample, test construction, and test administration, will be

/

presented.

The results of the study will be analyzed and explained in

Chapter IV.

Chapter V will present the summary, cenclusions, imp]fcations,

and suggestions for further research.



CHAPTER II
. o
The purpose of this chapter is to develop a Jefinition of
reading and to review some,ggséarch on children'Suge of experiéntia]

knowledge in reading.

I. A DEFINITION OF READING

Reading has been defined in various ways by different authors.
Wiener and Cromer (1967) believe that reading is a two stage process
which moves from identification to comprehension. According to them,
identification is the proper discrimination of graphic symbols and the
ability to associafe these symbols with the sounds commonly attributed |
to them. Thé assessmenf of identificapion is usually réstricted to
some measurement of what and how words are said. |

While much research_hasvbeen done in the area of word
jdentification much less has been done in the'area of comprehension.
It appears easier to assess comprehension through asking the reader to
paraphrase, abStraét, answer questions, or.criticize than to actually
define what comprehension is. Wiener and Cromer (1967) state that
comprehension "refers to the addition of some form of meaning as;ociated _
with tﬁe identifications or dis;riminations, i.e., the words elicit "¢
" shared associations, or consensual indicator responses to or about the
referent, or a synonymous response (p. 638)."

Goodman (1968) defines reading as an interaction between the
reader and writtén language, through which the reader aitempts to

reconstruct a message from the writer by actively bringing to bear on
- . ¥
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R R '\. . .
the writing his knowledge of Tanguage, his past experience, and his

language processing skills. Goodman maintains that three types of

- information are used simultaneously in the reading process to move

from identification to comprehension. These are’graphic, syntactic,

- and semantic information. This information is the basis of the reader's

-

expectations'and information is processed to develop, revise, or reject

these expectations. Goodman (1970) has called this process of reading

_ to confirm or deny prédictions a psycholinguistic guessing game.

/

Some. of Fraﬁk Sﬁ?ih's.(1971) views cbncerning~reading are
similar to those of Goadman. e suggests that reading is information
processing carried out through featuré-éna]ytié mgthods. ‘These methods
are letter and word identification fo]lohed by comprehension- of meaning.
These tasks are usually performed separately by the beginning reader
but gpe—experienced reader is able to perform these tasks both
simultaneously or separately. Smith mainfains that through experience
readers deQe]op visual, acoﬁstic, and semantic feature lists in their

memory systems. Reading may then be considered a two stage proceés of

‘reducing uncertainty by reconstructing what the reader sees in print

through the use of feature lists in the memory systems. Smith states
that the more skilled a reader is in using past information, the less
visual information he needs from the page because he is able to predict

what the unread material will be. The skilled reader has learned how

‘to dse syntactic and sgman%ic redundancy and if the topic is familiar

)

to him he merely samples visual information to confirm his expectation§.
The thesis of this study may'be interpreted against a frame- «
work of reading in which there is identification and comprehension. The

focus of this study is on the latter aspect of reading, and for the



understanding of which the role of prior knowledge including language

and meaningful experience must be considered.

IT. EXPERIENTIAL KNOWLEDGE AND READING
Writing in the 1930's, John Dewey stated that amid all
uncertainties there is one permanent frame of reference. That is the-

organic connection between education and personal experience. He

. maintains -that wholly independent of desire or intent every experience

\ lives on in further experiences. Much research examines the effects of
. the child's experience as a factor‘in determining his schodl achieve- -
ment (Dave, 1963; Wolf, 1963; Vernon, 1965). Although innateﬂpapacity
may be the most powerful single influence on achievement level, there
is evidence that extreme depriyation of experience leads to progressive
deterioration in academic ability (Douglés, 1964).

In 1883 Sir Francis Galton became one of the first reseérchgrs
to attempt to determine the effecté of experiences provided by the
envirghment on the development of twins. He observed fraterné] and
jidentical twjns in an effort to estimate the effects of differences ip‘
heredity and environmentAon men and women and concluded that heredity
was a factor strongly independent of environment.

Others have also examined the effects of experience on achieve-
ment through the comparison of identica] twins reared in the same and 1
different environments. Bloom (1964) summarizes several studies on
the scholastic achievemént of twins, siblings, and unreiated chi]ﬁred
reared together and apart. His findings support the contenﬁﬁon that
experience provided by the énvironment has a powerful effect on the

1educational achievément'of children. He concluded—that children of



similar hereditary make-up perform similarly gfven the same experiences -

and differently given different experiences.

The area of school achievement onghich this study focusses

is reading. How well the student reads is fo\ nced to some degree by

(\

the experiential background he brings to the classroom.
In 1957 Taylor deve]oped>the cloze technique as a measure of
readapility and later as a measure of readihg comprehension. Basically
this technique consists of the omission of every nth word (fok example
every fifth word) or specified words in a passage and the reader is.
asked to insert a word in the blanks. Through the use of this
technique Taylorx (1957) looked at the differences experience can cause
in the responses of a population. de says the‘ﬁftent‘to which a
bopu1ation proposes similar words }br anv particu1ar b]ank.on the>c1dze
p%ocedure, debends on’ the re]ative similarity of the group and the
1nvar1ab111ty, definitiv ss, and fami]iarity of the informétion pre-’
sented. He feels that even if subJects perce1ve the stimulus in the
same way, different hab1t systems may result in different response .
hierarchies. Tay]or concluded that present response sjtuations borrow
from similar past S1tuat1ons. Unfamiliarity of a stimulus contributes
to dfffere?ces. This lack of fami]jarity or definiteness inclines a
subject.to random behavior."Consequently Taylor beTiéves that |
essentially equivalent subjects caﬁ vary widely 1n'words’they propose
on the dloze procedure because of these differences in experience.’
.Deighton's (1959) work confims the views he]d\by Téy]ov; .He maintains
that the exfent to which contekt reveals meaning variés with the
experiéhce of the reader. _ NS 4

The degree and nature of experiences to which individuals are

12
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" exposed are dependent‘on_a number of factors.\'Sex differences, for
example, which havg received much research attention, may be determined
by cu]éura] experience. Although many (Hughes, 1953, Traler and
Spau]ding,1§54) North American studies show girls to be superior to
boys at reading tasks in the early grades, Preston (1962) found the
‘reverse to be true with German children.

| Socio-economjé stétus has been shpwn to be high]y related to
various reading skills. Hill and Giammatteo (1963)‘found grade three
chi]drén of high socio-economic status performing well above low
socio—ecbnomic status children in reading vocabulary and comprehension.
Other studies have found relationships between reading disability and
socio-economic disadvantage.

The results of a study by Sheldon and Carrillo (1952) indicate
that student attitudes toward 1earn1ng inf]uehced their reading perform-
ance ahd these att1§§des appeared to be formed 12 the home Accord1ng
to Stauffer (1967), children bring many opinions and, concepts which are

i obta1ned from previous experience that can be used in reading. Wilson
(1948) ‘maintained that many textbooks are difficult for students with
limited experiential backgrounds because not enough detail was provided
to pfbperfy amplify general and abstract statements included in the books.
In her study with grade six and seven students she concluded that
amplification of ﬁéading material is advantagéous to comprehénsion.
Strickland (1962) analyzed four basal reader series to compare the
language used in the series with the language commonly experienced by
grades one to six students, and found a greaf‘deal of variance.

Ruddell (1963) set out to 1nvest1gate the effect of varying

degrees of similarity of oral and written patterés of 1anguage structure



on the reading comprehension of 131 grade four students selected %ron
the same schools Strickland (1962) had used. Ruddell used six cloze
tests, three of which were:based on high.frequency oral language patterns
and three based on low frequency patterns: These patterns'had been
previously identified by Strickland (1962). Ruddell's findings
revealed s1gn1f1cant differences in read1ng comprehension for reading
passages that used h1gh and low frequency ora] language patterns w1th
high frequency ora] patterns being understood better in a read1ng
situation: _Rudde]] concluded that neaeing comprehension is e function
of the similarity of oral patterns of language structure. to written
patterns of language used in reading material and that reading compre-
hension scores are 51gn1f1cant1y greater when reading mater1aTs are
used that utilize h1gh frequency patterns of oral ]anguage structure
and which, of course, are used more frequently in the child's experlen-
tial background.

In a 1aten~etudy,'Tatham (1968) found simi ar resuiis using
300 grades 2 and 4 children as subjects.

| It is Wiener's and Cromer's belief that qqmprehension can take

place provided that the reader airead} has language skills similan in
complexity to what he reads. They‘a]so peint out that many readers
are able to perfectly "say" a wnrd yet have no comprehension beeause'

they have no experience to which they can relate the wdrd.

)

# ITI. FLUENCY
When confronted with a task designed to envoke experience, one
1ndﬁcator of the degree of experience is the fluency of the subjects'

responses. In what may be termed a pioneer study in this area,

14
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Thurstone and Thurstone (1941) conducted a factorial study of intelligence.
High schbo] students comprised the study sample. Thjs study revealed
nine primary mental abilities of which word fluency d%s one of the
most clearly identifiable and was defined és the ability io handle
simple isolated word§ without regard for meaning. This factor was
identified through tests using anagrams,'disarfanged words, first and
last letters, spelling, and grammar. A ﬁumber of otﬁer studies support
 Thurstone's claim for a word fluency factor. Carroll (1941) used
Thurstone's factorial procedure with college students and also identified
factors which he called richness of linguistic response, word‘fluency or
speed of association for common words whére thefe is a high degree of
restriction as to appropriate responses, aqd verbal comprehension.

In a factor ana]ysis of 28 cognitive tests including a cloze
test,.weinféld (1959) found the cloze test results highly cbfre]ated to a
number of cognitive factors. His “indicgs of association" between each
factor and  the cloze test were: Vefba1 Factor .70, Fluency of Expressior
.54, Word Fluengy lSO, Ideational Fluency .40.

Another study using high school students was carried out by
Jenkinson (1957);, Cloze tests were administered té 210 subjects and
the eleven subjects who received the highest scores and the eleven
subjects who received the.lowest scores on the cloze tests were
- selected for further interviews and testing‘wherefthey were asked to
verbalize their thOyghts as they chose words to complete q‘se]ection of
the cloze procedufe. In examining the data from the high aﬁd low scorers
- Jenkinson found that high scorers recognized syntactical clues more fre-

quently than low scorers. Only the low scorers made word recognition

errors. In the "semantic category" or response which indicated the

15
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manner in which meanfng was obtained high scorers made more higher

quality responses* and fewer low quality/fésponses than low scorers

(a response was a unitary idea). High scorers also made more use of
context in anticipation of idéas and meanihg aqd also checked meaning
"more by retrospectibh. High scorers were better able to fuse separate
meanings of words 6r»gr0ups of words into ideas, reconstruct the sequence
and interrelationship of ideas, and recognizem;mp1ied meanings. dJenkinson :
also found that both high scorers and low scorers drew on their experience
to assist comprehensfon but she found a difference in thg quality of their
replies. Verbalizations of the high scorers were more brecise, relevant,
and made more use,of context than verbalizations of low scorers. Verbal-

jzations of low scorers were more often vague, irrelevant and repetitious.

No studies were found which investigated the verbal fluency

L

of elementary students.

VI. SUMMARY
Reading is a omplex process that includes letter and word
identification and comprehension. It is a process where the reader E
atfempts to reconstruct the author's thoughts through the'use of the
visufl cues presented and by applying his knowledge of language, and
his past experjenées.
ATthough much reséarch'has been .done on the effects of

experience on the general achievement of the Tearner, less research

has been done on how experience influences success in reading. Verbal

*cf definition of fluency in the study

16



fluency may be a primary mental ability which is indicative of the
person's experience. The Cloze procedure appears to be a productive

/

method of eliciting verbal fluency.

In conclusion, it seems that individual studies have, to
varying extents, examined experience and readiné achievemeni. However
these studies have been either conducted with high school students and
adults, or the results have beeﬁ expressed in’rayher general terms. The
present study investigates the degree of.f]uency and the correétness of
the responses as evdked by non-&erba]'and verbal tasRs_as they'felated to
reading achievement. In the following chapter, the design for such a

study will be described.
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CHAPTER I.II
) . THE EXPERIMENfQL DESIGN

This chapter describes the design, the selection of the
sample, the tést instruments used, and the procedures followed in the
collection of the data. Statistical measures used to analyse.the

data are also indicated.

v

[. DESIGN OF THE STUDY
The basic problem this study attempted to examine was the
use of experiential knowledge as an aid to the prediction of meaning
during the reéding process.-

» Two groups of high and low reading achievers were established
and data on fluency, correctness of responses, and place of prediction
for non-verbal and verba]_tasks were gathered. Relationships and
differences between the responses of the groups on the various tasks

were determined by correlations and' analysis of variance.

[I. SAMPLE SELECTION

The sample fdr this study was chosen from the grade'four
classes of four middTe class schools in the Edmonton Public ‘School
System. The selection of pupils for this study was made by means of
stratified random sampling from the four schools se]ected by the
-Edmonton Public School Board. Equal numbers of girls- and boys, and
high and 1ow.readers for a total sample of forty, were chosen from
eighty-seven grade four pupils attending these schools. The‘eighty-

seven children selected for the study were divided into groups of high

and low readers on the basis of their achievement on The Gates-MacGinitie

18



Reading Tests (Primary C, Form I). Since these tests were administe}ed_

in June 1973, the mean expected reading score would be 4.0. This score
was arbitrarily chosen by the writer as the dividing point for high and
low readers. From above and below this mean two groups of ten girls

i

and ten boys were selected. f.Q. scores (Lorge-Thorndike Intelligence

Test) and chronolbgica1 ages were obtained for this group from the

e

cumulative record cards. Data on the sample are shown on Table I.

TABLE 1

MEANS AND STANDARD DEVIKTIONSWFGR CHRONOLOGICAL AGE,
I.Q. AND COMPREHENSION SCORES FOR THE SAMPLE

Chronological I.A. : Reading

Age . Score

TOTAL X 118.12 102.77 . 31.62
GROUP SD 4,51 17.33 11.62
HIGH X C 117.60 114.75 : 41.90°
GROUP SD 3.44 12,15 , Y342
LOW X 118.65 90.80 21.35
GROUP  SD 5.43 2.9 6.58
BOYS X 118.45 104.25 31.80
so ~ 5.08 17.98 12.94

GIR(E:j%f/’f 117.80 101.30 ' 31.45

SD . 3.98 17.00 10.4.8

19
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IIT. TEST INSTRUMENTS
Standardized Tests !

The Gates-MacGinitie Reading Test (Primary C, Form L); -

This test was chosen as a measure af readihg achievement be-
cause it was a standard measure used throughout the Edmonton Public
§chool System andkscores were available from the student's cumulative
frecord cafds."Although this test allows for the measurement of reading
vocabulary and comprehension ability, ohjy comprehension scores, which
-‘were'felt to be most pértinent to this study were used. Tﬁé comprehen—
sion subtest, consists of vehy'shart paragraphs of 1ncreé§ing difficulty
~and students ame ‘instructed to’choose éppropriite words to Fit several
blanks in the-paragraphs: According to Buros (1972) reliability

coefficients for comprehension subtests exceed .82.

IV. TESTS CONSTRUCTED FOR THIS STUDY

Non-Verbal Test of Fluency

This test was designed to measure fluency based on experience
in a written-language-free situation by utilizing four common objects.
Eight objects were sélec?ed with which gradé four students were
“familiar.

These were constructed in such a way that there were four
epiéodes for each picture, with eachvepiéode giving additional cues as
to the identity of the picture. On the basis of a pilot study the |
eight pictures were reduced to four-plus a trial example. Sbme of the
p{ctures were found to elicit noticeably fewer responses than others ' -

during the pilot study, as shown in Table II.
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TABLE II

TOTAL RESPONSES ELICITED BY EIGHT NON-VERBAL TASKS
ON THE PILOT STUDY - ,

Qbjects Used in Non-Verbal Tasks -

Total Response House Car Fish Table Flower Chicken Tree Bicycle

Elicited 199 191 176 168 165 147 124 86

It was also fdund that for some pictures the subjects prédicted the"
correct identity at Eoo ear]yra stage and consequently did not confrib-
ute any other responses beyond.thét stage. Furthermore when the teachers
of the sample subjects expressed concern over how long their students
would be 6ut of classes it was decided to delete these apparently ]essl
productive objects froh the sfudy; The four most productive non-verbal
tasks were retained plus one more as a‘trial example (See appendix A for
~a copy of the pictures). Each picture episode was presented on an

8 1/2" by 11" card with thé fo]lowing directions: (1) I am going to
‘show you four picture clues, one at a time. A picture clue might be
part of something you haye seen. Each pfcturé clue will give more - N
information than. the preceding one and I wanf tq see if in the end, you
~.can guésé what the picture is. 'As I show you each .picture clue, I want
“you to tell me all the possible thihgs that it migh}lbe.. You will have

. one minute to name all the things }ou can think of. Here is}pfcture
number one. YResponsé) From your answers do you know what_the'comp]ete

picture is 'going to be? (2) Here is picture number two. Tell me all

the'possib1e things this picture could be pdrt of. You may use your



-

. ¥

answers from nuﬁber one if you think they fit here and add others if

. you wish. (Response) From your answers do you know what the complete
picture is going to be? OR (if the student ?esponded to the question
after the first task regarding tHe identity of the complete picture)
Will the comﬁ]ete picture still be ? (35 Here is picturé number
three. What could this be part of? (Respodse). From your answers do
you kndy what the complete picture is going to be? OR Will the
picture still be ? (4) Here is ﬁicfure number four. What

could this picture be? (Response) Do you know what the complete

picture is? (5) Have(you ever seen a : on TV or read a book
about one?

.
Validity

The purpose of this test was to measure fluency based on
experience in a written-language-free situation. Content validity is
claimed for this test. The items chosen were considered to be common
in the grade four student's environment. ‘A further check was -carried
out to confirm the wide selection of items by asking each‘subject

directly if he was familiar with it.) Results indicated that the sub-

jects had been exposed to all objecté. The parts or episodes of each

picture Were presented with increasing'numbers of cues in order to
determine the ease of prediction. Prior to the pilot study and the main
study each picture and its parts were submitted to graduate students

and university faculty for their evaluations and comments.

Reliability
In brder to establish reliability the three non-verbal tasks
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_ ¢ _
from the original eight that were not used in the main study were

admfnistered to eight of the sample subjects selected randomly. The

séme items from the main study could not be given as a retest because
the subjects were required to predict the identity of the picture on

the basis of increasinr~ numbers of cues and on readministration would
innédiate1y know the icant::v of the picture. It was assumed that the
three tasks administered in thr retest were similar in design and sub-
jects should be relatively consistent.in the numﬁg; of responses they

»

produced. Results of the main -tudy resgbnses and retest responses are

shown in Figure I and indicate that subjects were fairly consistent in.’

their responses over those two time periods.

FIGURE I

AVERAGE RESPONSES OF EIGHT RANDOMLY SELECTED SUBJECTS
ON A TEST RETEST SITUATION WITH NON-VERBAL "TASKS

4
1

Average Responses
30+ |
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20
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Subjects:
Main Study Responses —————m——

Retest Responses CEEE——
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Verbal Test of Fluency

This test was- designed to measure fluency based.on students'
experience in a modi¥ied reading situation. Eight topic§yjudged‘
familiar to grade four.students were first chosen. They~were hockey ,
SNOwW, bees,'a cat, a dog, a monkey, a beaver and a table of contents.
Four sentences were written about each topic. The key item was omifted
from each sentence and a blank space left. (This is actually a variation
of the cloze téchnique). Four topics and a sample item were retained
on the basis of pilot study finding§ (Table III) which showed some items
more productive than others in terms of the number of responses

elicited.

TABLE III

TOTAL RESPONSES ELICITED BY EIGHT VERBAL TASKS
ON THE PILOT STUDY

Topics Used in Verbal Tasks

Total Response Dog Hockey Bees Beaver Monkey Cat Snow Table of

Elicited : ’ ‘Contents

| 173 170 161 148 141 136 134 86

:

It was also found that some topics produced few correct predictions and
these were eliminated. The topic about a monkey was eliminated gecause
it may not have been a common experience for the subjects. (See
Appendfx B for the sentences used in the test). The.verbal tasks were
administered by uncovering one sentence at a time on an g 1/2" X 11"
card until all were visible with the following directions: (1) I am

going to show you four sentences, one at a time. Each sentence has a



blank. Also each sentence will give moke information than the preceding
one and I want to see if in the end you can gues§ the word that fills

all the blanks. As I show’you each sentence I want you to tell me all
the possible words that might go in the blank. You will have one

minute to name all the things you can think of. Here is séntence number-.
one which I will read with you. (Response) From your answérs, do you
know what the correct word is going to be? (2) Here is sentence

number two. Tell me all the possible things that m{éht now fit in the }
bTahk. You may use your respbnsés from number ohe if you think they

fit here and add others if you wish. (Réads sentence and waits)
(Response) From your answers do you know what the correct word is

going to be? OR .(if.the student responded tb the question after the
first sentence regarding the identity of the topic) Will the correct
word still be - ? (3) Here'is-sentence numberlthree. What could
go in the b]ank? (Response) From your answers do you know what the
correct word is going to be? OR Will the correct word still be ?
(4) Here is sentence number four. What could go in the blank?
(Response)- Do you know what the correct word is? (5) Have you ever

seen or heard;about a ? Have you seen a on TV or read

a book about one?

It is important to note that the sentences for each topic were

read with.the students in an attempt to control for word recognitign._

Validity
The writer also relied on content validity for this test.

The experiences chosen as topics for the reading passages were considered

common in the grade four pupil's environment. A further confirmation

Y e

rd
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of validity was carried out by direct]y asking each subject if he was
.fami1iar ;ith the expekience %n question, after he had.completed the
tasks. Passages were read with the students so word recognition .would
not interfere with responses. .

The senténces of each topic were presented with increasing
numbers of cues in order, to determine the ease of prediction. Prior to
'_fhe pilot study and the main sthdy each topic and its sentence parts
were submitted to graduate students and university faculty for fheir
evaluations and comments. | -

\

Reliability

- " In order to establish reliability the three verba1 tasks not
used in the main study were administered to eight subjects selected
randomly as in the case of the non-verbal tas&s. Items from the main'
study could not be given as a retest because subjects already knew the
ahéwers from their experience with the tasks in the main Etudy. It was
assumed that the three tasks administered in the retest were also
similar in design to main study items and subjects should be relatively
consistent in the number of responses they produced. Resu]ts of the two
test administrations are shown in Figure II and as fn the case of the -

non-verbal tasks indicate fairly consistent responding on the part of |

the subjects over both administrations.
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FIGURE II

AVERAGE RESPONSES OF@TGHT RANDOMLY SELECTED SUBJECTS
' ON A TEST RET#ST SITUATION WITH VERBAL TASKS

Average Responses

30-
254
204

o4 N,
S—

N
o
N
A
i
N
od-

Subjects : : \
Main Study Responses

Retest Responses L

. V. QUESTIONNAIRE

Since experience Qas an important focus in this study a’

| modified form of a questionnaire developed by Burt (1972) was administer-
ed to subjects to assess béckground experiences. This questionnaire con-
. sisted of thirteen questions which were administered orally in an

attempt to identify_the student's persona] experiences, vicarious ex-
periences other than reading activitjes, reading -x2eriences, availability
of books, and preferenfia] use of ti%e. It was hoped this information
would provide descéiptive data about the backgrounds of high and Tow

readers. The questionnaire is reproduced in Appendix C.
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o VI. PILOT STUDY. - |
A pilot study for the purpose of refining\;éifs and adminisgLa—

|
tion procedures used 1n this project was conducted in an Edmonton Public
School several weeks prior to the f1naﬂ co]lect1on of data. Ten grade

four subjects were used. They were divided into high and low reading

groups on the basis of their scores on the Gates-MacG{nitie Reading

- Tests (Primary C).

The main reasons for conducting the pilot study were:
(a) . to select the best test items from those devised, and
refi%e them if necessary;

(b) to assess the time each presentatiod‘wou1d take; and,

(c) to refine test adm1n1strat1on |
As has ‘been prev1ously indicated some tasks were reta1ned because they
_e11c1ted more responses. Since testing was done on an individual basis
and concern ﬁag expressed ovér§§¢udents] ab;ance from class, it was
decided to limit the study to four non-verbal and four.veﬁial tasks.
Total'testing tihe was approximately forty minutes for both the verbal:

) and the non-verbal tasks. . ‘

VII. COLLECTION OF DATA

Each of the Non-Verbal and Verbal Tests of Fluency were ad-
ministered individually by the researcher. After the subjects were

made to feel at ease, directions were given and the sample item followed

——

by the test items were administered. Student responses were tape re-

SN,
\ 3
K S

.- corded.

The Quest1onna1re developed by BuFt (1972) on children's

persona] and vicarious experience was administered orally and in add1t1dn
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to gathering information helped establish rapport bgfore the initial
testing stages. Other pertinent data such as Gates-MacGinitie reading
score, 1.Q. scores, chronological age, and sex were recorded by the
researcher from the subject's cumulative reéords in their respective

schools.

VIII. SCORING PROCEDURE

A1l the Non-Verbal and Verbal Fluency Tests were scored by

the examiner.

(1) Fluency scores were attained by giving one point for
each response given by the subject on both nén-verbal
and verba? tests.

(2) One point wa§ also allocated to each correct response

| for both non- verbal and verbal tests.

(3)  Place of pred1ct1on for both non-verbal and verbal .
tests was determined by directly a;k1ng the subject
if he. knew what the cbmplete picture or correct word
was going to be after each of the four episodes or
parts of a task (verbal and'ndn—verbalj-was presented.

.A regponse had to'be consistent with any prévious
" responses on the task. A correct prediction made on

the first part or episode was given one point while a

scorrect prediction on parts two, three or four was
. -

'gfven 2, 3, or 4 points respectively. This means that

a low score was rated h1gher on p]ace of prediction.

Scores for each task as well as average scores were computed

29
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IX. RELIABILITY OF SCORING

The reliability of the scoring was obtained by measuring inter-

scorer agreement. A random sample of ten percent of the subjects' tests

were rescored by a reading specialist, The scorer was provided with the

tests, directijons, tapes, and criteria for marking.

A

The Arrington Formula (1950) was used to compute the reliability

score. The percentage of agreement was as follows:

(
(

non-verbal fluency -- 99.1% ' .
verbal fluency -- 99.8% |

non-verbal correctness -- 98.2%

verbal correctness --96.8%

non-verbal place of prediction -- 100%

verbal place of prediction -- 99.8%

I3

These scores indicate.satisfactory inter-scorer reliability.

analysis:

,X.iSATIg%ICAL PROCEDURES

The data for this study were analyzed using the following

(1)

Pearson Product Moment Correlation (DEST 02)

Using this test corre]atioq matrices were coﬁputed

for the variables age, [.Q., reading score, non-
verbai fluency, verbal fluency, non-verbal correct-
ﬁess, Yerba] correctness, non-verbal plaée of predict-
jon, and verbal place of prediction.

—~

One’ Way Analysis of Variance (ANOV 10)

This one-way énﬁlysis of variance was used to deter-

'mine if the reading groups differed-significantly on



non-verbal fluency, verbal fluency, non-verbal
correctness, verbal correctness, non-verbal place
of predictions and verbal place of prediction.
Differences between the scores on these factors
for boys and giris were also determined by this
one-way analysis of variance program.

The findings of the study are presented in the following chapter.

¢
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CHAPTER IV
ANALYSIS OF DATA

The data obtained from testing forty grade four children at
the end of the 1973-1974 school year in four schools from the Edmon ton
Public School System are presented in this chapter. The discussion

and analysis of test results are presénted under the following head-

ings: ’
(1) Fluency on Non-Verbal and Verbal Tasks
(2) The Degree of Correctness of Responses »
(3) Place of Correct Prediction
(4) Correlations of Related Variables
(5) Questionnaire Data

I. FLUENCY ON NON-VERBAL AND VERBAL TASKS
The subjects wefe divided accordiné to their reading achieve-
ment into high and ldw reading groups. Table IV outlines the mean scores
and standard deviations for these groups on non-verbal and verbal fluency

tasks. (See Table IV on following bage)
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TABLE IV

MEANS AND STANDARD DEVIATIONS FOR FLUENCY SCORES
ON NON-VERBAL AND VERBAL TASKS
FOR HIGH AND LOW READERS

Non-yerba] Task Scores Verbal Task Scores
TOTAL X 63.80 _ 55.97
GROUP -SD 34.79 21.27
HIGH X 75.35 , 61.20
GROUP SD 43.00 27.25
_ L
LOW X 52.25 50.75
GROUP  SD 18.83 ‘ L

The results indicate that the high readers scored higher on both non-
‘verpa] and verb.a1 iasks than the&w readers. The tow readers apf)ear
more homogeneous than High‘readers;when the standard deviation of their
mean scores are examined. High readers teﬁd to dispérse over a wide
range of scores. These re§u1ts may be compared to a stﬁdy done by
Jenkinson (1957) who used high school students to examine selected
processes and difficu]fies of reading compreheﬁsion. - Jenkinson
c]aﬁsffied the responses of highband Tow scorers on "cloze" tests into
three major aspects: structure, semantic, and approach. Findings show-
ed that high and low readers differed on all aspects. More specifically
on the approach category which included responses that suggest the
method used by the fndividua] in attacking reading, she stated that‘

"there were many differences between the high and tow group. The highA



scorers revealed more ability to effect verbal closure and more verbal

fluency and f]exibilitx‘in manipulating the ideas gained from the
passage than did the low scorers (p. 202)". Both groups made higher
scores on non-verbal tasks than on verbal tasks. A possible explanation
for the higher scores on non-ver531 versus the verbal tasks might be
due to the difference in mode of presentation of the two tasks. The
non-verbal tasks were made up of a picture form of presentation. Even
as preschoolers, children are familiar with this Kind of task ahd
consequently it may have been more conducive in evoking responses. The
verbal tasks were presented in printed form. In general, the children
would have only been familiar with written language tasks for approxi-
mate]y four years and consequently may not have been able to abstract
information as readily as from éhe non-pfint tasks. Thus longer
familiarity with non-printftasks may account for high scores on these .
tasks. |

When an analysis of variance was computed on the differences
between fluency scores. (Table V) it was found thétva]though the high
readers had consistently scored higher than low readers on both non-
verbal and vgrba] tasks these differences only reached §ignificént

levels for fluency scores on non-verbal tasks.

TABLE V

PROBABILITY OF DIFFERENCES BETWEEN HIGH AND LOW
READERS ON FLUENCY SCORES

Ndﬁ—;erbal Task Scores Ayerbal Task Scores

Probability .03 ' . B

of Difference

i
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.Correlations calculated betwqgn the fluency scores on non-

verbal and verbal tasks and reading achievement scores are shown in

Table VI.

) TABLE VI

CORRELATIONS BETWEEN READING AND FLUENCY SCORES
ON NON-VERBAL AND VERBAL TASKS
FOR HIGH AND LOW READERS
Total Group High Readers Low Readers

Non-Verbal L3 .002 .08
Task Scores ' .
Verbal . ‘
Task Scores .20 .03 - .07

* Significant at the .05 level

The correlation between fluency scores on non-verbal tasks and
reading achievement reached the .05 level of significance for the total
' groups. Although the hjgh'grodp scored consistently higher on mean
fluency scores (see Table fV), the corre]afion coefficients between
reading and f]uency scores within both groups were low and did not
reéch the level of significance. This may have resulted from some
individuals in zhe high group scoring very Tow on fluency as well as a
few individuals in the low group écoring very high in fluency, but |
particularly so in the high group where the spread of scores was very
great. |

" 4A1though there were few significahf relationships between
fluency scores, and reading achievement, Table VII reveals a high
consistency between non-verbal and verbal fluency scores which wefe

significant at the .01 level. This Qas especia]]y\true of the high
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group who appeared to be either consistently high or consistently low
in the amount of information they produced in response to non-verbal

and verbal tasks.

TABLE VII

CORRELATIONS BETWEEN SCORES ON NON-VERBAL AND VERBAL
FLUENCY TASKS FOR HIGH AND LOW READERS

N
_ High Readers " Low Readers®

Non-Verbal and :
L9 x* , . 53**

Verbal Task Scores

** Significant at the .01 Tevel

The conéistency of high and low readers in fluency scores on
non-verbayﬁgnd verbal tasks would make it possible to predict one set
of scores from the other since in both cases the correlations reached
the .01 level of significance. The correlations coefficient of .91
indicates that 81% ‘of the vargance on both tasks is due to a common
féﬁtor. Although this commdn factor could be‘experience or reading
achievement, it might also be attributed to the mean I.Q. difference
of twenty-four points betweenhthe tw6 groups, (although I.Q. scores
were not significantly related to fluency scoreS'-‘TagTeszVII and

XVIII) or to a number of other factors. . : o
. . ' -o »
IT. THE DEGRRE OF CORRECTNESS'OFTRESPONSES
Fluency does not necessarily mean correctness of responses
given. For example one low reader read éentences indicating that some-

thing flew very wq11 and hatched from eggs. She indicated that she

thought it might be a bird. After reading the next sentence which added
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information that the unknown lived together in large colonies or groups
she responded that Hutterites live in colonies. ‘After the task was
completed the examiner -asked the subjectlto ﬁe-read,the'sentences. She
grudgingly admitted that Hutterites did not fly well or hatch from eggs,
but she indicated that Hutterites was still the best answer. Apparently
her associations between Hutter1tes and co]on1es was so strong it over-
ruled the contradictory 1nformat1on she had rece1ved from previous
sentences. Means and standard deviations for correctness scores on
non-verbal and verbal tasks in Table VIII show that the responses from
both groups of readers were mor ccurate for non-verbal tasks than for

N\
verbal tasks. {

»
TABLE VIII .
MEANS AND STANDARD DEVIATIONS FOR CORRECTNESS SCORES
3 ON NON-VERBAL AND VERBAL TASKS 5
FOR HIGH AND LOW READERS -
Non-Verbal o Verbal
TOTAL X 63.77 © 52.00
GROUP D | 34,80 21.76-
HIGH X 75.35 - 59.55
GROUP D o 43.00  26.98
LW X : 52.20 7 13
GROUP  SD 18.86 11.16

Although both groups were high]y correct on non-verbal tasks (See
Table IV for total fluency scores the high group made fewer incorrect

~ responses ). This difference was more_noticeab]e on the verbal tasks.

LY
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When classifying the Fesponses of high school students to "cloze"

tests Jenkinson (1957) identified a semantic aspect to the patterns by
which cloze slots were completed. This semantic aspect included
responses which indicated the manner in which meaning was obtained. Here
Jenkinsqn (1957) found high scorers on “cloze" tests made more higher
quality reéponses and fewer low quality ones than 1ow scorers on “cloze"
tests. High scorersvon “cloze" tests were also found to check the
correctness of their responses more often than low scorers on "cloze"
tests.

Differences in the patterns of performance between tasks might
be attributed to the nature of the task. In the picture tasks the infor-
mation was superimposed in the sense that each part of the task presented
the same picture with more information on it. Thus-the non-verbal tasks
made less dehand on memory than the verbal tasks where information was
added sequentially iﬁ sentences and must be held by the memory to give
proper context to succeeding sentences. If this is the case then njgh
reader§ probably had an advantage on the verbé] tasks ;s§umihgﬂthey
- were better at other demands of the tasks like holding total info;mation
in m?mory. In a comment similaf to the "Hutterite" response, one lcw
reader obéerved that brownies ]ived in colonies on their meeting night
but he either did not hold in his memory or apply previous information
that the correct response coujd also fly and. were hatched from eggs.

Whereas high and Tow readers differed on fluency on non-verbal
tasks only, the differences betﬁeen verba]~and non-verbal correctness

reached levels of significance {p<.05) as shown on Table IX.

'
|
i
i

\
.

|
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TABLE IX

PROBABILITY OF DIFFERENCES BETWEEN HIGH AND LOW READERS
FOR CORRECTNESS SCORES ON NON-VERBAL AND VERBAL TASKS

Non-Verbal Correctnegs' - Verbal Correctness
Scores o Scores
Probability ,
of Difference .03 .02

Since the groups did not differ significantly on fluency but they did
on correctness it appears that the quality of a response is what is
important and not the quantity. The low readers can be just as fluent
as high readers but what the hiéh readérs say is more precise:‘ekact,
correct, and fifs the context.

"~ As in the case of fluency scores on non-verbal and verbal
tasks the consistency between non-verbal and verbal correctness was
(Table X) much higher (.89) for the high group than for the low group

(.55). Both correlations however, are significant at the .01 level.

)]
~

TABLE X '

CORRELATIONS BETWEEN CORRECTNESS SCORES
~ ON NON-VERBAL AND VERBAL TASKS
-FOR HIGH AND LOW READERS

High Readers Low Readers

Non-Verbal and
Verbal Correctness .89** .55**
Scores '

** Significant at the .01 level
High readers tend to respond similarly to tasks (non-verbal and verbal)
requiring them to focus in on information given in order to arrive-at a

solution. The consistenty of their responses could be due to their
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method|in approaching such tasks.

I1. PLACE OF CORRECT PREDICTION

Corrég;;;;s on an individual task does not necessar%]y mean
that subjects aré aware of what the total picture or context is at the
same point in time. Prediction or the correct identity of‘the picture
or theme of the four-sentence-sequence could have taken place at either
of the four steps in the presentation of the,maferia]. Earlier correct
prediction was rated higher than later correct predictibn; Since sqb-
Jjects were credited for the item number on which theyimade the firs{
consistent correct prediction, lower mean scores on place of prediction
were given to subjects who-were able to p}ediCt thé correct answer after
fewer clues. Table XI records thé average place of prediction for the

four non-verbal tasks and the:- four verbal tasks.

TABLE XI
MEANS AND STANDARD DEVIATIONS FOR NON-VERBAL AND VERBAL
AVERAGE PLACE OF PREDICTION SCORES
FOR HIGH AND LOW READERS
Average Place of Prediction Scores

Non-Verbal ) Verbal

TOTAL X : 3.78 ' 3.86
GROUP  SD .28 .36
HIGH X 375 3.70
GROUP  SD - .35 .34
LOW X.. o 3.82 4.02

GROUP. SD | 20 | .32
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Lower mean average prediction scores by the high group on both kinds of

. tasks indicate they were able to predict the correct answer afte§ fewer
cues than could the low readers. An examination of individual tasks

for the sample and with the resulting data shown on Tables XII, XIII,

and XIV reveals that the pattern of the high group using fewer cues. for

prediction is more obvious.

L
o

TABLE XII

MEANS AND STANDARD DEVIATIONS FOR NON-VERBAL
PLACE OF PREDICTION SCORES
ON INDIVIDUAL TASKS POR
HIGH AND LOW READERS '

" Non-Verbal Place of Prediction Scores

Task _1 Task 2 Task 3 - Task 4

(Tab (Car) (Fish) | (House)

i X | 3.35 3.0  3.70 3.85
/G/ROUP sD . .59 .52 .47 .49
Low X 3.65 ' 4.00 3.80 3.90
GROUP SD - 49 .00 41 L3

The frequency offigh and Tow readers on place of prediction reveals two

"significant points.

4]



TABLE XI1I
; MEANS AND STANDARD DEVIATIONS ON VERBAL PLACE OF
PREDICTION SCORES FOR INDIVIDUAL TASKS
FOR HIGH AND LOW READERS -

Verbal Place of Prediction Scores

Task 1 Task 2 Task 3 Task 4

. (Cat) (Hockey) (Snow) - (Bees)
HIGH X ’ 3.80 3750 " 3.70 3.90
GROUP- SD 52 - g3 .47 3]
LOW 4.00 4.10 3.95

><|
-
o
. N

.45 .22

" GROUP  SD :@;;? .39 .79

L TABLE XIV

FREQUENCY OF HI_“G/H.AND LOW READERS ON PLACE OF PREDICTION
FOR INDIVIDUAD*ITEMS ON NON-VERBAL AND VERBAL TA51§_$ ‘

Non-Verbal Tasks ' Verbal Tasks
12 3 4 1 2 3 4
) ) (. T + > z )
sk 0z 8. 2 & B F.E_ 9
: Items cy (Ve o g n Iy
o 1 -
i o 2 1 1 1 1 4
High Group 3 11 : 6 1 2 2 6 2
) 4 8 19 14 18 17 14 14 18
No Correct 5 - - - - -. -
Respense -
1 ¥
_ 2 ‘ 3 :
Low Group 3 6 . 4 - 2 1 : 1 1
: 4 14 20 16 18 17 14 16 19
No Correct 5 2 4 3

Response
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The first is thé\genera] pattern of high readers usihg fewer cues to "7
hake earlier predﬁctions. The second is that high readers had more

verbal tasks correct by the end of the tasks than did the low ﬁeadprs;
Thesé fihdjngs may also be related to Jenkinson's (1957) research which

has been mentioned earlier in this study. Among the responses of
her subjects she identified a semantic.aspéct of "cloze" slot completion
which included responses which indicated the manher in which meaning
was obtaihed.-?ln eXamining these respénses Jehkinson (1957) found that _
h{bh éggrers on "cloze" te;ts make more use of context in anticipation
of ideas and meaning than low scorers on "éldié" %asts;- She also found
that high scorers on "cloze" tests Wefe better able to fusé separ&%é
meanings of'WOrdsror groups of words into ideas, fo regonstrqct the
sequence and interre]ationspip of ideas, and recognize implied meanings
than Tow scorers on "cloze" tests. | |

| An analysis of vér{aﬁcehwas computed to determine if scores

on! the place of prediction differed significantly for high and Tow

readers. Results are §hown in Table XV.

TABLE XV

PROBABILI}IES OF DIFFERENCES BETWEEN HIGH AND LOW. READERS
ON NON-VERBAL AND VERBAL AVERAGE CORRECT -
PREDICTION SCORES :

Average Correct Prediction Scores g
_ Non-Verbal Verbal )
Probability of - ' ‘ '
Difference .44 .004

Differences between the high and low readers only reached levels of

significance for scores on verbal tasks. This may partly explain the

&
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1qwef fluency on verbal tasks for high readers (see Section I of this
chapter), Since they closed jn on the answer more quijckly on the
“verbal tasks than on the non-verbal tasks further responses would not
be pertinent.

Correlations were calculated between the place of prediction
scores on non-verbal and verbal tasks and the résu]ts\are shown on
Table XVI. ’ |

TABLE XVI s '
CORRELATIONS BETWEEN NON-&%&BAL AND VERBAL '
AVERAGE PLACE OF PREDICTION SCORES
FOR HIGH AND LOW READERS

‘i gh Readers " Low Readers

Non-Verbal and Verbal .
Average Correct Predic- .26 .46*
tion Scores

[ ' o : N
* Significant at the .05 level

Relationships for non-verbal and verbal average place of prediction
sgore§ for high and Tow readers were significant only for low readers.
Low readers usually scored 1até.on prediction while high readers scored
both early and late but ger~ 21ly scdred early ,on prediction.
IV. CORRELATIONS OF RELATED VARIABLES

Because literature (Jenkinson, 1957; Fagan, 1969) has shown
that 1.Q., chrono]ogfca] age, and sex may be related to a person's -
performance in reading and;re1ated'1anguage factors 1ncfuding fluency.
'thé\éxqminer also looked at these variables in this study. Information

" on thbe relationship between chronological age, I.Q. and fluenéy'scores

44



on non-verbal tasks a?e found in Table XVII.

TABLE

XVII

45

CORRELATIONS BETWEEN SCORES REPRESENTING EXPERIENTIAL KNOWLEDGE
ON NON-VERBAL TASKS, CHRONOLOGICAL AGE, AND I.Q.
FOR HIGH AND LOW READERS

Fluency Correctness Place of

) ’ Prediction
CHRONOLOGICAL--Total Group -.004 -.004 -.12
AGE --High Group .12 .12 -.17
--Low Group -.06 -.06 -.14
I.Q. --Total Group .19 .19 -.16
. ~--High Group -.19 -.19 : -.02
--Low Group .16 a7 -.26

None of the correlations between chronological age,

I1.Q. and fluency

scores reached the levels of significance‘set for this study,and it

appears that intelligence scores and chronological age are not a factor

in such scores.

Information on the relationships between chronological age,

I.Q., and verbal fluency, correétness,»and prediction for verbal tasks

are found in Table XVIII.

TABLE

N Y

XVIII

CORRELATIONS BETWEEN SCORES .REPRESENTING EXPERIENTIAL KNOWLEDGE

ON VERBAL TASKS, CHRONOLOGICAL AGEy, AND'I.Q.

FOR HIGH AND LOW READERSW"’W~

Fluency Correctness Place of
Prediction
CHRONOLOGICAL--Total Group -.13 -.15 .21
AGE --High Group -.02 -.001 .03
--Low Group -.28 -.36 . 34%x
1.Q. --Total Group .23 .33 -.60%* -
--High Group~ - .007 .02 ~.17
~--Low Group .27 .39 -, 73**

**Significant at the

. . -
et
-t

.01 level -

-

*Significant at .05 level
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The results of. the corfe]ations for verbal tasks are similar to those
for non-verbal tasks. Among the differences that are found between the
non-verbal and verbal tasks is that one of the relationships between
chronological age and exberientia] knowledge ‘and more specifically
chronological age and place of prediction for low readers is significant.
Perhaps the greatest difference iS the significant relationship between
‘I.Q., correctness, and place of prediction for the total group. The
latter, place of prediction, was due largely to the performance of lbw
readers and may also be related to a greater spread of 1.Q. scores in ‘
the«low groﬁp. Correlations also indicate that the place of prediction
or quickness in closing in on the solution to a problem appears more
dependent'on I.Qf than do the other aspeqts of fluency ihvestigated.
Since the samp)e contained equal numbers of boys and girls,
the means and standard deviations of the two groups were compared for
fTuency, correctness, and p]acé of predictiqn scores on non-verbal and ‘Q
verbal tasks. The méans and standard deviations can be found fh
Table XIX and the probability of the differences befween ;;BFgg for

‘the sexes may t« tound in Table Xx (See Tables XIX and XX on.fo1lowfng

page). .



TABLE XIX

MEANS AND STANDARD DEVIATIONS OF BOYS AND GIRLS ON
FLUENCY, CORRECTNESS, AND PLACE OF PREDICTION
SCORES FOR NON-VERBAL AND VERBAL TASKS

Fluency Correctness Place of Prediction
NV Vo NV v NV v
BOYS X 57.40 53.80 57.40 48.70 3.71 3.81
SD 28.98 14.80 28.94 15,22 - .28 .31
GIRLS X 70.20 58.15 70.15 55,30 3.85 3.90
SD 39.94  26.46 39.54 26.79 27 .40
TOTAL X 63.80 55.98 63.76 52.00 3.79 3.86
‘GROUP SD 34.79 21.28 34.81 . 21.77 .28 .36
TABLE XX . .

' ‘ .
PROBABILITY OF DIFFERENCES BETWEEN BOYS AND GIRLS ON
FLUENCY, CORRECTNESS, AND PLACE OF PREDICTION
SCORES FOR NON-VERBAL AND VERBAL TASKS
Fluency | Correctness Place of Prediction

. NV v NV v Ny

Probability .25 53 25 .34 2 .46
of Diffqrence :

tg“‘xh_,,

- fluency tasks reached the level of significance set for the study. How-

None of the differences between boys and girls on the-varidus

ever, the girl's mean fluency scores and correctness scores were higher

than those of the boys for both non-verbai'and verbal tasks.
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Fagan (1969) reported similar findings in a study which in-
vestigated the relationship between sentence tranifbrmatiohs and
reading comprehension for grade four, five, and six children. Girls
achieved higher than boys at the .01 level of significance on théir
responses to “cloze” tests. Girls responded with a wider vériety of
,grammatical forms in place of the original form on "cloze" tests. Fagan
- assumed that if the insertion 6f such words is indicative of an individ-
‘ué1's flexibility with language structure then girls are more fkgiib1e’
in their use of language than are boys. '

The boys received Tower mean scores on. place of prediction
than girls did. These scores indicate that the boys identified the task
at an eaF]ier stage than the girls, or made correct predictions on the
basis of fewer cues. A possible explanation for these findings might
be that since the boys in this sample had a mean I.Q..that averaged

slightly higher than the girls (104.25 for boys, 101.30 for girls) and

4

on for the total

>

I.Q. was significantly related to the place of predicti

»

group and for the low readers (see Tab]g XIX). N
V. QUESTIONNAIRE. DATA
[t appears that high and Tow readers both boys and girls tend
to take part in many similar activitiés in their everyday life. A
questionnaire developed by Burt (1972) was modified .for the purpose of
interviewing each subject about his personal experienbé. Results of
the guestionnaire are found in Table XXI. Although both ;igh and Tow

reading groups reported similar experience in kinds of travel, number
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TABLE XXI -
QUESTIONNAIRE DATA ON EXPERIENCE

’

Male High Female Male Low ~ Female
Readers High Readers Readers _Low Readers

Average Number of

Clubs belonged to ‘ 1.6 .4 1.0 .2
Average Number of 3.4 3.6 3.6 2.9
trips of 5 types ) J
Edmonton, Alta., //
Canada, U.S.A., .

other .

Number of locations 1.5 W 1.5 1.6 \\\\
lived in

) \ '
TV watched None 0 0

by Gp % 0-3hrs. 50% 50% - 70% 60%

More 50% 50% 30% 40%

Books Read None

Per Week Part 50% 20% 60% 70%
One or More 50% 80% 40% 30%
Newspapers None ‘ 30% 40% 40% . 70% -
" Read Once/week 50% 40% " 30% 30%
Every Day ’
Books in 0-49 10% 10% 10% 30%
House 50-99 . 40% 60% 50% 50%
100 or more 50% 30% 40% 20% A
Own Books 0-9 ' 30% 20% 50% 90%
10-49 30% 60% , 50% 10%
50 or more - 40% 20%
Borrow Bks. = None
From Library 1 or 2/mo. 30% 30% 20% 30%
. Every Wk. 709 703 80% 70%
Stories Read to . 1003 100% 702 80%
before starting )
School
. 3 ,
Learned to Read 40% 40% 20% 10%

before Starting o
School e

¥




——activities. (See Table XXII)

- of Tocations lived in, and the rate at which books were borrowed from

the library, some differences were apparent. High readers reported they
engaged in more reading related experiences‘ﬁhan did low readerﬁ. These
‘experiences included watching more television, reading more books per
week, reading the newspaper more, often having more books in their '
home,:owning more books themselves, baving been read to more often
before starting school, and having more often learned to read before
starting school. A further examinatioﬁ of the data on the basis of'sex
and reading achievement indicated that children are exposed to more
similar experiences when compared oﬁ the basis of reading achievement,
rather than a comparison by sex. It was noticed, however, that there
apﬁear to be greate; discrepencies between'the experiences of girls ’
compared on the basis of reading achievement than boys compared on the
basis of reading achievgment.

In order to develop a different picture of the types of
experiences to which children haye been exposed, six chiidren were
selected for a more detailed analysis of the results of the questionnaire.
Three of these children were chosen on the basis of high fluency scofes
~and three on the basis of low fluency scoqes} Those who were high on
fluency tended to be high in correctness ahd predicted meaning at an
ear]ier-stage. However, there was little consistency between fluency
scbres and I.Q. and readihg achievement. The two groups of high and
lTow fluent subjects did differ on certain experiential knowledge cate-
gories, partich1ar1y, T.V. watching, newspaper reading, Books owned,

borrowing books from the library, stories read-to, and spare time
*

_‘)



|

Ny

Fluency
.

Correct- NV
ness v

Average NV
Predic- V
tion

Reading
Achievement

Chronological
Age

Sex
1.Q.

Clubs belonged
to

Kinds of trips

Places lived
in

TV watched -
per day

Movies Seen

Books Read
per week

Newépaper
read/week

Books in
home

- Books owned
by Student

Rate of
Borrowing
Books

Stories
Read to
Before School

Cou]d.Read
Before School

Spare time
activity
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TABLE XXII

A PROFILE OF THE THREE HIGHEST AND LOWEST
FLUENT SUBJECTS IN THE STUDY

Highly Fluent Low Fluent
Group ] Group
1. 2. | 3. 1. 2. 3.
202 60 ns \a 26 28 C X
154 90 74 39 38 32
1202 160 118 24 26 28
154 84 66 39 38 31
3.5 3.7 3.7 4.0 3.7 3.2
3.7 3.2 \ 3.7 4.0 3.7 4.0
Ly 45 38 27 <2 39 44
N9 120 ns 110 N2 120
T
F M F F M M
116 97 108 96 124 103
2 3 --- - 2 2
3 3 5 2 4 4
2. 2 2 3 2 2
0-3 hrs. 0-3 hrs. 0-3 hrs. over over- 0-3 hrs.
3 hrs. 3 hrs.
Few 1/2/mo. 1-2/mo.  1-2/mo. Few  Few .
1 or 1 or 1 or 1 or 1 or v part of
more more more more more one
9 7 --- -—- 1 ---
100 or 50-99 50-99 0-44 100 or  50-99
more more
50 or 10-49  10-49 0-9 0-9 0-9
more
Every Every Every 1-2/mo. Every 1-2/mo.
Week Heek Week Week .
Yes Yes  Yes No Yes No
No A .+ No No - No No
' Little .
Read- Read- Music TV Reports 'Sports
ing ing &

Math -
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VI. SUMMARY

High readers scored consistently higher than low readers on
all aspects indicating experiential knowledge including fluénz&, cor-
rectness, and prediction. However, the differences wefé not always
significant when analyzed by a one-way analysis of variance. Significant
differences were found between high and low readers on fluency scoreg‘ ]
_ for non-verbal tasks, non-verbal and verbal correctness scores, and
place of éorrect prediction scores on Qerba1 tasis. The scores on the
non-vérbal tasks were generally higher, except high readers closed in
more quickly on the identity .of the verbal task.

Little relationship was found between I.Q.,'chronalogica1
age, and fluency, correctness, and place of prediction. It was found
that girls.were more fluent and correct in their reéponses than boys,
but boys made cékrect predictions based on fewer cues than the girls.

Student reports.on personal experiences revealed that although
grade four students do have many similar experiences@those experiences
that are different may have an important re]ai?%ﬁ%hip'to reading aéhieve-
ment. The experiences that high readeFSfWe}e more often exposed to than
low readers were fhe watching of more television, reading more books
per week, reading the newspaper more, having more books in their home,-

owning more books themselves, having been read to more often before

starting school, and having more often learned to read before starting

school.
) , w
The following chapter will contain a summary of this study,
discussibn of the hypotheses, possible implications, and suggestions ’

for further research. ///\\\

s
.



"CHAPTER v

- - SUMMARY, CONCLUSIONS,, IMPLICATIONS AND
SUGGESTIONS FOR FU&THER RESEARCH

- _ I. SUMMARY
; , ' The main purpose of this study was to investigate grade four
. Feéders ability to use ;xperiential knowledge for the prediction of
’ xglmeanihg on non-verbal and verbal tasks and its relationship to reading
achievement.
Tha sample for th; study consisted of fort, grade.four‘students
who atLendeé;four of the Edmgntdn public Schools during the school year

]973 - 1974. Twenty had received a‘bomprehehsion score above 4.0 on the

Gates-MacGinitie Reading Tests (Primary C) administered throughout the

“system and twenty had received a comprehension score below 4.0 on the

same test. The results for the Lorge-Thorndike Intelligence Test, along

with thg‘age in months;'qnd sex‘of each subject were-recorded for each
‘ subject. In addition, in order to gain further information about the
3 ,
students' background experiences, a modified form of a quéstionnaire.
/;:)deve]oped by Burt (1972) was administered in interview form. . _
\\\ A non-verbal test of fluency and a verbal tesf of f]ﬁgnqy.were
- designed specifically for use in this étudy and each test was administered
in an individual situation. Responses were classified in terms of
number of responses, cbrrectness of responses, and place of predjction.
All Fesponses to these tests were recorded and énalyzed using a one-

way analysis of variance and correlations.

In addition selected data from the questionnaire and both

3

r e

fluency tésts(were subjected to further examination in order to gain
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more information about the relationship of grade four readers'

experiential knowledge to their reading achievement,

IT. FINDINGS AND CONCLUSIONS

Hypothesis I

There is no signif#cant differencg between the number of

responses given by high and Tlow reading achievers on:

v

(a) non-verbal tasks
(b) verbal tasks
(a) This hypothesis was rejected since.the analysis of

variance indicated that high and Tow reading groups

differed significantly bn non-verbal f]uencjagcores.
(b) This hypothesi§ was not rejected since the high and

Tow reading groups did not differ significantly on

their performance on verbal tasks.

Discussion

High reading achievers gave more responses on both the non- @

~verbal and verbal tasks than did the low reading achievers. However,

it was only on the non-verbal tasks thatthe difference between sbores
reached the level of significance set for this stﬁdy (p>.05).' Score;

on non-verbal tasks were consistently higher than scores on verbal
tasks. This could be due to the nature of the task since children from
a very early age are accustomed to obtaining information from pictures
whereas similar activity with print generally ocpuré at the time of
startiﬁg schbo]. In summary it appears that fluency¥ (number of:responses

produced) is not a distinguishing factor of high and low readers.
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Hypothesis I1I

There is no significant difference between high and Tow read- .

ing achievers on the degree of correctness of their responses on:

(a)  non-verbal tasks
(b) verbal tasks
(a)v This hypothesis was rejected since the analysis of

variance ind%cated that high.and low reading groups
differed significantly on non-verbal correctness
scores.

(b) This hypothesfs was also rejeétéd since the analysis
.of variance indicated thap;high and low reading groups
differed significantly on correctness scores on verbal

0 "ta§ks.

Discussion

High reading ach1evers gave more correct responses on both
non- verba] and verbal tasks than did low read1ng achievers. Differences
between scores of both reader groups were more pronounced on verbal
tasks than on non-verba] tasks. Th1s might be due to the nature of the
task since the nonsverbal tasks were a series of pictures that super-
imposed increasing amounts of information on the same picture and_thus
made fewer demands on memory than the verbal tasks which required the
information from previous sentences to be held in the memory to brov1de

- a proper context for succeeding sentences, and high reading achievers

PN

are usually better than low readers on memory ab111ty In summary it
appears that correctness or the quality of the response 1s a d1st1ngu;sh-

1ng factor between high and low readers. ‘High -readers tended to be )
more cognizant of the information given and the responses they gavé ~
%
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were-more .precise, exact,.correct, and more related to context.

.
’

Hypothesis III.

There is no siénificant difference between high and Tow

readjng_achievers on the place of correct prediction - on:

(a) non-verbal tasks T
{b) verbal tasks T
(a) This hypothe;is was not rejected since the high and
" low read1ng groups did not d1ffer s1gn1f1cant1y on
the1r place of correct qred1ct1on scorgs on non- verba]
\tasks ’ , e q,‘;’- .
" (b) ‘This hypothesis was reJected s1nce the hlgh ‘and low

read1ng groups differed beyond the 0] 1eve1 of ©
/> s1gn1f1cance f{ |
Discussion |
~ High read1ng ach1evers made ear11er correct-pred1ct1ons than .
did low read1ng achievers. However, it wa5*0n1y on the verbal tasks

that the difference between scores reached the ievel of s1gn1f1cance set

for th1s study. The high read1ng ach1evers appeared to need fewer cues ¢

to p 1ct the correct nswer than low reading ach1evers and had more -
?

',compiete tasks correct at the'end of the verba1 tasks than d1d the Iow >
L}
readers. The use of fewer cues to predlct meéhnng by h1gh readihg ,/ﬁ;:?

-

e"” e

.achievers may part]y exp1a1n ]ower f]uenqy scores -on verba1 task§ by”Af ‘

> 4
further respdnses 3§§elevant In summary 1t appears that ear]y correst

pred1ct1on may be a d1st1ﬁ§u1$h1ng factor betweeh h1gh»and Jow readers g
. in, that h1gh readers need fewer cues. to-makgﬁéorrect pred1ct1onston

verbal tasks.




Hypothesis IV

. _for therlow group This hypothesis was. not reJected

’

reached levels of s1gn1f1cance for 1.Q.. and correct-

ness for the’tota] group, I. Q. and place of predicfion'

,

for the ‘total group, and I. Q and piace of prediction

/

for any other relat10nsh1ps w e QQ -

~ »
K . T .
A ‘ v g B
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There is no significant correlacion between: | h; ’
(a) Ehrono]ogicgl age, fluency, correctnessifand;place of'
pred1ct1on om*non-verbal tasks PR
(b) . chrono]og1ca1 age, fluency, correctr‘eﬁsgd p*ée of'
‘ prediction on verbal tasks . i {g |
(c) 1.Q., fluency, correctness, and place of » dict1on oq? S
non-verbal taske ° | ' Fkﬁifg '%) 'ff. ﬂ ;zg;ﬁ
(d) 1.Q., f1uen§§, correCtness,-and p]ace of prediction ot
verbal tasks. | “ o ! ' P
(a) Th1s hypothes1s was not rejected sznce all c rré]%t1ons ¢
_ between chrono]og1ca1 age, fluency, correctness, and
‘place ‘of pred1ct1on,on non-verbal tasks were non-sig-
nificant. e T o
W b
(b) This was reJected”On1y for chrono]og1ca1 age and p]ace
| of pred1ct1dn for Tow readers where the re]at1onsh1p v
reached the .01 1eve1 of s1gn1f1cance ’ o
(c) This. hypothes1s was not rejected since 511 corre]at1ons‘
beiween I. Q R f]uenry, correctness, and p]ace of
‘vxq%red1ct1on on non- verba] tasks£here ‘non- stgnificant.
(d) This hypothes1s was reJected in part Corre]at1ons
,ﬁﬁg .
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Discussion ) O |
I.Q. and chrono]og1ca1 age do not appear to be important
factors affecting scores on non-verbal tasks. The same results appear ¢
true for the fluency score on verbal tasks. Chrono1ogicaf age was | '
found to have a significant re]ationsﬁip to place of prediction on
verbalﬁ?ﬁsks for Tow readers. 1.Q. was significantly related to
,correctness and place of prediction for the total group as well as place
cfuprediction for che low group on verbal tasks. In summary, the place

of prediction appears to be more dependent on I.Q. than do the other

aspects of fluency investigated.

v

A

“" Hypothesis V

There is no significant difference between the scores of boys

and girls on: “w, : Y
(a) fluency, correctness; and place of pred1ct1on on '
non-verbal tasks ' ;'g v
(b) fluency, correctness, and place of prediction on
z | verbal’ tasks - : §;
(a) ﬁ Th1s “hypothesis was not rejected since boys and g1r]s
3;%;; & d1d not differ significantly on fluency, correctness,
¥ .- ) and place of prediction on non-verbal taSks.
. (b) This hypothesis QBS'notfrejecced since boysland girls

did not differ significantly on f]uéh Y, correctness,

P i and p]éce of prediction on-verbaL‘fésks.

~ Discussion . ' R

»

The g1rls rece1ved h1gher f]uency and correctness scores than

the boys on both non- verba] and verba13tasks, however these di fferences

¢ = “‘

did not'redc% levels of s1gn1f1cance set for the study (p>. 05) This .



may be a result of girls maturing earlier in their use\of language

structures or vocabulary. Howevar, boys were noted to use fewer cues
’ # Syt

gir1s. Although these differences did

to pFedict meaning ear]ier_;h@p
not reach the levels of sigafggﬁ? ce set for the study (p».05) these
findings may be related to the h1gher mean I1.Q. for the sample of bqys,

since 1.Q. was found to be s1gn1f1cant1y re]a&Fd to place of prediction

-

for the tota] group and for the low nfaders!p,;;éggﬂggry, although

1mportant differences were noted betﬁifn boys angggi: s they did not
reachv[evels of s1gn1f1cance for this ‘study. -
. | ) | .
“IIL LineMTIoNs oF Qe STUDY
In add1t1on to those ]1miﬁﬁt103f a]rec1¥ outlined in Chapter I
the fo]]ow1ng factors became apparent during the tgit1ng, which may tend
to limit the applicability of the f1nq1ngs.
During actual testing, the testor noticed that a nuﬁber
;i:t . of children examined the testing room fo?ldbjects that
S.oe / ‘;be:used in the non-verbal and véfb§]utasks. Since
Q$m,' the rooms were differen§ in the diﬁferent schools sub-
Jjects did not have uniform cues from the environment

in which they were tested.

I¥. SUGGESTIONS FOR FURTHER RESEARCH
_ (1) _A similar study might be conducted to sée if thg use
children make of_experiéntiéT informatidn'changés'over
various grade levels.
(2} A study m1ght be conducted to see if cultural factors

1nf1uenc§ the degree to wh1ch ch1ldre‘.pse exper1ent1a]

22
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(5)

information in,.reading. _

A study might be planned to see if different syntactic
structures influence the degree to which c;?adren use
information when reading for meaning.

Sinde I1.qQ. did not relate to fluency but it did show

.some relationship_to correctness and even a more
. ' - -

signiffeant re]ationship to place of prediction then

there 13 need fo study in more” detail the ro]e of I.Q.
in the u&k;ﬁf exper1ent1a1 1nforma§fon in the reading
L RPN . ‘;a

¢
process B o A ,
S1nce it appear§ tgqﬁ high read1qp qpﬁﬂevers close in
more qu1ck]y on meaning in a reading situation and .

tpat this is perhaps due to greater memory ab111t1es

~which allows them to keep the tdta1 situation irf'mind,

there is need to study in more detai® the role of

memory-in the reading process.

‘

A study might be conducted to examine correctness of

response in a more natural reading situation - that

&
is, tasks similar to the four’verbal tasks might be

\J

dev1sed and embedded in text ?!’ thegpurpose of examin-

ing correctness of respofises.-

V. IMPLICATIONS

Thet correctness of the responses rather than the

number of responses appeared to be a d1v1d1ng factor NPT
‘Retween high and low reading agﬁyevers. When ch1]dren

give answers tc questions on meaning they should be 4.

»
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(3)

(5)
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led to note consistent and inconsistent cues between

the information given and their responses This type

uof,procedure shou]d be much more- effect1ve 1n teaching

)
children to use their information than the procedure

of passing the question to the next $tudent when the
stodent asked does not know the answer which is often
common practice in, schools.

Exercises like those used in this study may be easily -
devised and may be used ‘to teach* children, particularly
Tow readers, how to use correctly the information they
possess. e |

Since memory may be an,importent factor in correctness,
eXercises could be dev?sed where children read passages,
list cue words, and summarize the passages orally or in
writing. Tﬁny could then compare their summaries for

the original-passage for correctneSSg‘ This Kind of

exercise would be directed at improving both memory

and the selection of the most important ideas.

A greater number and more exposure to priht oriented
experiences sqﬂmed charactéristic of high readers as
compared to 10& readers. This wou]d 1nd1cate that
espec1a11y low readers should be encouraged to take
part in reading related activities. More use could

7y
a+§p be made of information obtained from media like

‘newspapers, magazines, and television in classroom

teaching.

A wide variety of interesting reading material should



£

-t

responses does not necessarily indicate high reading abi]ity. It appears

X, 62
art e

dr, B
e in the classroom or in the library.

be made availdbl
Sufficient variation iﬁ reading level should be made
in this material so low reading achievers can be

encouraged and mbtivated to become as involved as the

high readers.

VI. CONCLUDING STATEMENT

Findings in this study indicate that fluency or number of

that the quality of responses and ability to hold contextual clues in -

the memory for use in predicting meaning is more important in distinguish-

ing high and low readers. Experience with reading oriented:Situations

al

us’

_appears to have an important influence on'the suecess of readers in

[ their experientia]iknogledge in verbal and non-verbal situations. ’

[

S
.
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APPENDIX A
NON-VERBAL TEST OF FLUENCY
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DIRECTIONS FOR THE NON-VERBAL TEST OF FLUENCY

I am going to show you four picture clues, one at a time. A
picture clue might be part of something you have seen. Each
picture clue will give more information Fhan the preceding

one and I:Nant to see if in the end you can guess what the
picture is. As I show you each picture c]ue;‘I want you to
tell me’all the possible things that it might be. You will
have onc minute to name all the things you can think of. Here
is picture numbher one. (RESPONSE)  From your answers_do you

R L

P d

know what the complete picture is going to bq} ' o :.@ o

Here is picture number two. Tell me al)} the possible things

this picture could be part'of. You may use your answers from
number one if you think they fit here and add others if you
. ‘)

wish. (RESPONSE) From your answers do you know what the

- complete picture is going to be? OR "Will the complete picture

{

still be ?

Hefe is picture number three.  What could this picturé be part

of? (RESPONSE) From your answers do you know what the compTete

picture is going to be? OR Will the complete pictu}e still be
?

Here is picture number four.. What could * - e be?

(RESPONSE) Do yourknow what the complete " 5?7

Have you ever seen or heard about a ?

' ¢, .
Have you ever seen a on TV or read a book about one?
. : £
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Task One
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Task Two

Task Three
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A
| DIRECTIONS FOR THE VERBAL TEST OF FLUENCY S | : ';’:}-' n;
‘I am gomg to sho»gll you four sentences, one at a t1me Each . -

sentence has a blank. Also, each sentence will. ‘bi ve more 1n- .?“4
-~

formatmn than the precedmg one and [ want to see if in the

end you can guess the word that' fﬂls aH the bTanks As I. L

-

-show you' each sentence I want you to tell’ me all the poss1b]e ’
words that m1ght go in the b]ank You w'ﬁ'l have one mmute to

name aH»‘the thmgs you *van thmk of Here is sents\nce number D -

{.
% Qne R'ESPONSE) i From .your answers ‘do you know what thie correct : ‘Lér

e

‘,ws‘&a {TS ‘gcimg t§ be? o , |
v Here Q&.ggn%nce number two Tel me alt the possm]e thlngs . 2
\th,at. mmﬁtmow :’1t in ‘the b]ank You mqy use your responses - oy
, from numb'er “gng if. you think they fit here and add others 1f - |
! yourwish. ?P&SPONSE) From your answers do you know what the J\"“

'éorrect 'wordﬂs g(hng qto be?. eOR WHI the correct word stﬂl &

4 i i

-G , .. B . _Je
o _ ,%

)
x‘,.»-

e

beﬁ? IR o ’ o

- Here s senteqce nynber three What could go 1n the\ b]ank'f‘ : v\m v

(RESPONSE) From your answers do you know what the correct word L8

1s‘gofng to be? OR Will the correct word stﬂ] bé 2 ' 4 ‘
Here 1s i'nfe"nce number four. What ceuld go in the b]ank? e

(RESRONSE) Do y'ou know what the eorrect word is?- ) | .

‘ - Havye Yoy eve’r . seen or heard about a " "'? .. "\%‘ -

| Have you sever seen a : on TV or. read a‘book .“about -o‘ne?" . ‘ f\/

.‘ \J“JD.' -
B - -

o
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| t ‘ . VERBAL' TEST OFiﬁkUENCY"ﬁﬁ; ) _?
. . N . N' -‘ ' ) »
‘ Examp]e Task ’ s
has a ]ong ta11 c \ ' .
hunts by cn‘Eplng sg]ent]y up on 1ts prey.
: suddenly pouncés on sma]] animals.
2 1oves to eat.birds and mice. =~ -
Ty . . . ‘g ¥
¥ Task One S
i "3 . L ., —
is an 1nterest1ng game L P

b g i is p1ayed by two teams s .t s ‘
‘ 71‘! ,‘25 is p]ayeqipy chas1ng g rubber puék on: 1ce wukh §t1c
| ;m L0 i ‘ '\"t".,\ b
° . can 33 heavy or 1*%&2 "fxé" i‘ . ; N ‘\M“T'

The.

The -

The

The

1s\usua11y‘c01d, »
“can be fun or it can cause trouble." w
’ o 4 . N
can be-used to baild houses ar snowmen . * '
s - L. e ‘ -
@ T . ’ v . .
k vi) ‘J’. IL -‘ * . ' ‘ j\' ' . Av -~
"1 . Tfask Three ’
S Sl vy, _ * . R
lives on a farm. g - C vooe LA
. . . .o - . /
‘has many Jobs’ to dd. - ) . .

'take$ the sheep to the pasture and guards them o
t

barks tp warn h1s master if any wild an1ma1 approaches



»
- - " Task Four A
; fly yery well.
f‘k _ha¥ch from eqggs. : ‘f'
Tive together in.large colonies or groups. ' .
N 4 ‘ Y . . [ o
are kept to produce honey. . Y
_Rétest Task One . °
Some African boys found & S * ﬁ
. N . LW
The - ’raﬁ'in~and out of houses.
S i
. The- . could . c11mb trees very qy ly. ‘ -
3 '.:‘:’w ; » R P!’w“ C . Py - :,,.'A'
e T hked to eat Qnanas .as it hung by its feet and 10n & - Ay
wh. - o ST oEE
5 D LT gy e » o . o
3- ) ' o * .
Retest Task Two S ,“'
A ) 7, can be_a great he]p to you when you are studying. 1
— :
A L is found in most books Re o
_ . i
A : . contains the names of’thaﬁters and the pages on which
they begin. - ' 1 h : g
A -~ can usually give you some clues 3bout a~bdok. )
. - e . . N n _.
g . ,
. .
L : 9
_ . Retest Task Three- ‘<
> I B . ' K .
O « -
The ) hcs 1ong sharp teeth. T
The = 7 has a warm-dark brown &&t‘_ ﬁ&i@. “T};A-'
“The is an expert swimmer. - - o 'v S -
"The 4 uses h1s ‘teeth to cut dbwn t?ees and theg he builds

dams of mud and sticks.
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Lol
oo QUESTIONNAIRE D
qe }w o '.N/
NAME . ‘ BOY }h ~T GIRL & * 3 |
4$§k - A : S R
School B s " “¥irthdaté
Room ‘or Class . g ¢ ' Age . | ‘
‘ T ~ [ - :‘~g
~ \" . . Y ’ - “ i

“_I wou]d, ]1ke to find out what Grade fgur students are 1nterested in ‘5

In srder to do this-I am 301ng to ask yQu some, quest1ons THis 1nfor-

h!matmn w15'l] npt be ‘given to anfohe else S

M K Qf . ., i . ?g“
(1) Do you be]ong to any- of these c]ubs?
B Cubs N Browmes e . The "f:"‘ :
%@mcouts L Girl Guides . Hockey Clubs __ *
- ) . Y
- Basebal C]ubs Pioneer Girls - List Any Others )
_.,_ ‘ n ] ‘ .
(2)  Hawg you been on any’trips? | . \- ) ‘*:
- 8
In Ednpr]ton . s oy V':'Ev" '_ v “?gﬁ e
, : : ’ \ \
In Alberta (but not Edmonton) f el -
In Canada“ (but not Alberta)
U.S.A. " » ~ v -
F N - .
N Outs1de Nor‘ch America . ' L9 Y Z
. 9. . . . . ¥ . " .
(3). where have you hved\, o : - A
. ¥ \
In Edmonton -
rey o S -
"~ In Alberta (but ot Edmonton) _
In Canada (but not Alberta)-
U.S.A. '
R Oqtside' Nokth America - - é



R
“.. ~ ;"v '\\"'.

{(4) How much TV do you watch? -not .at all
O e
0 to 3 hours a day vl
. more than 3 hours a day \\‘\\\\ .
_(5)  How many movies do you go to?-not at all
Cowly w. 1 or 2 a month
S ) s
o i 3 or 4 a month :
; (6) wqgt‘is the number of bgoks you wead each- week? @
P N . w
. - l',_ o . . d} .| . -, ~ _no e’ Al_‘
” ¥ > : % . i ‘ "
_ SR B . part of one -
e Lo oo 2 . ’ : .
o ; el “ . oneor more
T A AR L .
. "{7) » Do you read a mewspaper? —n@t at" a]l r ,
i ' ’ TN =
- Vs o about once a wedk
‘ every day 4;}
;\bl, ! C .
+ 5 (8) .Abdut how many books are in-your home7
0 -9 o ‘53@,‘99 100 or more
(9) Abﬁht h0w many books ﬁéloﬁg to you? . e
, | R
0-9 o 10 - 49 | 50 or more - .
W : , : - P _
Slo) Do you qurow books from any library? . , .
‘not at all once or fwice.a month eve>§’Weék_;__
r —_— . -
(1]) Were stor1es read to you before /ou statzéd schoo]7 ¢
N o yes. e et “don' t know |
“ ' 7 Ed - . M =
(12) Did you know how to read before you started school?
‘. no Yo - yes - S ~don"t know ¢
(13) What one thing do you like to do best in your spare time?
Play sports Watch T.V. { |Aﬁy‘others?
' A ] ‘
Go to movies . -Re?d . ;

. "listenwto radio ‘Listen to records ’ .
\~ Lispero radi , P

-



