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. 4 AABSTRACT ¢
e ’ . S A
A .

The basic objective of. this stud:y was the design of
an instructional format for .the instruction of fodrth and -
fifth graders in the process of literal and inferen_ﬂa] ’ -

con}prehension. The primary purpose af the study was to

1nvestigate the effects of a systematlc quest‘lnning program

for the development of .these protesses upon the fourth’ and
fifth grade sibjects. i *
A review of current research indicated that the ¢

comprehension abilities of students can be improved thrnugh

. explicit instruction. Horeover. the results of a question- ) : 5,

naire cémplete‘i by pv;“imar]:;and elementary teachers in .the .-
province of Newfoundland and Labrador, indicated the need.
for a brogram which focuses on how: to systematically teach

reading comprehension skills to developmental students of

this province. LY

| Th? program rliesigned for thif study includes some ‘ —_
components of the basal program as well as systematic
iq_stru:tional pians designed by the f’nvésti'qator. utilizing
15 narrative selections .from the basa] program of a -single N
pubHsher (i e., the Nelson Language Deve'lugment Reading
program) It focuses on the following spec'hc comprehension
—75kills at the literal and infer‘ential levels: (a) &etecting
;ignificant details, (b) folloMéequence, (c) Fecognlzing‘

cause and effect relationships, (d) making comparisons,

f



(e) d‘ete‘cting ché‘r"?c“ter _traits, and (f) finding the main "
idea. S L
In this 'investtgatit;‘h. 66 Grade Four and Five students
were dssigned to.two experime/rmﬂ and two contro] groups. The
K subjeccs were ‘from one elementary schonl in centra]
3 Newfoundland enroiled wich the Explolts Valley Xntegrated
School Board. The study was coanucted over an eight month
p’eriod. conmienchg in September, 19{!3, And con‘cluding in May,
1084, ey o ; o
For statistical Sna]ysi's, the 1_‘nvgngator utilized
Athe scores derived from the Com;’w‘ehenémn subtests of the

Gates-MacGinitie Read\ng Test (Canadian edition), Level D,

Forms 1°and 2 (MacGinitie, 1.979). r‘lean scores_ were
calculated and a number oL’comparisons were made to assess

the effects of the expemmenta] program. Results from a

mean gain expectanty ratio jnalysis indicated that the

subje_cts in both experimenta"l groups did relatively better’
on.posttest méasu‘res than students in the corresponding
control groups. J N ’
The supplement to the Nelson Language Deve'logmen
Reading program. is the majn thrust of y:he Jprogram developed
by this {nve;tigator. Specific strategies for teaching
reading cnmprehensm‘n are outlined in Appepdices B, C, an!:i

D. They are recommended as a guide for a teacher to follow.
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. because® it hiﬁdered the readérs from getting tﬁ,e thought

—_—

-

S | CHAPTER I

L THE PROBLEM

,  Background of the Study:

For decades, the conce;{»{ of reading comprehensiun_

has been a major concern of readifig authorities. Huey +(1908)

criticized the heavy :emphasis oh oral reading in the schools

attention on comprehension with his emphasis.on reading
instruction in intelligent’silent reading. Since thé e‘;arly
1900's, many authorities and educators have emphasized
var‘ious aspects of reading comprehension (e.g., Davis, 1954;
Ruddell, 1978; Smith & Robinson, 1980). P'earlson and
Gallagher ((1983’) have polnte('i out that, for the last eight
decades,- reading educhiors have beep attempting to answer
uestions pertaining to instruction. N .
,’ v S
Despite many unanswered questions pertinsnt to
instruction, hnwever, the s{gniﬂcance of reading compre-,
hension 1s widely recagnized To, the vast majurity of
teachers, read!ng comprehens(_on 1s a ne?essity in reading
(ballmann, Rouch, Char, & DeBoer, 1982). lndeed Tonjes -
and Zintz (1981) suggest that "The ability to, comprehend
written discourse is vitally important to the persunal

success of students, not'only in the classroom but -

g N
while they read. Similarly, Gray (19211) attempted.to fécus -

1



throughout Vife" {p. 171). . T s - i
, Various writers identify Ao.grehgnswn and uov"d )
recagnition skills as two of the major components of th&/
; . reading prncess (e.q., Dechant. 1982; Harris & Slpay. 1979.
' Miller, 1972). Some educators further maintain that

= bcomp:ehension development *is mqré)' lmacrtant Man word & L ,"

. recoqniﬁon skﬂls. it is the ma}or aspect of reading As ; -\"

Danzat and Dauzat, (1981) suggest R i
Word recognition. skills are v(tal 1n the %
redding proceis..however. the_y are mere'ly

- tools whereby a person. cap decode the ', .
. graphic symbqls, whieh' is a prerequisite i 5, s
for comprehension of meaning. A*child 5 <

must be able to décode a word before he or 7 5

" she can apply meaning %o 'it’and before he ROk

i -can understand the relationship of the word P

to other words. Word recognition is a tool = 2 PR

for reading and is meaning!ess in the absence 5

of comprehensiun (p. 135) L : W

Bond and Tinker (1’973) ‘assert that “Basic to the reading task S

¢

is getting correct meantngs fruwprinted and nrmen (n}{e‘ial 3

O Unless” pupils comprehend vhat they read., their ;eadin.g 1s a .
. futile exercise" (p. 357). Fprther, Richek, List, and Lerner d i3 "
> (1983) majntain that "Comprehensiun is the essence of tﬁe .
——
reading act, indeed, 1r. is the on"y purycse for read!ng - [
e 254) * S : LR g

Read1ng Comprehension is slgnificunt in various

disciplines Dupuis (1984) contends that “Comprehens!un 1s Al
(p; 2)- b

~
¥ Moreuver. sudents\who cannot read for meaning will uot

seen across disciplines as the key to reading_.suﬂesl

understand content material (Duffy, Sherman. & -Ro.ehler.' -




4977_). Understaﬁding Afa'c‘fual— materia‘ is crucial to the
student's success in school (Hall, Ribovich, & Ramig, 1979).

Many of the essential comprehension subskills

learned in conjunction with narrative materjels, therefore,
f are necessary in other situations. For example, the ability
to' follow directions is Aecessary in mathematics (Alexander
& Donnelly." 1983). - Further, the abi'l‘ity to recog_pize
. cause-and-effect relationships is important in reading
. »>
.~ health, science, and social studies (Burns, Roe,u& Ross,
- 1984). Moreover, the ability to find the main idea in what
: *  one reads"ls one.of ‘the most valuable skills in social
~ studies. . As 0'Connor (1969) states:
’ . The basic skill that Ieads _to most others in
- . the "shared" skills category ls the ability
) of the student to find the main idea of a
paragraph or section (or even a sentence).
Without this ability, we can forget about
our 'students being able to outling,
: » summarize; or take notes effectively. Going
further, all the skills dinvolving cnitical
~ thinking, substantiating opinions with proof,
~ and supporting generalizations are based upon
the ability of the youngster to determine the
main, the most important, the central thought
of the spoken-and written word. (p. 255)
Since comprehension is extremely important. a major
. objective 6f all rea;ﬁng instruction is, or should be, to
-foster in students the ability to understand what they read.

_-Dun‘rge (1972) agrees with this goal:




Children myst be helped to get beyond the
mere decoding process. They must be led to
understand that written words are important
only as they are used to convey thoughts,
develop' aesthetics, and solve problems.
Without this kind of "open" learning
atmosphere in the classroom, children are
deprived of freedom to think. (p. 95)

Further, Tinker and McCullough (1975) state, "The primar;f
goal in reading instruction ii to teach the reader to'uvmer-
stand and re}spond ko wha\t he reads" Qp. 196). While Smith
and Barrett (1974) do not identify comp-re'hension as the
“majn" objective -of.reading, they do, however, maintain that
“A major goal.vof readi\"ng instruction,-at all levels of
;ducatian: is ‘tn develo? readers who can_thin{ about and
react to what they read in a va'riety of ways" (p. 47).
In spite of its signv\'f“ic‘am:e‘. however, in’sufficient
* evidence has been given to reading comprehension bot‘h in
reading programs and résearch. Etten (1978) asserts that
Most reading programs and most research have focused on’
decoding skills almost to.the exc\us‘inn of other aspects of
reading. Little attention ;as been given to reading
,cnmp‘rehensinn" (p. 30). Chester (1976) suggests, however,
that "Although there is an a‘bundance of research in the
area, there exists a pal.n:it}i of empiricall} conglusivg data

and -much whi‘ch does exist is fragmented or pragmética]ly
P

useless" (p. 76).
There is a need, therefore, for more good research

'1n the area of reading comprehe}\sion instruction. Baumann



(1983) maintains that "Research on effective comprehension

Tnstrucélnna'l practices. is in its infancy" (p. 191).

Further‘. Moore and Readence (1983) contend that researchers

generally intend to either describe the comprehension process,

describe ways of attaining the process, or identify variables

ool controlling the reader's comprehensior . They also suggest
that. "Descriptions of thf comprehension process do not ’ O

necessarily poimt to appropriate instructional methods" (p. 16).

. ¢
Introduction to the Problem

l‘iést of the research on l?asic'processes and instruc-
tional .ﬁractices of reading comprehension has been conducted
in the last half decade-(Pearson & Gallagher, 1983). The
atilization of the process ‘approach to reading c’ompr,ehehsion‘
therefore, is a re]at{vely new concept, so new in fact that
_— it has not yet had a significant impact upon classroom
instruction. As Wilson (1983) ‘states: "Obviously, classroom
teachers aftd publishers are not conspiring to deny compre-
hension instraction to children, but it seems that recent_
research on‘ reading comprehension as a process has n’ot ;et
been reflected in practice* (p. 382). -

Comprehension instruction tends to focus on the
- product of compréhension (Harris & Smith, 1980) In this .
v - sftuation, te‘achers expect to deye]op‘the students' compre-

hension skills with a 'series of practice exercises, or by = A
‘ &
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testing comprehension rather than teaching it. Durkin
(1978-79) substantiated this viewpoint. She and her
’assuchtes conducted an extensive observational study to
determine how much time elementary s£h001 teachers sper‘|d on
instruction in reading comprehension. Her conclusion was
that almost no cumprehensio’n was seen. The attention that
did go to comprehension focused on assessment-which was
cari;i);d out through teacher unestions. She also found that
t(n;e spent in giving, completing, and checking assignments
consumed a large part of the qbserved periods.

Too freq\:ently, teachersjermqit the curriculum to
»qictate their instructional program (Lapp & Flood, 1978).
T;ney -suggested that it would be mz;ch better for the teache‘r
to decide what is involved in the reading process and then
plan appropriate instruction on the basis of his or her
findings. Similarly, Harris and Smit!; (1980)’mai'ﬂta|’ned

. that a’better apProacrr would deal directly with the pro’c;s--
the thinktng‘ operations ﬁnderlying comprehension. Teachers
should model the thought process which students need to
follow, for example, in deciding upon the main idea of a
selection before askh;g them to try this independently

(Burns, Roe, ‘& Ross, 1984).

3



Rationale for the Study

Since the prncessi‘n’g or print into meaning is the
primary goal of reading instruction, we would assume that
considerable attention in the classroom is given to the
development of comprehension. During reading periods, we
wouTd expect.to find pupils e‘nga\q‘ed extensively in reading
ccmprehension instructidn (Heilman, Blair, & Rup]ey, 1981).

In ‘many instances, however, Jittle lnstruct(an is provided.-

The essential guldance, activities, and instruction to }

:deve’iop comprehension is frequent'ly ‘neglected at«the

elementary school level (Turner, 1983a).- Kennedy (1974)
b s 3

pointed out that:

In many developmental programs, little is
done to increase comprehension other than
providing practice in looking for specific
...—- facts, finding main ideas, and summarizing
details. Some programs, it is true, stress
creative thinking, active discussion, and
persistent search for information. In the
main, however, only the most elementary of
the thinking. capacities are employed.
(p. 270) E

[

Mason and Osborn (cited in Mason, 1983) conducted a

study to find out how classroom reading instruction proceeds.

They observed reading inétruction in 10 grade three and 10
‘grade four rJas'srnoms, each on three occasfons. The
classrooms were located in seven schools in an American
industrial city._l'obs.ervations revealed that text-related
reading comprehension was seldom, taught and a coordinated

seqtfencp‘ of text reading instruction was lacking.. The

A



researchetsa]sn concluded "that there was too much emphasis
on skillJbased worksheets.’

The basal reader method is one appraach that purports
to enhance reading comprehension in E}emeﬁtary school class-
rooms. Indeed, Jenkins and Pany (1986) contend that "The
most prevalent approach to teaching reading comprehension is
Athrough basal readers" (p. 557). In fact, Burmeister (1983)

aintains that "More than 90 percent of Amer(can e'lementary
Ichob] tea::hers who tgacn reading use one or -more basal

| .

programs" (p. 560). Further, an examination of the Program
'J‘)f'stud‘les for'Newfoimd'land schools revéals‘th‘u specific
!;asa'l readers are presgrjbed for teaching reading in graﬁe§
‘four,' five, and sl‘x. ¥ X
l Instructional guides which accompany basal re.;ders.

however, do not provide appropr‘ate prucedures for teaching

comprehension. Jenkins and"Vany (1980) analyzed the teaching
procedures recommended in three basal reader séries. They

‘examined student workbooks at the third and sixth g'«r'ade'

ﬂevels and the teacher manual suggestions for teacb’lng main
1dea and overall story cnmprehension. Results sugﬁested
ithat the main instructional procedure for reading /compre- -
hensien is question!ng Consequent'ly. chey asserted that in
basa] reader programs, "1nstructlon for" and "tegting for"
ccmprehension appear ‘to be closely aHgned In /their own
lopinion, the investigators were tempted to tbnc ude that
3comprehension instruction consists primarily of repedted

1

:tescing with feedback.

2 B Y



A study of five basal reader programs was undertaken
by Durkin (1981) to determine the adequacy of suggestions
pertaining to comprehension. She found that teachers' «
manuals provided more suggestions for gractice and assessment
activities than for direct instruction. Suggestions for
teaching students how to comprehend wére brief and showed .
\1tt!e conne:ticn between—what was taught and how to read.

S(mllarly. Au1ls (1982) asserts that a survey of
popular puhllshed materia]s reveals/that many methods for
teaching reading comprehensian simply involve practice, in'
comprehension. He states: g

For example, children read the materials and

answer the questions, rather than learn how

to formulate and use the questions

independently to get meaning. Another

example is the usmnjfmneﬂah popularly

used to teach topic and main idea. Typically,

they are exercises that test, rather than

teach. "They don't provide rules or strategies

which students could Tearn how to use in order

to classify or infer ma(n ideas. (p. 386)

- In Newfoundland, the currlcu]um guides for the

language arts, such as Bridging the Gap: A Curriculum

Bulletin on Language Arts for Ihtermediate School Teachers

and Core Learnings in the Language Arts include the reéding
comprehension skills.to be taught in the elemeﬁtafy schools

throughout the province. 'They do not, however, indicate
how these skills shou1d be taught. The emphasis in theée
guides, therefqre, seems tq be more on the product rather

than the process of comprehension.



Significance of.the_Study

Statement of the Problem

The object of this study was the development of a
procedural instructional format for the |nstru:tion of fourth
and fifth graders in the'process of 'I\tera] and"(nferantia]
comprehension. Under examination .was the effect of a
systematic questioning program for the development of ‘these

processeé upon the fourtfi and fifth grade subjects.

Various researchers and writers have supported the

idea that comprehension is a'set of specific reading sub-

skills. Davis (1944), Spearritt (1972), and other researchers
have idéntified specific skills that are included in the

comprehension process. Greene and Petty (1975) have listed

_various comprehension subskil for which instruction should - _—

be provided. Traditional]}, thgrefore, reading comprehension
has been taught from a skills pgrspective. . As Otto (1977)
has suggested, to teach reading comprehension we must teach
the skills of comprehension. .

bomprehension needs to-be taught in a systematic and ‘
direct way. Tinker and McCullough (1?75) suggest that »
"Comprehension is improved when ce;‘ta|n guidelines, principles,
and techniques“are given careful and systematic attention by
the teacher" (p. 205). Taba and Elzey (19‘64,) reported a
study concerning teacher_‘strategws and thought processes.

Results indicated that children can learn to make inferences,



11
e " — e
. to generalize, and make logical assumptions if they are given .
systematic instruction.

Student; need to be given direct instruction on
essential comprehension sk‘i'l'(s so that they can understand
and interact with the printed-word. They need to be shown’

: i
"how" to find the main idea, to make comparisons, and so
forth (Heiiman, Blair, and Rupley, 1981). As Escoe (198_4)

. state’s-» S )

By the time they reach the intermedfate grades,

most students have had opportunities to answer

‘questions about fdeas that.are not stated -in

print. But many still have difficulty under-

standing what they've read. It is suggested

here that students can be successful at

comprehending implied.messages when they are

given direct instruction in how-to-do-it, and

when they are given the same instruction in a

(variety of reading situations. (p

Comprehension is a thinking and v\easnnlng process
(Schvartz & Sheff, 1975) Before students can.do well on
product comprehension, therefore, they must be taught the -
process of comprehension (Nist, Kirby, & Ritter, 1983).
According to Harker (1973) the processes to be utilized in

" conjunction with var"lnus comprehension tasks must be deter-
mined by the teacher ‘and then actively taught to the students.
He also suggests that “When the comprehension process has been
illustrated, trahgft_ar of learning gained through the solution
of particular tasks can be encouraged" (p. 381). -
5 Jenkins and Pany (1981) assert that the reason for'

learning a subskill is to transfer its use to real-life

settings. Thus, the application of acquired skills is a very



important part of the comprehension cycle. A well planned
reading comprehension ‘p{-ogram. therefore, must provide
()’nportunities for stude\nE to apply the skills which have
been taught directly.

Baumann (1983) explained one way in which the
.appHcation of acquired skills can be raccomplished:

5 | After direct instruction has been
administered, st dents are provided
natural passages (paragraphs, passages,
stories from narrative“ or expository
literature) and required to. apply the |
-skills previously taught under the
supervision of the .teacher, For example,
following a Tesson on identifying implicit *
main ideas, students would be directed to
sections within their basal reader or
social studies textbook which contain

- _.dmplicit main ideas and then be required
to identify them. Students would b
required to attempt this independently,
but a teacher-led discussion would follow
in which correct and lncarrect answers are
discussed (p.

E'Iementary schools in Newfoundland, in many jnstances. .
lack an adequate reading comprehension program. The teachers’
- guidebooks ‘which accompany basal readers contain few specific
_snggest{nns pertaining to "hnw'_' the subskills should be %
}Q taught directly in step-by-step procedures. For example.v)
’ McInnes, Wheatley, Blackburn, Houghton, and Welland (1978)
im the Teacher's Resource Book for Backpacks and Bumblebees
do not identify any spe:iffc process which ‘teachers might
use in helping their :t.udents to determine the main idea of

a paragraph or selection.




A comprehensive program incorporating a process
approach to comprehension is needed, therefore, which might
be of somt} benefit to elementary school teachers throughout
this province in providing adequate comprehension instruction
for their students. It is the opinion of the investigator,
that such a_program should include the suggestions so aptly
expressed by Pearson and Johnson H978): ’

. . we can model comprehension processes

for students, provide cues to help them

understand what they are reading, guide

discissions to help children know what oo

Vi they know, ask pointed, penetruting. or
directional questions, offer feedb

(both informational and relnforc(ng) at

the appropriate time, and generate useful
independent practice activities. (p. 4)

Def‘jnition of Terms
For the-purpose of this study, the following terms
will be used as defined by Harris and Ho;iges (1981):
Cause/Efféct Relationships: 1In a communication, a
stated or implied association between some outcome and the

conditions which brought it about (p. 45).

Character Trait: 1. The totality of a person's
physiological traits; personality; as a cheerful character
- A consistent, characteris‘tic quality of an individuall,

especially a moral one, as an honest character (p. 47).
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Cloze Procedure: Any o™ several ways of measuring a
person's ability to restore omitted portions.of.an oral or

written message from its remaining context (p. 53).

omzﬂ'gsnw\hteraw technique of plac1ng together

Tike or unlike, charactérs, situations, or ideas_for emphasis
w

or clarity (p. 58). ’ .

Critical Comprehension: 1. .The process of making

judgements in reading. 2. -An act of reading in which a
questioning attitude, logical ana}’ysis,' and inferenée are
used to judge the worth of what is-read é&ccording to an

established standard (p. 74).

——

Inférentia'l Comprehension: 1. The process of 'judging

or concluding in reasoning, as reasoning by inference from
‘given’'premises. 2. The result of such a process: inferred

meaning (p. 154).

Literal Comprehension: 1. Understanding the sense
meaning of what # heard qr read. presumable without making
+inferences. 2. Understandmg the exphcit meanlng that is

stated or clearly implied in a passage (p. 183) B

Main Idea: 1, The central thought, meaning, or gist
of a passage. 2. The chief topic of a passage expressed or -

implied in a word or phrase (p. 188).
-

Psycholinguistics: The interdisciplinary field of

psychology and Tlinguistics in which Ianguage behaviour is \

"examined (p. 255). i - 7y
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o . Reading Comprehension: 1. Understanding what is
read. 2. One or more of several levels of a presumed
hierartfy of reading :omprehe‘ﬂsio‘n processes: Q‘ getting
the. 11t;ra1 meaning. b. getting the interpretive or_ )

suggested meaning in reading (p. 266).

] Readlng'for Details: Reading to note the specific
E parts of a passage, including the sequencé of these parts

(p. 267). o

\Seguence of Events: The order in which somet‘h‘ln’g s
learned or t.afug'ht (p. 292). el i

. g *

& Limitations of the S‘tud[ = .
In th‘é. interpretation of the results of this study,
certain 1imitations must be considered. The conclusions
must be limited to the population sipp]éd,’ which consisted
of four reading groups from the same school. One assumntion‘_
. under]yﬂnﬁg an analysis of variance is that the distribution
of t_he dependent variable in the pogmlaii‘!on 1srnurma:1. In
the case of this study‘. therdEper;dent variable, readivng
o compréhens?on. coulﬂ not be cnnsidered to be normal in a
randomized manner. Howaver, ‘as Ferguson (1971) states.
______ ."Un1&ss there is reason to suspect a falrly extv‘eme departure
5 .‘ from normaltty, it is probable that the conclus!ons drawn

from™ the data...will nut be seriously affémed" (P 219). P



The dependent variable was_measured in a pretest/
posttest format, utilizing the scores of the comprehemsioh

subtest p‘f the GatesAMacGinitie'Reading Tests (Canadian

edition) Level D, Forms 1 and 2 (MacGinitie, 1979). |
° . o

The independent variable, the reading comprefension
program, as outHned in,,,the basa] reader and the systematic ! s
1nstructiona’| plans designed by the writer, utilized the .

basal program of. a single publisher (i.e.; the Nelson

% & ; = e
Language Development Reading program). - P
e . & H
)
e 7
-~
&
- % g, ‘
» v



CHAPTER II

REVIEW OF THE LITERATURE

1

Introduction

The review of the literature is organized in_t‘n six
main sections. The first section is concerned with the
nature of r’e:ading‘cumprehension. Section two discusses fjve
key. Vf’a'»ctnrs tnat affect st’u’dénts: abilities to comprehend
-what they read. The third *section explores speci_fic reading
’:umprehen-sl_on skills.  In section four stratlegies for
improving :reading comﬁrehens,ion a;'e Ppresented. Section five
is concerned with the func?lons of questioning in the
teaching of reading comprehension. Finally, research
s‘tu(’ﬂes related to reading comprehen;lon. instruction are

examined. £

i The Nature of Reading Comprehension

At the very beg|nn»ing of the present century, little
attenﬂon‘ was giv-en to’ reading comprehension. The first
attempt to déﬁne comprehension was assocfated with -getting
the meaning"frol‘n the pr'fnted word. Huey (iQOE) reported ,

“experiments with |sol§ted words but ir_ndicated a dissatis-
faction with su’ch measure‘s.‘ 'He consciously 1ifted the

concept of meaning beyond the level of_ the word. Further,

s



Er(y (1917) referred to comprehension as, the obtaining of
meaning through reading. '
Early definitions have continued into recent

2 ¥
lTiterature. Tinker and McCullough (1968) emphasize the
significance of grasping th®\meaning that printed symbols *
stand for. As Dallmann, Rouch, Chang, and DeBoer (19%8)
state:

—

Although there are differences of opinion
, +as to how. to define comprehens1on as it
refers.to reading, there is general ¥ M
agreement that by reading with compre-
. hension is meant getting meaning from ’
what is heing perceived in writing,
“(p. 196)

Bush and Huebner (1979).give at least four definitions for Pl
read,}ng comprehension. Two of the listings are: (a) an
inte‘rpretation of written symbol, and (b) an apprehension of
meaning. e '

) While some define c;mprehe'nsiun as olzta‘ining correct
meaning from__printed and written materials, much ;vnore is
invoT_ved in th'is ';;rocess. Spacr}e‘ (1963) contends that
comprehknsion depe‘nds on Fhe reader's experience, reading
background, and learnings. Moreover, Smith anﬂ Robinson
(1980) maintain that "Reading comprehension means the :,
understanding, evah}ating.‘, and ut{Tizing of information and
ideas gained through an interaction between reader and author"
(p. 205). - - \‘/,-

Comprehension has frequently been h,ypothesized as a

mu1t191e list of subskHls‘ Bloom (1956) proposed a taxonomy

.
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of skills for the cognitive domain. A number of writers have
adapted Bloom's deﬂni‘tion-. Barrett {1974), Sanders (1966),
and Wallen (1972) have éeveloped taxonomies of comprehension
'skills. N

Bormuth (1969) says "comprehension ability is thought
to be a set of ‘generalized knowledge-acquisition skills which
permit people to acquire and exhibit information gained as a
cnnsequence‘ of reading printed language" (p. 50). Furthe’r,
Ruddelvl (1974) contends that reading comprehension does not
include one mental skill but a cluster of related mental /_/\0
abilities. Moreover, Dauzat and Dauzat (1981) maintain that_
these skills range from very simple to highly complex‘

Literature supports this investigator s vieu that
reading comprehension is more than a hierarchy of skills. For
Thorndike (1917), complex reasoning is involved in under-
standing a paragraph. He describes reading comprehension as:

. . a very elaborate procedure, involving

a weighing of each of many ePements in a

sentence, their organization in the proper

relations one to anothér, the selection of

certain of their connotations and the

rejection of others, and ‘the cooperation of

?:nyzfo;ces to determine final response. :

Some writers define reading comprehension as a process
‘or set of dl(screte processes. Indéed, Cushenbery (1969) views
the whole reading act as a me’nta'l vprucess. Stauffer (1969)
also emphasizes the cognitive operations underlying compre-

hension. He maintains that _readlng is a‘complex phenomenon
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of mental activity related to thinking and to read is to
comprehend what is read. Further, Zintz and Maggart (1984)
suggest that "Comprehension in reading is the process by
which people who read derive meaning from text" (p. 286).
Comprehension is sometimes referred to as the end
product of the reading process. Guszak and Hoffman (1980)
contend that "The results of the interaction of thinking
operations upon content (text material) produces thought
products” (p. 312). For exam;le. getting the main idea is
the produci of an ongoing reading pricess. Similarly, Simons
(1971) suggests that "The products of the comprehension

process are-the behaviors produced after comprehension has

. taken place, such as answers to test questions” (p. 340).

Collins and Smith (cited ir; Nis_t,'K(rby. & Ritter, 1983)
also refer to product comprehénsion as that which involves
only the results or students' answers to questions. : s
Other writérs assert that comprehension means bridging
the gap between thie reader's experience and the printed word.
In essence, we comprehend what is new in.the context of what
we already know. Pearson and Johnson (1978) support this
viewpoint in their belief th‘it"‘comﬁreh’ens}on is building
bridges between the new and the known" (p. 24). Similarly,
Adams and Bruce (1982) contend that comprehension is the
utilization of prior knowledge to create new knowledge.
Johnson and Barrett (1981) say "Comprehgnding written text

involves developing linkages between the printed word,
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sentences, passages, and their irter- and intrarelationships
)

and the information already contained in the individual's

script" (p. 74). .

Factor; Which Influence Comprehension

c

Background Knowledge
R .
Students' lack of comprehension of a pa\sﬁge may be

the result of an 1nsuff1:cient experiential background. As.

Tinker and McCullough (1965) suggested, one of the deter-

minants of reading compréhension is, the richness or meagréness
of background. 'Indeed, the reader is considered th‘e most
important part L;f the' comprehension process. The knowledge
and insights that readers bring with them to tr;e reading
process can literally make or bre’ak the expe'r{ence (Crafton,
1982). Anderson, Reynolds, Schallert, and Goetz (1977) found -
that recall and comprehension of passages c;pahle o\two
alternative interpretations, were highly® rglated_to the ,'
background of the readers. '

Smith')(19753) described reading comprehension as
ruating new experiences to the already known. This concept,
therefore. reiterates the relationshlp between comprehension
and- prior knowledge In essence, our understalﬂﬁ_ng is
bounded by t_he T1imits of our experience. Smith (1915!:) also.
commented on the reader's uti]izaiiun of prior knowledge

rglevant to the material he or she is encountering. He
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- asserted that the usé of prijjwl_edge is referred to as

hypothesis testing or predict Prediction, he maintained,

“is a very important aspect of learning to read.

|
|

|
|
[
|
|
|
|
|
|

Brown, Smiléy. Days, Townsend, and Lawton (cited in
Carr, 1983) examined the effects of prior knowledge on
children's recall in Grad}s Two, Four, and Six. They
reported that m;en a relevant framework was provided, recall

‘las better than when no framework was ﬁrov!ded. Childrent's

rior knowledge helped them to fi11 in incompléte or ﬁnclear '\

sections of a s‘tnry.

Stevens (1980) }nvestlgated the effect of ba_ckground
knowledge on the comprehension of ninth graders.of varying
abiilty levels. She found ‘that knowledge was a significant
factor for all ability groups. The results, thergfure.
support the.contention that topic knon’ledge-’fs an aid ‘to.
campreh‘ension of material concerning the topic. Furthermore,
the study also supports the notion of pr‘e_yiously possessed
schemata as a crucial component in the’cnmprel@ensiyn process.

Intelligence

Russell (1961) maintains that most of the studies of
reading comprehension completed ffom 1930-1961 show that
general intelligence is closely related to 8&111{9 cempr% .
hension. Dawson and Bamman (1963) also str'ess_ this
relationship iA their belief thaf the rate-at’which the

learner associates what he or shg reads with prior knowledge

I

<
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will be influenced by the learner's intelligence. Further,
Barney, Bradtmuller, and Starkey (1971) contend that a ¢
child's ability to read, to read for different “purposes, 1‘
closely related to the student's intellectual ability. As
DeBoer and Dallmann (1970) state:

. a child's ability to.comprehend in

o reading is limited by the conceptua?’"lnad"
/ that his mental ability enables him to carry.

A11 the mechanical.reading skills in the

world will.not enable him to read materials

involving abstractions beyond the level of’

his mental development. (p. 177)

'
They also assert that while we should not underestimate a
child's possibilities, we should adjust our expectanons to
the learner's capabihties . !

'

~ Spache and Spache (1973) point out that a student's
intelligence will determine whether or not she or he acquires
many of the subskills of comprehension. They state that:

The abilities to ‘recognize inductive

sequences of ideas leading to a conclusion;

to apply deductively a principle to new.

situations, 'to recognize cause-effect,

comparison, contrast, and other idea

relationships depend to 'a marked degree

upon the reader's, inte'l]ectual powers.
(p. 55%)

.In their view, students with less than average mental ability
can be taught to utilize these types of thinking while reading,
but only within the 1imits of their potentials in most cases.

Natufe of the Material

The elements on the page will affect the student's

aﬁity to comprehend a specific passaga or se_]eht{on.
L
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Teachers, therefore, should not use material that is too
difficult for students to understand. Ransom (1978
postulates, that:

They [the students] can achieve higher
levels of comprehension only if their
reading material uses vocabulary and
.sentence structures easily within' their
grasp. . If they don't have to_struggle
to understand literal mearings, they are
free* to manipulate the basic ideas

- * they've received from the passage.’

. (pp: 328- 329) -

Ransgm also explains that some stories are more appropriate

5 ’ for.certain purpuses and questions.than others. For examp]e,
some mater1a1 1s b‘st suited to studying causg and effect
relationships, others to making compansnns. She maintains,
therefore, that teachers should~keep t!ﬂs in mind when -

" selecting materials for comprehension work. _Furthermore, )

’-insfructiun must be meaningful if it is to be understandable
and engage the young reader's knowledge and thought™ (p. 342).
,’ - Peters (1975-1976) asserts that there are two basic
problems which confront students attempting to adequately
comprehend concepts in textual materials: (a) insufficient
ex;‘ﬂanatlon of concepts, and (b) insufficient organizational
p'atterns of written work. Tierney, Mosenithal and Kantor

(1984) support the views of Peters (1975 1976) regarding the’

organizational pattern when they suggest that "gtories whose

structure violates“the prutoty.pica’l plot;.tructure have been
shown }Q be more difficult to compreher‘m than stories whose =

Aulls (1982) asserts that "The ‘material used for comprehension °
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e structure is congenial with the.prototypical structure"
(p. 153). Some material may be so poorly written that

~
trying to understand it is as much a guessing game as it is

a reading experience (Durkin, 1978).

Depending on the material, therefore, the reader's
comprehension may vary from day to day. - Variations may be
due to various factors or a combination of factors inherent

in the material. As Jenkinson (1969) states:,
The genre pr type of presentation which the
author chooses to use, in addition to the
constraints of the cognitive discipline
under which he is operating, may present

. . many. problems to readers who are unaware of
the nature and impdct -of these controlling * .
factors. Not only the substantive content
but the level and concentration of concept
presentation may also form a barrier. The
tone of the writer,* his attitude towards
both his subject and the reader, all apparently
affect the level of comprehension. (pp. 548-549)

.

Vocabulary Development

“Poor cémprehenston may be the result of a student's
inability to read the words. Conversely, the problem may be
due to his or her limited knowledge of the meaning of words
(Harris, 1961). Miller (1972) suggests that’ readers must
have a good stock of sight words, since they.cannot read
effectively if the’y must Stop to analyze many of the words
in the text. She afsc asserts that a good meaning vocabulary
enables—the reader to 1nterprét the material with clar’ﬂ’y.'

Harris and Stpay (1980) reiterate the significange of word




recognition in their belief that word recognition is a
prerequisite of reading comprehension. They explain,
however, that recognition without unde:standing is worth
very little.

Research studies (Davis, 1944; Singer, 1965;
Spearritt, 1972) have shown that there is a strong
correlation between vocabulary knowledge and reading compre-

hension. Russell (1949) asserts that "A child's understanding

..and inCerpretation‘of sentences and paragraphs will depend

cons'derab]y upun his knowledge of. the individual words In
the larger, un1ts“ (p. 184). Spache (1963) has this to say:

Understanding of the voéabulary is second

only to the factor of reasoning in the

process of comprehension, and some writers

. would sdy that it is even more important

than reasoning. It is sufficient to say

that comprehension is significantly

promoted-by—attention to vocabulary growth.

(p. 78) o
According to Karlin (1975) ¢ knowledge of word meanings is the
most important single factor which influences reading

»
comprehension.

Stahl (1983) examined the effects of vocabulary
pre-instruction on the reading comprehension of 28 average
fifth grade readers. The subjects were divided into threel
groups and each received two vocabulary training treatments
and a control(treatment The results indicated that for two
of three groups, both vocabu1ary treatments produced

- /
significantly higher scores on passage comprehension tests.
‘

>
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For al) children both training treatments produced signif-
icantly higher scores on various sentence comprehension
measureAs;und a multiple-choice synonym ‘test‘ The examiner
concluded that-pre-instruction -had a significant effect ak'
both comprehension and vocabulary learning.

McKeéown, Ai;e'ck, Omanson, and Perfetti (19839
rep‘Hcated and extended a study that invest‘igat‘ed the
relationship betweén vocabulary fnstructign and reading
comprahensinn. {n the ‘Ia_tter study., two groups‘ of fourth
graders were taught 104 words over a five ‘month period.
Three fourth-grade classrooms were designated .a‘s control.
The exa;vliners found ‘that the replication strongly supported

the conclusion suggested by the origi

] study that

intensive vocabulary instruction-designed to promote deep
N
and fluent word knowledge enhances text comprehension. '

Purpose for Reading d 7

The purpose with which the reader approaches material

wi‘ﬂl have a s!gnificar‘_t effect on his or her reading. Brown

(1980) . contends that "The reader's purpose determines how he

or she set's about reading and how closely he or she monitors
the purpose of reading" (p. 455). A@Smich and Robinson
(1980) suggeést:
No reading occurs without purpose, even
though that purpose may sometimes be ~—

almost unconscious or extremelly general
-- to'enjoy myself, to relax, to learn
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a lot about a topic. As purpose becomes

more specific, we tend to gain more from

the reading -- at leas't in relation to iR
that purpose. (p. 227)

Learners must know "why" they are v:gadinq if they

are to understand "what" 'they are reading (Dechant, 19'70). S
If, for example, the students are told only to read the
next four pages of'a story, they wi]l probably wander -
aim1e§sly through«the pages, taking in 1itt1e‘(Tﬁomas &
Robinson, ‘1982). Conversely, Burns and Roe (1976) maintain 8
that: &
1. Children who are reading with a . =
purpose tend to have better .
- comprehension o0f those things for

which they are reading rather than

those who have no pufpose. Purpose

or questions offer children a

mental set for approaching the ’
reading material. 3

2. Children who read with a purpose
tend to retain what they have read
¥ better than those who have no
“ purpose. (p. 2
Further, Bush and Huebner (1979) suggelst "It is likely that
mo truly high-level comprehension,of reading matnrQl can ' 4
occur without a strong purpose for reading" (p. 130).
Efficient readers use a variety of approaches to
reading, depending on their purposes for reading. ‘ This
)
adaptability is very significant considering the wide variety
of reasons for which people read (Harris & Smith, 1980).
Smith (1967) 1isted various appropriate purposes for reading:

(a) intellectual demands, (b) enjoyment, (c) socioedgnomic



demands, (d) personal suc‘)a]‘needs. (e) problem solving,
(f) spiritual or religious needs. or personal stimulation, S
(g) utilitarian purposes, and (h)_ vocational or avocational ?
interests. -

While Stauffer (1975) agrees with establishing
purposes for reading, he maintains, however, that such
purposes should not be determined by ‘tHe teacher. .In his
view, readers shuuld)set their own purposes for readihg’
before they _b'egin the reading assignment. qy askingt
-questions, the teacher can encourage students to make
predictions -(-setjmrﬁases) about "the passéges. they are going
to fead. Robinson (1977) ‘also stresses the need for studentsv

" to establish their own purposes:

Students who are helped to read with
purpose -- to satisfy varying needs --
can also be easily guided to establish
their own purposes at the onset of any
reading. Such purpose-setting on the
part of the learner is assurance of
improving compréhension. (p. 62)

Interest '
Children will attend better to a story about a topic »

.. .they find personally fnteresting. In the process, they will

_uderst nd it better (Harris & Smith, 1980). .They further
dssert k when a child.is keenly interested in a suhject.';
he or she will sometimes perslst“in and gain much from reading

a selection that is "too difficult". Interest, therefore, is

\

a potent factor in reading.comprehension (Harris & Sipay, 1979 -\




Robinson (1958) in reviewing trends in .tedching
reading, refers to the importance of "feeding children's
interests" to encourage them t’u utilize their reading skills.
Smith and” Robinson (1980) assert that "lnmest is the
touchstorfe ‘'to reading ach\evEment. reading enjoyment‘ and
reading usefulness" (p. 3!3) _Theyalso sugges: that a lack
of interest in reading by some individuals prevents them
from capltahzmg .fully on the various skills which teachers
have tried so energetwa’lly‘to build in them. Moreover.,
Kennedy (1974) asserts that "Lack of i‘ntm’-est gaulsgs, th'e
min;i ;:o wand‘e.r, eliminates any desire to exceli ,eﬁnuur‘ag’e‘& a
dislike for the t.ask, and reduces conscious effort" (p; 276).

A:cordilng to Pearson and Johnson (1978), ore can
capitalize on interest to improve comprehension of a
p’articular'ﬁopic in two ways: ~(a)g].zvermn st’udenlts to read
-selections of high interest, and (b) ‘generate student
interest in the topic, utilizing various media and resource
persons. Bush and Huebner (f979) also-suggest that childreﬂx
interests can be both channeled and devﬁoped via pictures,
films, television, books, and so forth. Moreover, the,
contend that through -such efforts a child"s backg”ro'und ‘nf‘
experiencesmay be ‘expanded and thus contr{bu‘t‘e‘tu‘ effective
comprehénﬂon‘ui new reading material. ' = - 7

Pieronek (1980) attempted to discover the 1nde‘per'|den't
rea.d‘lng interests of s,tuden[ts: in the‘ intermediate gr;dgs.

She analyzed nine research §tud|,és deéling‘ynh the interests
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of Gr.'ade Four, Five, and Six students. Her findings

some concensus:

>

In general, intermediate students are
interested in stories that deal with
adventure, fantasy, social studies/
history; mystery, humor, animals,
patriotism, and fairy tales. Adventure,
phtriotism, and social studies/history
are the most popular categories, while
fairy tales, humor and anifal categories
seem to -be the least popular at this
level. . Early intermediate students
appear to be more interested in fairy
tales and-children of other lands than

31

showed

are late intermediate students. . There

. is definite overlapping. of interests
3 between boys and -girls at’these grade
levels. (p. 408)

Research studies by Bernstein (1955-1956) and Estes

and: ¥gughan (1974) have shown that interest ‘influences the

child's de\'(elopment of readi_ng comprehension.

Bernstein

“investigated the relationship between interest and reading

Mrehension of 100 ninth graders. She found that.high

interest was associate\d not only with superior comprehension

but also with greater reading sp‘eed4 Estes and Vaughan

examined the influence of topic interest on the reading |

comprehension of 46 fourth graders, The results of this

study indicated that interest dae\s appear to be a.very

1nf§ugntial factor in detevmining reading comprehension.

- studies conducted before 1975 indicate that children

comprehend more.of high-interest rather than 101’1nterest

material when each pupil fs given a mixture of both types

of ‘material (Asher, Hymel, P Wigfield, 1978).

They cp\nducted



a study with 70 Grade Five studegd to determine if this
effect was due to a contrast effect whereby children
selectively respond to the more appealing topics in the
passages/they read. Each student received either all
high-interest cloze passa;es or all low-inter, s't‘cloze
passages but not both. The results ind1:atedilnat the
effects of interest does not deve:.? on contrast effects

that might be part of a within-subjects design. Children

‘performed bettér on high rather_than low-interest passages

even though they were unaware of the range of topi,cs\\‘

available in the experiment. . R

e -

: f

Components of Reading Comprehension, ,
5 =

Some edu’cators cu‘ntend that various subskills are
riecessar,v requis{tes to understanding the message conveyed
by the .author. Davis (1944).surveyed the literature to
identify .comprehension skills deemed most important. by
authorities in the field of reading. Several hundred
specific\‘skﬂls were‘(dentifieu, many of them overlapping.
He grouped together those that appeared to require the
exercis‘e\of the same, or closely related, mental abilities.
Using the nine skills thus idemtified and tests especially
constructed Et_o determine the importance of these skills,
he conducted t}e f1rs‘£ factor-analysis study of cor‘nvpre-“
hension. He conside'rc?a the following nine skills to be

basic to reading comprehension:
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2.

Knowledge of word meanings.

Ability to, select the appropriate

fol a word or phrase in the
Tight of its parhcular contextual
setting.

Ability to fo!lou the organization
of a passage and to identify
antecedents and references in it.

Ability to select the main thought
of a pasgage.

Ability b answer questions that are
specifically answered in g passage.

Ability to answer questions that are
answered in—d passage but not.in the
words in which,the question is asked.

Ability te draw inferences from a

passage about its contents.

Ability to recognize the literary '\
devices used in a _passage and to
determine its toné and moad. L e
Ability to determine a writer's
purpose, intent, and point of wiew,
i.e., to draw 1nferem:es about a
writer. (p.~

Since 1944, other attempts have been made to,delineate

separate ‘comprehension skills. Davis (1968) conducted a study

from which his analysis showed the following comprehension

skills:
9

e

.
Recalling word meanings.
Finding answers to questions answéred
explicitly or meérely in paraphrase in
the content. [ A
Weaving together ideas in the content.

Drawiny inferences from the content.



5. Recognizing a writer's purpose, -
attitude, tone, and mood.

6. Drawing inferences about the meaning -,/
. of a word from context.

7. Identifying a writer's techniques.

8. Following the structure of a
passage. (p. 513)

f . Spearritt (1972) reanalyzed Davis's data using the
maximum likelihood factor analytic procedures. He c‘uncluded
sthat four skills are differentiable as separate skills:

(a) recalling word meanings, (b) drawing inferences from the

' i content, (c) recognizing a writer's purpose, attitude, toVnVe‘.
and mood, and (d) following the structure of a passage.

' More recently, Drum, Calfee, and Cook (1981) conducfed
.a study to_determine what variables affect performance on
reading comprehension tests. Seven standardized reading
achievement tests were‘se]ected‘far the in\l‘estigét\'on. They

‘ c:ncluded that the abilities neefied for successful performance
on a comprehension test include the foliowing:
1. Accurate and Fluent word recognition; -

_ 2. Knowledge of spegific word meanings;

3. Knowledge of syntactic/semantic clause
and sentence relationships;

4. Recognition of the snpgrord'inate/
= subordinate {dq‘al structure of passages;

5. Identification of "the specific
information requested in questions; and

A 6. Evaluation of the alternate choices in = -
order to select, the one that best fits '
i V
" ; .
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(d) analysis, (e) synthe¥is, and (f) evaluation

N
(a) the syntactic/semantic requirements

of therquestion and
: (b) the idea structure of the paragraph

(pp. 488-489)
Other authorities have developed sgquences of compre-
hension subskills called taxonomies. In classifying
cognitive or intellectual processes, Bloom (1956) utilized

a taxonomy to delineate a hierarchy 'in which behaviors are

" ordered in térms of difficulty. He Mentified six major

categoriesi~ (a) knowhedge,/ (b) comprehension, (c) application,

P .
Some writers have attempted to develop similar
hieraraifical models in reading comprehension. Sanders (1966)

developed ‘\r.aluable suggestions on questioning students for

the various levels of thinking. : Consequently, he referred

to his taxonomywas the "taxonomy of questions". His -
qtegories were: (a) memory, (b) translation, (c) inter- J
pretation, (d) application, (e) analysis, (f) synthesis, and
(g) evaluation.. - .

Barrett (1974) adapted the Bloom taxonomy to produce
a c'lassificatiion of Qading objectives. Entitled a "taxonomy
of reading cnmprehej]ﬂon", it was recommended as a teachi_ng.
T.gol. a framework for ulanni‘{\\g. -teaching, and evaluatin; in
the area of reading comprehen’sion. Specific outcomes were
delineated under the following main he;dings: (a) Hteraf
recognition or recall, (b) inference, (c) evaluation, and

(d) appreciation.



Smith (1969) used Bloom's taxonomy to develop a list

of separate compfehension skills. Her 1list inc‘hﬁ'ded:

_(a) memory, (b) tra‘nslation.'/(‘c) interpretation,

(d) a{;ph‘catian, (e) analysis, (f) sy_in.hesis. and

{g) evaluation. For the classroom teacher, however, she
suggested that categories are difficult to separ‘ate, hard

;d remember, and may not al-ways apply to the materials that
children -use. She offered'a more concise list, there‘foF?.‘
camprised of four categories: (a).liteTra'l comprehension, _ 4
(b) inc’erpretation, (c) critical reading, and (d) creative
4reading. ‘ )

Lapp and Flood (19‘78) examined a number of proposed
taxonomies of reading comprehension and combined and
summarized them in relation to the six cognitive Tevels of
Bloom's ta‘xonomy. The following is a listing of this

summarization:

Levels of cognitive Reading Comprehension
development @
. Text Explicit InforMation
) Knowledge . (1literal comprehension)

(recall .
. \ Identification of -sounds,
letters, phrases,\sentences,

paragraphs

\ Recognition and’reqall of
details, main ideas,
sequence, comparison,
cause-and-effect relation-
ships, character traits, ’
patterns : T



Comptzhension Translation of ideas or .
(understanding) - .information explicitly
3 stated: ~classifying,
generalizing, outlining,
, summarizing, synthesizing

& Text Implicit Information

Application (inferential comprehension)
(abstracting) ! r
i ' Realization of one's .
experiences and textual
exposures
Inferring: “details, main
v ideas, sequence, comparisons,
cause-and-effect relation3hips,
character traits

Analysis Pi-eMcting Outcnmes
(Analyzing)
° /" Synthesis Interpreﬂng ngrativs
. (production) N language, imagery, character,
. - + motives, and“responses
Lod
Synthesizing: convergently,
divergently -
World Knowledge Information
Evaluation (criticai comprehens1on) -
P (Judging)
s Making eva’lnative Jjudgements ¥
T of reality 'or fantasy, fact .

or opinion, adequacy and
validity, appropriateness,
worth, desirability, and
acceptabﬂity .

Valuing

Proﬁganda detection:
s ) . euphemism, fallacy of
o reasoning, staﬁstlcal
fallacy (maps, char
stereotyping, nverslmpl{f!cntion



Appreciation

‘v
Emotional response to
content
-~ Identification with
characters or incidents
) Reactions.to the author s
f use of language
Reactions to the author s
word pictures

. ) (pp. 297-298)

Strategies for Improving Instruction
in Réading Comprehension

Cloze Procedure

Taylor (1_953)'1ntrn‘d.uces the technique kno‘wn as the 5
cloze procedure. Arnold and Miller (1980) suggest that thi‘sﬁ
’ technf‘q(;e involves filling in blanks which have been éreated
by the deletion of words from a prose passage on a r‘egular
basis. Usually every fifth word ls deleted but there may be
other deletion patterns such as every nth noun, all’
structural words, and so forth (Bortnick & Lopardo. 1976).

In their view, the passage may be selected from the student's
instructional ;naterial or from any-other material which the
teacher finds app\:oprVate. Furthev, they suggest that the
cloze procedure has three areas of classroom application:

(a) evaluation, (b) diagnoses, and (c) instruction.

When used as an in;tructional strategy, the c_lnze.

procedure is utilized to improve the comprehension abilittes
»



of students (Tierney, Readence, & Dishner, 1980). More
specifically, students utilize semantic and syntactic context
clues to determine u{;ﬁ(ssﬂﬁ woirdg. It is a procedure,
z ay
therefore, for impréving their ability to utilize the various
. clues provided >by the context (Weaver, 1979). Context clues
help clarify the meanings of upknuwn words (Alexander, ‘1983).

Furthermore, Hafner (1965), found that pupils comprehended P

better when they .received planned (iu%‘ruction in the
.utitization of context to build meéning than when -they .

received no such instruction.

‘. . Richek, List, and Lerner (1983) suggest. ‘N}aj in
a\\ddition to teaching the use of context.clues, thie cloze
technique also encourages the use of inferen;e skills to
formulate guesses about\ missing words. They also contend
that students should discuss their answers to the exerc"(vses,
since discussion focuses attention on the reasonableness of
= “the replacement words. Blachowicz (1977) reiterates the
" discussion format in utilizihg modified cloze procedures to
introduce primary, pu‘p‘1-ls tplprediction procedures that are
- essential i‘n‘ comprehension development. Indeed, a; Jongsma
(1971) asserts, the discussion procédura may be the key to

the success of the cloze technique as a teaching strategy.

% The Guidéd Reading Procedure
The“uided Reading Procedure (GRP) is a strategy to
" be used selectively to improve a student's reading compre-

hension (Manzo, 1975). He asserts that the GRP is a
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combination of techniques resulting in the formation of aknew
.
strategy to improve reading comprehension. I_t is comprised
of six basic steps and an optional seventh phase. Burns,
Roe, and Ross (1984) suggest that these steps are as follows:
1. Set a -purpose for reading a selection
of about 500, words and tell
children to remgmber all they can.
Tell them to clgse their books when
» they finish readmg.
2. Have the s,t_udents tel!‘everytl!tng
they remember from the material, and
record this information on the board.
3. Ask students to look at the selection .
\ again to correct or add to the
information that they have already
offered.
. 4. Direct the children to orgapize the
: information in an outline or some
' other arrangement.
5. Ask synthesizing questions to help
students integrate the new material %
with previously acquired information.

6. Give. a test immediately to check on
the children's ‘short-term recall.

. 7. Give another form of the test later
to check medium or 10 -term recall.
(pp. 312-313) .

The Guided Reading Procedure can be an effective
approach to reading comprehension. Manzo (1975) points out
that it strengthens the reader's determination to concentrate
during reading. Harris and Sipay (1979) reiterate this
viewpoint in their belief that the procedure-can be employed,
to help pupils overcome the habit of looking back for answers.

Further, Manzo (1975) suggests that on those occasions when

EI
‘substantial facts and recall are requirgd, the Guided Reading



Procedure will aid students in reaching these objectives.
& In his view the acquisition of facts and accuracy in
) compr.ehe'nsion are prerequisites of higher level comprehension.
He also asserts that apar(\ﬁom unaided recall.'the Guided
Reading Procedure focuses on'other important comprehenéion
subskills: (a) recognizing impficlt questions, (b) self-
correction, and (c) organization of 1nf(;rmatiun. "
Ank‘ney‘nd McClurg (1981) compared the Guided Reading
Procedu}g to vocabulary presentat(?n,“"purpnsevquesl;-ion;, and -
postreading discussion for sncia\;"‘studies and science. They
¢ found éhat it was superior to the other three methods for -
social stwdies but not for science. They also reported that
it appeared to have no differential effect. on better and
poorer readers, males and females, or higher achievers and
lower achieverg. Their findings led to the conclusion that
‘ the Guided Reading Procedure was an effective reading
’\ strategy in content areas and added diversity to classes. It
was time-consuming but it had a positive effect on the
children's eagerness to return to the subject matter to search

for additional infomanon

Directed Reading Activity
(4
The Directed Reading Activil:y (DRA) is usually
&,
ussociated with the basal reader lesson., Betts (1946),
described a plan for teach(ng the reading selections in basal

relder programs. He squested the' following procedures:
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First, the group should be prepared,
oriented, or made ready, for the reading
of a story or selection. Second, the first
reading should be guided silent reading.
Third, word recognition skills and
comprehension should be developed duringy
the silent reading. Fourth, the reading A
--silent or oral, depending upon the needs .
oF the pupil--should-be done for purposes i
different from those served by the first,

\ or ‘silent, reading. Fifth, the follow-up .
on the "reading lesson" should be .
d¢i-fferentiated in terms of pupil needs. -
(p. 36) N

Tierney, Readence, and D1shne‘r?1980) maintain that
the DRA may be used i'n conjunction v:vitﬁ an}' reading selection.

In their view, it is comprised of tu_Jfo'llowing :omﬁd’nent’s: ' \
(a) readiness, (b) directed silent/reading. (c) comprehension
check and discussion, (d) oral reading, and (e) follow-up ) 4
activit\'e;. They provide a concise description of each of '
these stages. '

Readiness. This stage involves pr'eparing‘u\e students ’
for reading by relating the story to their background of
experience, mtivati‘ng the stmlents for reading,.introducing
new words, and establishing purposes for reading. Building
'hackgronnd may-be achieveq by discussing the story title and
“f1llustr ons, student"s personal experience related to the
story .cm, f‘l\ms_.'maps. ar{nthér audib-visual aids. The
story 'tit'le and illustrations may also serve to arouse &
students' intefests. For further motivation, the teacher may
read /1ntroductory.pt;rtions of the story. To emphasize both
word meaning‘s and word prnr;n‘mcia(ion. new words are introduced

in context. Finally, the teacher may give the students a

at

77 =



major purpose for reading the whole story by posi‘ng a questioh
for students to answer in their sHent reading. ‘So‘metimes.
however, the teacher may decide to set spec|f|c purposes for
each part of the selectidn before going on to other segments
of the selection. - ¢

Directed silent reading. After ‘the ;‘zreparatory stagf
of the DRA, pupils should read the‘se]ection\to find answers

to the purpose-questions set by the teacher. \ Students fay be

directed to read all or part®of the selectio t one time,
depending ‘on the story length, content, and ti\e students:
abilit,\; (Heilman, Blair & Rupley, 1981). They also suggest
tha.t if the story is to be broken into two or more segments,
they should be determined logically before the lesson bég}ins.

Comprehension check and discussion. Following the

si]ent reading, initial dicsussion should centre aroupd
ar{éweriﬂg the purpose-questions set prior to the silent — .
reading.. Secondly, utilizing discussion questions, the teacher
stressgs and develops comprehension abilities. For example,
teachgrs might include questions on the interpretive or
critical levels to extend the students' thoughts arising from
the(;« reading to set purposes. ~

6ral reading. Oral reading ‘may occur in }:Dnjqnct{nn‘
with the comprehensien check and discussion or the teacher
may use it to set }yew purposes for reah[ng. These purposes
may be set Independe’ntly by the teacher, or new ﬁurpuses may
arise from the discussion or help' the students prepare for a

2 * .

' ’ v
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Reading- Thinking Ac
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follow-up activity. Inmany event, if oral reading is to be

3 part of the lesson,*it must be purposeful and meaningful

to the students (Heilman, Blair & Rupley, 1981).
Follow-up activitfes. In the follow-up activities,
empﬁasu is or’ bul]ding'and extending development -and enrich-

ment of the students' understanding of the concepts in the

story. Acti?ities for extending. skild development may o
include introducing new word attack skﬂl‘s.’ utilizing new
terms of the story to extend students' vocal;ulary, ;and \\ --,
further d‘evelop’ment of students' comprehenston abilities.
Enr!chment activities: may lnvo1ve creative work. study ’

act\v‘ltles. or extended reading .
~

Di rec\ted Reading-Thinking Activity

” Stauffer (1969) asserted that the reading-thinking
process can be directed in such a way that p_up'ﬂs‘ will b.e
encouraged to thh‘\k while they read--to speculate, to procees
information, and te test hypotheses. Thus the student s

ef'fort and concentratijgn will be motivated /His Directed

(D-R- T(A) is’a p]an to be used in

directing the reading [ lections in a basal-reader

The plan has two components--a process and a product.
The process involves iden;ifying the purposes for readlng.
adjusting the rate of reéding ‘to purposés set and the
mater!al.‘ading to‘ verify plirposes. and,dsvelnping

comprehension. +The product consists of fundamental skill- j“
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trafning activities. The following is a brief description
of the steps involved: l.(

Developing purposes for reading. Stauffer (1969)

asserts ‘that the reaqlng-thinking process must begin with

the reader. Readers must cnn}e:turé or ask questions about
the selection. These predictions may be based on the clues
available in the title, pictures, maps., information obtained:-.
from a small seg‘ment’of tr;e st;ry. dnd so forth. These self-
generated predict\‘ﬁ’ns or questions become the readers'

purposes for reading. -During this part of the D-R-T-As~the

'teacher s role is to activate thought“ asking such questions )

as “What do you think'{" L .

Guiding the ‘jlstment of rate. The nature and

readability l:f the material and the svtu'dents' self-decldred
purposes will determme the rate of read\ng. The- four
general categaries of rate q‘d.]ustment are skimming, scanning,‘
survey. read1ng. and stndy type reading. Purposes may dictate,

*

information or that .hz or she read ca}‘efu]ly and reflectively

for example, -that the reader skim to locate bits of
" g

fqr the purpose of pa'ss_i_ng‘:ludgemeht. It is the teacher's
resp‘qnsibi”ty to h'e]p establish efﬂcier:t reading rates
(Alexander p Donnelly, %1983).

Ubse‘rving the r:eading. After efficient rates are
determined, the stude:ts are directed to read a segment of
the s:e.,lection to tese their hypb{heses. In reading‘ t*e story,

pupils are encouraged to ask for help when they need it. The
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teacher assists p;:pi\s who are having problems searching for
meaning, clarif);ing purposes and concepts, o"recognizlnq
words. For exa{;lple‘ when a student asks for help in
identifying a word, the teacher shows him or her how to apply )
word-attack sk\"'H's to make an intelligent guess. Stauffer
suggests:'.that none o£ the new words is to be taught or -
discussed pri_ur torreading. In his view, the basic objectives
of the D-R-T-A are to teach students to become thinking
readers and to acquire skills that will permit them to read
independently.

Developing comprehension. Following the reading of a
segment of the story, comprehension development begins. In

the initial discussion, pu

ils ar~ asked to prove that their

hypotheses g'ere right/c:rwrong. or to give reasons why they
should alter their predictions. To do this, they are»requiréd
to produce evidence from thé material they have read. DOuring
the comprehension development stage, the teacher also deals
‘with any questions the students may ask about p_anth:ular
aspects of the story and further clarification of words or
-concepts if it is needed. After the devélopment of
comprehension for the first segment of the story is completed,
the prédicting. read’ing, and pro'ving cycle continues din the
nexf seg‘ment. The process éontinues until the entire
selection has been read.

Fundamental skill-training activities.. After: the

comprehension development for'the last segment of the story

: - . .
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is completed, the last step in the b-R—T-A. the fundamente®
skill-training, begins. As Stauffer (1969) suggests:
This is the time when skill training of a
- different kind is accomplished. Now
special attention is given to developing
such skills as firming up and refining
word-attack skills, clarifying and
developing concepts, increasing powers
of observation and reflection, and
developing adeptness in the use of
semantic analysis. (p. 55)
.

. -

Psycholinguistic Approach -+
Accnrhng to psycholinguistic thei)ry as postulated

by Boodmar} (1967, 1973) and Smith (1978, 1,979)’ read\\ng is

' . viewed basically as a language or communication process. It
centres on the subject, the language user, and how he or she
puts 1angu;we to use in a seérch for meaning. Readers
utilize their background knowledge, especially their knowledge
of‘language. to interact with the printed m_)rd. They
formula‘te ﬁredlctions about meaning, and as they read ahead
the predictions are either confirmed, or rejected and
revised. A e <

2
* The reader brings more information to the text than

the (&xt brings to the reader. Readers have in their minds
. “
information and concepts which enable them to make sense out

of the text. Reading, therefore, means bringing meaning to

B the printed word in order to get meaning from -u\fBurmeister.
1983). Jenkins and Pany (1980) contend-that the proficient
B rgader constructs mea’niv’@ by utilizing as little visual
: ~ .




information as péss|b1e4 The more visual informatien a
reader requires to obtain meaning from the printed page, the
less efficient is her or his.reading.

Goodman (1967) refers to-reading as a ps.ychulinguislic
guessing game. As readers scan the lines, they use graphic
(visual), phonological (sound), semantic (meaning), and
A ' syntactic (grammatical) cues to get to the meaning. In this

. process they develop sampling, predicting, confirming, and

correcting strategies. Effective réading is only defined in
terms of comprehension. As Goodman (1973) States: i
Efficiency in reading is gained by usinq
the fewest number of graphic cues and making
the best possible predictions on ‘the basis
of what the reader knows about language and
the content of what he,is reading, without
.sacrificing meaning. (p. 60)°
Smith (1978) maintains a similar view of the reading )
- process. Readers “predict" their way through the printed *
lines by using their knowledge of language redu'ndancy. He
defines prediction as the “prior elimination of uflikely
7.
alternatives" (p. 66). [In his view, there are four types
of redundan‘cy.: (a) visual, (b) orthographic (spelling),
(c) syntac{ic (grammatical), and (d) semantic (me‘amng).
L The fluent reader depends 'Ies.s on graphic 1nput“~than does ‘
the less fluent reader.

According to Smith (1979), prediction is the basis .

of comprehension. In his view, prediction is asking ques |o'ns.
He suggests that as students read, they are-constantly askiﬁg

questions, hypothes‘ulng. and seeking answers to these
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questions. Smith also contend(s that ad long as these a
questions are answered, } e reader co-prehem_is. He assert‘s.
therefore, that comprehension is relative; it depefids on t)‘w
questions which the reader happens to ask. Moreover, Smith .
(1979) states that "Comp{ehension is not a quantity, it’ is a
state--a state of not having any unanswered questions" (p. 86).
Smin; (1979) contends that "it is special practice
at a‘spgclflc task, with sympathetic help in meaningful
situations, that n!akes the learning of*a sk.ill possible" .
(p. 146). Students, therefore, need cu'?e g'ven adequate
opportunit!es to explore and test hypotheses in prmted
materials which appeal ‘to them.(Smith, 1978). 1In his view,
the basic objective of reading teachers should be to ensure
that students are given these oppnrtur)lties Where chlldrem
e
@ave.little interest in reading. teachers must motivate and
enéo«rage them to read Where students have difficulty in
H

read\ » teachers st help th
p9 my P em. -

Active Comprehension

Ruddell (1974) prop'osed qﬂest!oning strategies for
directing the stude‘nts' thinking whereby the teagher asks
ques;ions and students respond.with answers. Teacher-posed
questions may serve’us a' model of the way in which thinking
dur!ng r!fflng should occur. Hhﬂe some transfer may occur
through 1mitating the tsacher s questioning behaviour, the

interaction strategy does not teach students how to become

5
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independent in the reading process (Singer, 1978). 'In his
view, the best way to facilitate transfer is to teach for it.
His plan incorporates three important concepts for guiding
instruction: (a) modeling behaviour, (b) phase-out .and
- phase-in strategies, and (c) active comprehension. .
Modeling behaviour. Teacher-formulated questions :
can serve as a model of the'k’inds of q:;stions that are
appropriate t{a particular content area. The teacher,
7,.,<the?‘efore. firslt models- a process of comprehensiom by tquinq
- students thruugh an entire lesson, a unit, and so forth,
dzmons'trating what questions to as‘k and what. process of
thinking to go through in reading and comprehending the
printed material. ) '

Phase-out and phase-in_strategies. 1In order to

complete the instructional procedure, the students must be
taught to formulate their own questions. To achieve this
objective, ihe teacher must go through a succeeding lesson
or chapter .eljcﬂing stude’nt-furml{lated questians‘ bef;re,
during, and after reading. Thus the teacher is phased out
Vand the students are phased in in formulating q';‘e’stions.
Active comgrehensi'm As the students begif to
formylate their own estions, they are developing a process
of reading called active ccmpréhenélon. They can.then read
actively to answer their own questioné. Singer (1978)
mafntains that "The ohjvecl—:!_ve of tea.:hing comprehension 1s

to have students learn Eo ask their own questions and guide

-



their own thinking so that they can become independent fn

the process of reading and learning from text" (p. 904).

The Art of Questioning
The Significance' of Questions

Questioning is the k;y to effective teachipg. . Smith
(in Pennock, 1979) asserts that the great teacher, Socrates,
used clever que_stﬂ:ning to_direct the learner in the ,discuyéry .
of kn/ow]edge. The questions a teacher asks determine the.kind
of thinking the »stﬁden'ts do (Gallagher, 1964). Hix;an (1983)
maintains that "both the'_type and the content of questions
promote different‘]earning outcomes" (p. 292).

Hunkins (1976) also suggests that without the question
there is an absence of learning since the question is required
) for processing information. Moreover, Durkin (1981) contends
e that students retain more about a text when questions are
¢ s 'used. As DeGarmo (1911) sltates: .

In the skjl1ful use of the que%tlon more than
N in anything else'lies the fine art of teaching;
& for in such use we figve the guide to clear and

vivid ideas, the quick spur to imagination,
the stimulus to thought the incentive to

\\ _action. (p.

In conjunction with story reading, questions are asked

S

N, for at least three specific’ purposes. First, questions serve

to evaluate learning. Teachers ask questions to discover how

Twel chnh;-en understand what they' read, For comprehension -
occurs inside the head and 15 unobservable (Beck & McKeown, ~
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1981). Good questions, therefore, can identify readers in

v
need of special instruction (Olson & Dillner, 1982). Indeed,

questions are the m instrument of teachers in their '
attempt to measure coﬂprehensinn (Smith & Robinson, 1980). ’

Ser:ond. questions function as a diagnostic tool.
When students are requested to give reasons behind their
answers or statements, the thinking process they used to
generate responses is‘revea]gd (Richek, List, & Lerner\ywsz)u
Teachers can pose quéstions that will assist them in the\r\\
examinatiu‘n of the student's thought patterns. Melnik (1972)
agrees with this viewpoint: i 4

i As. a diagnostic tool, questions are formulated

by the teacher to eTicit the maximum response

from an individual. 1In analyzing his response,

the teagher gains insight into his process of

reading, which provides a basis for planning

appropriate individual instruction. (p. 267) ..

Third, questions can be utilized to enhance compre-
hension. Questions can focus and direct students' thinking
(Singer, 1978).‘ For example, purpose questions before reading
determine the student's nature and depth of thinking™while he
or she"1s reading a se]ec»tionr. Lapp and Flood (1978) also
suggest that "A second way toi]aok at questidning as a -
stimulant for thinking is to think of questions as a tool ¥
for ordering chinkjng. for putting the.pieces of a puzzle
together"{p. 310). They contend thatswhen a s‘tudent
misinterprets a passage, retracking procedures ga’n be
utleed through systema‘tlc queétioning to. help him or her
distover the pieces of thé puzzle‘ythat have been incorrectly

interpreted.
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Guidelines for Questioning

Guidelines for Ere‘garing questions. Because questions
determine bjzth thg quantlty\and quality of a student's
comprehension, the way in meh teachers construct reading

/ comprehension queshons is very s gnificant. Cunningham
(1971) asserts that the wording determines. both the function
of a question and how well the teacher communicates with the
students. Phrasing a question,= therefore, requires careful
attention. Que§t1ons which are not deliberately planned Eendto
be poorly worded and vﬁié]eading to students (Burns; Rog. &
Ross, 1984). As Turner ,(1983b) suggests, questions can be so
complex that students are unable to comprehend them. In his

view, pr'eparation of questions should involve:

\_ -~ 1 careful examination of the reading
& x materials.
. . ki 2. consideration of objectives involved * A

(reading objectives, social growth
objectives, knowledge mastering
objectives, etc.).

3. purposeful decision making aboﬁt the
nature, purpose, and direction of the
o questfoning strategy itself.

4. knowledge and understanding of the
- needs, levels of abilities, and likely
B g reactions to different techniques of
: particular children.

consideration of the-total instructional x
context. (p. 203 ) o

Other specific guidelines are recommended by {lari'dus I
authorities. fhe following suggestions may be,of some benefit

to teachers who wish to-improve their questioning chniques: -




1. Avoid "yes" or "no" type questions (Burns, Roe,
& Ross, 1984; Cunningham, 1971; Napell, 1978).

2. Keep questions clear and concise (Cunninghanm,
1971; Hunkins, 1972; Hyman, 1982; Sandegs, 1966) .

3. Avoid questions that may lead students to the
answer by supplying t6o much infogmation (Burns, Roe; & Ross,
1984; Cunningham, 1971). B
. 4. Structure.passage;;i;apendent questions. Avoid
questions that can be answered correccl;y w{thout first reading
the selection (Culyer, 1981; Dauzat & Dauzat, 1981; Tuinman,
1971).. .

- 8. Prei)a;e a variety of questions designed to
refleet different levels of comprehension (Dallmann, Rouch,
Char, & DeBoer, 1982; Lapp & Flood, 1978; Ruddell, 1978;
Wilson & Hall, 1972). -

6. Use languagé the readers can cqmprehend (Dauzat &
' ——= ¥

Dauzat, 1981; Turner, 1983b). <

7. When you ask "What do you think?" type quesr.iuns'.
ask scudent; to present evidence for their opinions (Burns,
Roe, & Ross, 1984; Spiegel, 1980).

Guidelines for asking questions.. The teacher’s

effectivenéss in asking quest!oﬁs.w|1~.k depend on buth/tﬁe

. . -
formation of good questions and also on the way the/teacher
uses these questions (Cunningham, 19?1), I’e suggests that

the way teachers manage questions and the students' answers
*

will determine the quality of the students' responses. < As
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Stauffer (1970) contends, "a question well asked can be half

the answer" (p. 138). . In order to develop students’ thinking

and to motivate students to interpret and analyze the

selections they read, the following guidel’ine's are suggested.
1. Give the students time to think about the

answers (Culyer, 1981; Gambrell, 198'3; Heilman, Blair & Rupley,

1981). Students who are given three to five secands to

- respond -produce better answers (Rowe, 1978). 7,

2. Call on both willing vo‘lunteers and non-volunteers
(Cunningham, 1971; Hyman, 1982). ’

3. Ask the question beforé calling on someone to
respond (Dauzat & Dauzat, 1981). *

4. Give féedhack for a response (Etten, 1978; Riley,
1979; Schwartz.& Sheff, 1975,)\. Praise the learner for
appropriate answers (Spiegel, 1980; Turner, ’LBBBb). Deal
with incorrect responses in an under'standin;g and syfipathetic
manner (Dallmann, Rouch, Char, & DeBoer, 1982; Spipget, 1980).

-sl. Rephrase gffestions that evoke unﬂesirat;le ~

responses (Dauzat & Dauzat, 1981). As a general rule,
repeating questions in the same form should be avoided
(Cunningham, 1971; Davidson,. 1969)4. :

6. Have the students ask questions on the story or
selection (Balajthy, 1984; Eeds, 1981; Ortiz, 1977; Singer,
1978).




Questioning strategies. Smith \(in Pennock, 1979)

maintains that "Improving comprehension involves more than
asking of quest\'on.s at the various cognitive levels" (p. 96).
"Ruddell (1978) asserts that teachers should be aware of
various questioning procedures which .r:an be utilized when
involving students in verbal interaction. He stresses the
fol]awi'ng questioning strategies for effectively developing
the s‘thdents‘ comprefiension abilities.
1. Focusing -- initiates discussion or refocuses on
." - innitial quest19n. Example: "What is th‘is‘ story about?"

2. Extending -- asks for more information on the

. same subject at a given comprehension level. Example: "What
other information do we need about the visitor?" .
3. Clarifying -- enables the teacher to encourage

returning to a p"evious response for further c1ar1f1catiog.
explanation, or ‘redefinition. Example: "Could you éxpla?‘n'
what you, mean?" .=
4. . Raising -- allows the teacher to obtain additional
~ information on the same subject atva higher comprehension

level.' Examplg: "Why do you like this story best?"

Research on the Effects of Questioning
= -

Research\ supports the theomy that the use of questions
while reading enhances learning. An early representath}e
study is that of Walshburne (1929) who used five types of

question placement in a high school social studies passage to



determine if the use of ques.tions influences learning.
Students read thé ﬁaggage under one of the following
conditions: (a) all question® at the beginning of the
seléction, (b) questions interspersed at the beginning of
target paragraphs, (c)” questions interspersed at the end of
target paragraﬁhs, (d) all questions at the end of the jl
passage, .and (e) no questions. ‘The questions focused on'

- detail information as well as on generalizatinns about the
text. Students took a test immediately followmg the reading
of ‘thc‘e passage. In most cases, the investigator found that
the use of questions enhanced comprehension test performance
when compared to the no-question group. ¢

Savage (1972) examined the relationship of classroom
. questions and student‘ achievement in sociafl studies‘.a‘ell
fifth-grade students in two randomly chosen schools partic-

ipated in the experimenNich was conducted over a six-weeke

o .
period. The subjects were randomly assigned to three groups.

Group k recelved instruction which focused on 70% knowledge-
level questions and 30% higher-level questions. Group B -7
received -instruction comprised of 70% higher-level questions
and 30% know]edge—lg_vﬂ questions. Group C was a control
group. utilizing'anallysis of variance brocedures, he found
statistically significant effects for the experimental groups.
Mays (.196_9) conducted a study to determine whether
', the curiosity levels of children would be increased and

——~whether gains Nould be made in children's comprehension when

[y

A
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se]ected‘qu‘estioMng procedures were used. A rotation»grou;;
design was used with 171 fifth-grade students. Experiment’a\
group-teachers utilized curiosity promoting questians in »
prequestioning of students before the reading" of the
selections. After analysis of the data, she ccncludeq th’a)," -

the use of selected questioning techniques does produce

significanE ‘l:ncreases in curfo’s’ity’anﬂ in reading compre-
hev;sfun when cbmpared to the gains made when regulakr classroom
pracedures are used Py
Fincke (1968)‘1nvestigated the r,e]ahonship between g
asking ‘children questlons to develnp purposes for reading and
their acr_nevement ofs higher levels of- comprehension. Thirty- |
two Grade Three students from varying socioeconomic envilc'o'n'- )

oA

ments participated in the study. Two alternate forms of
} o

Temple University's informal Reading Inventory were

administered, wWith sets of prebared‘que.suons‘ta_deyelnp
-purposes for reading as the variable. .The findings indicaged ‘
that asking questions w‘ develop purposes for reading resulted o

significantly in higher levels of comprehension: (a) with

the entire population at-the .02 level, (b) with child

~

. " * ’
from middle reading~groups at the .02 level, and (c) with , B
childFen’from the socioeconomically average schodls at the .\ N
N.01 Tevel. " . M e e

By contraSt, Helfeldt apd Lalik (1979) compared the

effects of two questioning strategies on the‘dev‘elopment of .

interpretic reading. Twenty-two Grade Five ‘students were S
- §
randomly assigned to a unilateral'tedcher questioning group'{/‘
. < N ; :
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*

or‘ a recibrncal student-teacher questioning grm:p. The 11
subjects in each group were then randomly assigned to
instrucnonal units consnsting of three or four subjects.
These sub,]ects were taught in‘terpretLve reading skills during
fdrty five minute lessons’ presented ‘on 14 condecutive scnool
dazs. Fonawir\e the f\nai treatment session, they compared
the perfm:mance of ;he two groups on a posttest. Analysis
of the dat: indicated that the r.ecjproca"l student-teacher
“questioning groups wers statistimy superior to the 9/v‘(oups
where teacher ﬁe;tioning dommﬁed. . L
cahen (1%83) conducted an 1nvestigation which focused

on sCudent-generated-’ questions at the literal level of reading

comprehension. Eorty eight Gradg TW ch"ildren ‘were s:g'cted
for the study and randomly assigned to experimenta] or trol
graups wit_hing'lasses. The examiner attempted to answer two
questions: (a “Could elementary schoo] children be trained
"to generate' dhzstio_ns while reading a s t story? (b) Would
this self-questioning str;teqy imprnve’théir reading :n’mpre-
hension. The traimng program, therefore, consisted of two
parts: (a) training in question generation. and (b)vappiica-
tion of .questfoning skills to reading shH Stories. Results
showed s‘ij_nificanq gains by the experimental grtoups on both a
standurdized test and A criterion test.

o Although these studies contained many limitations
and involved yarious questioning strategies, they do support /
the assufiption that reading comprehension abil1ti®s can be 5

improved through questioning.

-
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Research Related to_ the Improvement of Reading
( mprehension through Instruction

As indicate& in Chagter One, there are relatively few
studies available in the area of reading comgrehension
instruction. Thgse studies whic.h ‘do exist, however, tend u;
support the theory that s'tude;ns‘can indeed, through
explicit instruction, be taugﬁt fto acquire and apply reading
strategies which w111'imp'rove reading comprehension.

Davey and P'ortev: (1982) reported a study in which,
they ‘used a fnuv;-step instruction proeedure with middh; school
students. These students were identified as poor ‘comprehenders

who viewed reading as a code process rathér than a,meaning

process and lacked ef.fective "fix- up'strategiec to deal with

cump:ehenslon prib'lems. The steps 1n the progrem included
enhancing a meaning nrientation to print. focusing attention
on mean‘lng during silent reading, establishing criteria for
understa’hdmg: and dev‘e]oping flx-ﬂp strategies. Aftfer six-.
week training sessions, t js procedure was evaluated using
conipar1sun groups.of fifth \and sixth-grade studerts. The
examvndrs found that stndents trained in the fnnr step
nrocedu;e were more successful in overal'l posttest
co?prehsnsion. J '

Doctorow (1974) predlcted that retention cf Tow L0

’ frequency readim; materius afid” reading comprehens!on would

be 1ncreased by 1nstruct|ng elementary school students.to



generate meaningful story relationships. To test her
hypothesis, 366 fifth an’d sixth-grade students were ramw
assl‘gned to ex‘per;menta] and control treatments. .Analysis
of her data sho’wed that reading ct;mprehension and retention
were significantly inc}-zased by the generation treatment in .o
compar!s‘on to‘ the control treatment in separate experiments
for above and telow average readers.
Tharp (198‘2) reported the assessment of the Kamehameha
Early Education Program (KEEP) in terms of zh’ree experiments.
N This proqraf‘which features systematic igstvzuction‘in
?bmprenegsion has been developed for Polynesian-Hawaiian
children. It employs direct daily instruction with two-thirds
of the instructional :ime in reacHng\ being a'llocated to .
» gomprehensjnn. KEEP aperates a research and demonstration N
school nf‘ one "class each of Kihdergarten through Grade Three.
. E‘ exper\ment was designed to.examine the*effects
of the KEEP prugram on students' totaIQeading achievement
. (vocabulary plus comprehens{on). The first study was v
cdnducted ent\rely in. the Pburnury school and involved
*  Grades One, Two, and Three. The KEEP proggam was compared to
a phon(c -based program which emphas‘lzed decoding object‘lves.
" A s:ccessive-‘cun«_wrts analysis indicated that thé KEEP}prcg"am .
., & ‘. was superior to, the phonics program.’ o
In the second experiment, thch a;so involved pupils
vy "% in Grades One, Two, and Three, KEEP exper mental groups in

?  the lahurat‘cry school were compared with appropriate control .
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.
groups in eleven public schools. The control subjects were
-~
from twenty-four classrooms where standard basal reader
series were used. Three-quarters of these classes utilized
.
small, homogeneous ability groups for reading h\ystruction.
Results demonstrated superiority of the KEEP program over

matched#,puhlic school controls.” -
1 Y

An experimental versus ‘ontrnl group des\gn wa%s also
utilized in experiment three. The—study was conducted by
installing the KEEP program in two public schonls In each
school, all f1rst -grade children were randomly asslqned to -
the two‘ experimental KEEP classes or to the two control
groups. Analys‘ls{g the data indicated t‘hat the KEEP program
_was superior to the regular programs in-both schools.

Palinscar and Brov}n (c(ted:“in Pearson & Gallagher,
1983) examined the effects of explicit ;rTstruc‘tInn of four
comprehension monitoring activities. T?,le investigation
involved leafning disabled junior high‘ school stydents who
were efficient at decoding but deficient in comprehension.

A reciprocal questioning procedure was used to teach the‘ -
following activities: (a) uuéstion generating,‘(b) summarizing,

(c) predicting wh&d‘h‘t‘he d!scussed next in t.he text, and &
(d) clarifying I]nc'lear text. -

Two studies were. included in the research. One of
the investigators worked with six'studs’.nts, !n,palrs. ‘in
s.tudy oné. In the second study, four reading teachers taught

21 remedial reading students. Results indicated ‘that the




control.group. (b) The experimental group performed
= 3 3 . .

! ' 6

students’ ability to answer comprehension 'questlons ipproved
#significantly after 15 days of. training. The effects were
also evident on an eight-week delayed test.

Spiegel and Hha]e; (1980) reported a study cunductéd
to investigate whether children's concept of story cou]d.be
enhanced through instruction, and whether reading compre-
hension could be enhanced through instruction designed to
develop concept of story. Twenty Grade Four readers with a
poorly dev’élop,d conc_ep't pf story were se'(ected'and randomly
assigned to two groups. The experimenhﬂ gruuv received six
'sessions of intensive instruction in structnre of stories: for
thjrty to forty siinutes daily: The control group received
instruction in various. other language aspects. After the
testing of the concept of story and comprehensfcn of storigs,
the results reported were: . (a) The concept of story for the

experimental group was significantly better than that of the

y1§nif|cantly better on both story structure and reading
comprehension. . "

Several r?search- studies suggeét that students can
improve their :rit‘{cal reading and thinking skills and learn
to make infel‘ences if they receivelsystematic instruction 1n
these skills. Wolf, King, and Huck® \(1967) conducted a s&udy
to determine whether or not critlcal reading coqu be taught
to e'lementary school children. Grades One through“ Sik
participated in the study which lasted a full year and
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included experfment’al and control groups In an six- grades. ~

The investigato’s found that groups of children who received

critical- reading instruction made significant gains aver the
B

control groups on the critical reading tests even in the
primar;‘« grade;‘ Moreover, they reported, that cth'ren of all
levels of intelligence profitéd from the instruction.
Patching, Kameenui, Carnine, Gersten, .and Colv‘y\
(1983) compared a control and two expdrimental treatments
in trainihg three critcal reading skills. The population
consisted of 39 Grade Five students selected from two public
scho§ls and randomly assigned to one of three’ groups. A
direct instruction agpjoach was used with one experimental
group and a workbook- with correctw! feedback approach with
the other. Students in the control group were given
wogksheets from a cummonly used reading comprehension workbook
program. Ana]ysis/uf/the results obtained on the critical
read.ing‘posttest significantly favoured the direct-instruction
approach. ' s -
To ascertain the effe:t/é of 1nstruction on 1nferent\al
readmg comprehension, Hansen (1981) compared three groups of
avev“age seFond-grade readers. One experimental grnup1
received tralning"!n using an inferential thinklng strategy.
In the segond expe‘ﬁnenta'l gro’up. students werewﬁmn guided-

& reading discu\ssi‘on questions, all at the inferential |ev_e\.

» - i
The H!frd group, a control group, received traditional story

introductions and the typical mix of literal té inferential'
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questions (about five to one). Instruction was applied to
« ten hasal-rea‘der stories. UNHz‘ing four outcom@\meas_ures,
she found that students in both experimental groups performed
be/t‘ter than students in the control group. It was concluded
that both instruction and practice affect children's com’pre-
hension performance. -
Ear“. Dewitz, and Pa’tberg (1983) used three procedures
to help sixth-grade children incrgqs_’e inferential reading
c'omprehension with.exp‘ositnry te;(t. The--study which extended
over a pe‘riod of eight weeks involved 1nstru;tjon in three
- social studies u‘nits‘ Seventy-five pupils at a suburban
elementary sgh:iy were divide& into three groups. One
treatmént gr@p’reeeived instruction i_n only a cloze technique.
The other reteived a_v}combination of a structured overview and
the cloze technique. Both"treatment groups also learned to
use a self-m;nitor"ng checlxlist, A control group read the
same materials as the other two groups, but was not trained
in any strategy. The stugy employed a pretest, three post-
ts, a transfer tes't_, and 2 delayed tran§fer test. Grbwtn
in inferantial comprehension was not immediate. The resylts
for the unit one posttest |nd1t{ated that there were .no
significant differences ar‘neng the groups on inferential
qu‘est'inns. _Results of the posttests for units two apd three,
however, iyuated that there were signiflcant differences
among the groups. ’{ubjects in the twn experimental qroups

were reliably su\ﬁrlor to those in the control group in
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answering textually implicit questions. Moreover, this
advantage was also evident in the results of Qoth the transfer
-

test and the delayed transfer test. *

Summary

In the review of related Iiteratu{'e. the following
points were noted: . ) z

1. Read1ng)comprehension has many possible meanings.

Backgro\un‘d knowiedge, 1nte1|ig'$nce. nature of the
material, vncapulary develnpmént, purpose fo[ reading, and
interest are some of the"factérs whi;::h influence reading”
comprehension. 5o S0

3 - Some researchers have identified speclfic cnmﬂre—
hension skﬂls s|lch as f1nding the main vdea.‘ drawing
inferences, and so forth.. Hcr?over, se}lera'l reading
authuritie;’ haye_.deve]oped ordered sequences .Of compre-
heﬁsion;subskills. -

4: Str;tegies‘have been developed for improving
iqstruct?on'in reading comprehension. Six of these
sf'rategies are: (a) the cloze procedure,.(b) the quided‘
reading procedure,  (c) th‘e directed reading activity, (d) the
directed reading-thinking activity, (e) the psycholinqyisti:
appruach. and (f) active cnmprehensinn.

5. Ouestions?_»a major rﬁ‘e in teaching renrdlng

comprehension. Furthe, various studies have shown that
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there is a positive relationship between questioning and
" student behavior.

6. Research indicates that the students' reading
comprehension skills can }e\improved through systematic
instruction.
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CHAPTER II1

METHODOLOGY

Introduction

RevieW of the related research has shown that
‘students' reading comprehension can be enhanced through
explicit instruction. With .this in mind, the investiga&or
designed.a systematic questioning program and cond\icted an
exper‘l‘menf in reading comprehension w¥th groups of Grade
Four and Five children. This chapter will prasent an over-
view of the pkrocedures" which were used in the study. It -
describes (a) ﬂ;e sources of the data and (u)’ the method and
% procedure in program implementation, bret‘esting. posttesting,
/ and treatment{ of data. ) t

Sources of Data

-~ -Needs Assessment .

A quesnunnahe (Appendix A) was compiled- by this
/anest.igatcr to obtain the views of primary and elementary
grade teacherrs, relevant. to the teaching of readYng compre-
hension. Two cuﬁies of the questionnaire were ma’ilsd to
each of s‘eventy one schools thraughout the province of
Newfound'land and Labradur One hundred and e{ght were

returned. The responses to the ten statements on the
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pauestionnaire are\ﬁhnwn in Table 1. At least four significant

conclusions can be drawn from these responses The majority
of respondents stated that they were of the opmlon tnaL

1. Reading comprehension has some influence on a
pupil's progress at schoo’. -

2. More emphasis should be given to cowprehenslon
insf.ructwn in the prlmar_y and elementary grades.

3. 'Basal reader guidebooks do not give adequate
suggestions for teaching reading‘ comprehension.

4. Teachers in this p;'uvince_need strategies for
!eaching reading :omprehension nd would attempt to ’

1ncorporate tnem m then‘ reading programs. . o~

Setting for the Study

This stu'dy. took place in Bishop's Falls, a town -
‘located -in the central area of Newfoundland, with a population
of approximately 5000 Persons.. It was conducted within the
Exphnt.s Valley Integrated 5c€:ol Board, a board which
presently emn}oys 276 teachers and hag a student enrollment
of nearly 5000. “The school district is divided into six
zones, encompassing 20 schools in all categorv‘fsJ from primary, -
elementasry,, junior high and senior high schools to all-grade =
schools. ’ ' & '

The inves/t‘lgatur' i5 presently principal of the Helen

_Tulk Elementary School in which. this study took place. The

school employs 18 teachers. It is located in the central

section’of the town and has a population of 324 pupils,



Table 1

Questionnaire Results

v .

STATEMENTS . . ) RESPONSES

N =108 * o A B ¢

1. Reading comprehension abilities have little effect upon a student's 3 3 2 80
progress from the primary to the elementary grades. %

| 2. There will always be some students in each primary and elementary 46 5™ 0
grade who will have some difficulty in comprehending what they
read. . :

3. Reading without comprehension is of Tittle value. Unless pupild ' 89 16 i
understand what they read, they are doing very 1ittTe'but word s
calling. * .

- 4. The basal reader guidebooks give very little direction on how to 21 63 1
’ teach students to comprehend (i.e., detailed teaching strategies

on how to teach literal and inferential comprehension. skills.)

/" 7'5. As a teacher, I feel that I need strategies on how to B 37 6 0
sy:gemtically teach comprehension skills to developmental

students. ..

6. There is a greater need to teach students how to pronounce words 0 5 38
than to teach them to comprehend what they are-feading.

65
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= = Table 1 (tontinued)
o} - .
& i 2
STATEMENTS * . . . Co. RESPONSES
N =108 : 2 . <A B, C D E
7. Primary grade teachers {e.q”, Kg. to Grade Three) need to ‘ 2u 7n 0 8 -5
. stress comprehenswn deVelopment more in their reading ". . *
programs. N " g .
8. CElementary grade teachers (e.q., Grades Four tc; Six) need \ 30 N 0 4 a
% to stress comprehension developmeht more in their reading
e e N ® s | ’ g " (v‘\ .
"+ 9. As a teacher, I would attempt to incG¥pordte guidelines - - B e 0 1 1

for specific questioning’ strategies into my exlsting v 5 —
reading program as a means of assisting me to teach .
stutents how to compreherfd more effectively. '

10. ‘As a teacher, ee] that systematic inservicg programs - 30- 76 o . 1

aimed at teachin how to utilize specific questioning
strate!es. to improve my students' comprehenslon
abilities, would be of some benefit. -

% £3

* Note: A indicafes "strongly agree"l B indicates "agree";
C indicates “strongly disagree"; D indicates
“disagree”; E indicates "no response’. - »
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~ ranging from Kindergarten to «Qrada‘six. The rbujlding is; B

relatively new, having opened for classes in Seftember, 1977.

. Selection of®the Experimental and Control Groups +
—

= \ %
During the summer Qf 1983, the investigatar ——
\ apprnached the district super‘ntendent of the Explofts VaHey~ *
4 Integrated School Board, seeking nis FKIIIISS‘OVI to test the — g
0

read{ng comprehens(on program with twa qrnups of studgnls ét

the Helen Tulk Elementary S The superlntendent‘ being :

aware nf the slgn1ficance of reading compreh,ensinn (n i’

areas of _the cu,rrlcuv’(qm.l _v:,esponded favourably. He agreed . b

:~that the necesiary'»ar;'mgements shou]d be wo‘r‘ke‘d out with the
'classroom teathiers so that the 1nvest\guiqn couTd .proceed.’

Vg E Genera”y. Wfst pupjls at the He1en Talk Elementary- .

_are grouped hamogenously for reading |nstructwn en the basis’ =
-

of their ach'ievement level. The emphasis is on placing each =’ 3
.child on a read‘lng lTevel at whicn he or she can function. o

provided this can bé ach(eved with the availahle ersonnel.

Usualdx, therefnre‘ there are” three or more reading groups in

¢ k

. each grade area. . i ~

- For the ke school year, thereforef the  */

admmistraﬂﬂn and staff dec1ded to organlze seVen readlng

R groups in: Grades Four, and Fwe. Some pupils tn both of
theseqrades were ready to begin the basal reader Ba;kgaék

and Bumhlebees (M:lnn-es*Hearn. & Hanney. 1}77). whlch U‘

5 .
% part of the Nelson Langua ®Developme Reaging progdram. .
§ 3 A—‘E‘—H‘E_L—’L!\ 7 7 b P

& —

s o : -
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Fo ‘he purpose of.read(ng instruction, therefore, it was
decided to assign these students to-one teacher. The
i § rema1n|ng read:ng groups were ready to begin various other
readers in tne\same basal program_ -

b 7 For the .purpose kf Nﬂs st.udy. the - subjects mcluded

66 Grade Four and Five students. There were two Grahe Four

groubs'and two Grade Fiv\rgroupé. These consdsted o}‘ 3
- : ! .

: thirteen, :wenéy-five."si;‘ and twenty-two studehts -
'_resyectively.' and were assigned to .three’teachers- '
el ®e Two experimental groups were taught by thg
h\vestlgator, One of these consisted of chlrteen Erade ‘Four
‘students. ghe other graup 4as comprised of s:x Grade Five ‘
‘_stude'nts. " These—groups were nut ta.ug'n: separately. however, s
o but were-assembled for reading mstruction. Furthermore, B
v '_ | 'these studev‘\ts were glven 160 minutes of instrucﬂon each
. i S aeek. the same as the" read1ng 1nstruction’ume allotted -each

of™ tne cnntra] Qroups. /The two {‘ontnﬂ groups 'were comprised

of 25 Grade Four students and 22Grade Five students A

+ ‘qrespecuvely.‘ . . .

€ o

n One standard'zed test was used in the stud,y. the P
. o ',nomprehen'ﬁion suhtest of the Gates- r1ac61nitie Read!ng Test *
(Caqnd!an eMNon). Level: D, Forms 1 and 2 (MacGinttie, /

% Lot 1979). H ls dssiqnad for. use with stbdenttfrom Grades

" Four 'to Six.. Each form_is comprised of 16 prose passages
- ) ) .




LTV
- o » ’ ‘ \

" ¥ s P
of varying lengthg and a total of 43 questions’ abaut these
4 fassages. It does not require any written responsé, since

N] items are multiple choice.’ .
& s The Gates-MacGinitie Reading Test (GATES) measures
the !tufignt's ability to read the ;assageé'»with.understandlng;
Somefof t‘hé qu‘estions about these passages *require an under-
svt.anding ‘of text‘dally explicit |nforma{lon; others require
' e an u;{defstanding of téxtua]]y implicit informaticn (}‘IacGini’ti_e. -
1980).' The GATES was specifically selected for thé purpose

of this stu\iy to determine a comparative meav; ‘gain score

- ratio so that Fhe actual mean gain for each experimental
- group could be compared to the expect€d mean gain derivei
5 from this ratio. : 7 .
- : 2 . ' L s
g . X .
. 1 Method and Procedure E . . -~
- - . . ¥ [
Program lmg]ementmon - ’ L H oy
. ' The pr(;gram designed by the investigalor is based on ~
* ~ .
Un'_adaptation of different philosophies-pertaining to reading
comprehension instruction. Instructional strategies
K incorporate some of the tﬁeor‘es'uf}!etts (1946), Singer
- .

s 7 (1998), and Stauffer (1969, 1975). )t also utilizes

_qpos-tion‘lng techniques advocated by Ruddells (1978), for-.

' daveﬂuplng abilities in comprehending written material. ¥
Throughout the program, emphasis was placed 6n the p‘v*ocess- '
. g - * . 5 . 5
apprbach to reading comprehension. g ',/ . " R
’ g / ’ . a 25
I
‘ ¥ yoe ) . ” .
§ ¥ s Fa
B = E i v . ’ s



« The basic objegtives of the exi;erim‘enc_ﬂ program
were to de'velop'reac;mg comprehension ability at the literal
and 1nfe‘rential levels in the fo'Hnwfng specific skills:
'l‘ 1. to detect sigmficant detaﬂs

2. to follow sequence .

3. . to recognize cause and effect relationships
. 4. to make comparisons

b et

5. to detect character traits
6. to find the main idea

To achieve these objectives, the investigator util'zed 15
’selections from Backpacks and Bumblebees (Mclnne&ﬂearn,
v
:and Hanney, 1977), and one selection from Rowboats and"

Rollerskates (Mclnnes. Hearn, and Hanney, 1975).

\ JThe program is camposed of the following stages'

Readiness. The readiness, or‘prepa atory 3stage
involves getting students ready ‘to experién e thel-reading
selection. Basically, readiness enables a}tudent to share
personal‘ experiences rel?ted to the story, be r‘roduced to
new vof:abu]ary and concep.ts. and to be mot'vated. enough to
want to read the se]ectio‘n‘. Foug components comprise the
readiness phase. ¥ :

1. Motivation: Based on th‘e assumption that
studentss need to be motivated to read a se1et‘|nn in order _

to maXimize t comprehension and enjoyment of {its cBntent,

)

the ieacher needs to establish a form of extrinsic motivation.

A



2. Concept Development: Here, it is s‘ugges(ed;j/

teachers attepgye to establish a working understanding of,
.concepts that will be used in the story selection.
3. Vocabulary Development: Here, the teacher's cot

g L X
task 1s to l}tr'ducé»'students to-any words that ?ﬁay be :

outs|de of their Hsting, speak!ng, or reading vocabu]ary.

/ Word mea'ings as well ‘as word prony cf’a‘lon will be

emphasized. " . N T

4. Establishing Purposes 1{or Reading: Here, a

o PR
~ teacher first introduces a group of students. to the story

,selection. In the program desigped by the investigatér, . 4
pupils set their own purposes for reading each segment nl
“the se]e:tion. ,Self- |niliated questluns become their
purposes for reading. Uti\izinq pictures, the first sentence, s
the title, or events to come .|n the se]ect‘ioﬁ. the teacher

1
asks questions which get questions .in return. =

\ ' For motivation Snd concept deve'lapment\fnr stories
1ncluded in the program, the investigator utilized the
corresponding sugges’ngls under the Focusing Children's
Experi_ence section of the Nelson Language Development &
Reading [:wogram. , For vocabulary development, the ’ . °

/ investigator uti]ized the suggestions related to t.h!s
component under Focusing Reading Strat@gfes in the same
hasal progr9’m \ No furthe‘r reference will be ’made tor.

Qnotiva;ion. concept dsve1 pment, and vocabulary development,

t and D. J

- , . ‘zl

therefore, in Appendices (
Oy b

‘s
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JDirected silent reading. The next step —i\olves
sHent read1ng of each selectinn in one to five parts.
Studtnls are required to read each segment: to find the
gpsyners to questions which " were posed- in the purposes for

reading. . ; b4

. .

'
. L) .
ifying arTswers ‘to_pre-posed g_gst&ons/ After

the sent reading of each segment of .t &—s ection,, N

« discussinn centres around answerlng thexggg pnsed questlons

. which were “utilized to eﬁtabHsh t purposes .far reading.
S;udenCs are required-to determine the answers to these
questions and sometimes prove their~answers by quoting line(s)

from the text.

Purposeful ora'l.readlng This stage is utilized in
:onJunchn Swith the/’revious stage, the verifyﬂug answers-

to pre posed .questions phase Volunteers are som-\times

asked to read orally certain portions of the selectlon Y'Br

specific reasons (e.g.,.to read the hne(s) which proves the
3 : -

answer.

\\hmgrghension check. _Fol"low(ng the verlfyﬂ
answers to pre-posed question stage for the l;st B nt of W
tl{g selection, thegselection is re-examined for- the purpose,
S nx : ;
of furtheéf checking or developing the students' ccmprw“.
,\Two steps \are involved in this process. In the first step,
students are encourag& to ask questions pertaining ta_the
selection and have their clussm‘ages give possible answers.

* .
)

b




\

‘the students.
. !

= \ LT =
' -
1

. i :

This process is utilized to help students guide thei¥ own *
. - £

thinking so that they might become more indegéndent in their
o -

reading. - The second step involves the- utiliﬂtlon of

teacher- posed questions whicH require” poss1b1e answers Wm

Fundamental skill deve]opment. The final step

involves systemat'ic-devélo&f?ent :and application of the.
students' read’ing—thiqking‘hbillties. Utilizing the story
and/or other materials, specific sk!l]s are taLght directly.
The 12vestigatov;rattempts'to direzit the way in which the

process of thinking during ‘reading sho'u}d occur. The process

. to be utilized in conjunction with each skill was identified

and then taught to -the students. These processes are s

outlined in Appendix

It is suggested thyt othar components of the Nelson
e ; program such as workbook
activities, enrichment, and so forth.. be utilized at the
teacher's discretion. The forégoing plan to supplement the

Nelson Languade Development Reading program, however. is the

main thrust 3f ~the prugram developed by the 1nvest1g\for
Speclf‘c strategies for teach1ng rea g comprehensioy,

utilizing each of the 16 sele,ctions §rom the basal readers,
are uutHned .1; Agpendices C and p, They may be used as a
guide for a’ ceachef follow. It is assumed that the ‘1ipe

of questigh& on

purt of the ceacher will be adupted
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by the individual teacher. Student responses merely serve
to lend continuity to the discourse.

sPretesting "

Pretesting was carried out from September 21 to-23,

1983§ 1Its chief purposes were: (a) to obtain a m?n score__
. P, %

in reading comprehension “$oF éach of the expegimental and
cont'rol groups at the m‘{tsA of tv:e study, and. (b) to measure
Jac‘c?ra,te gains made from pret;st‘h\g to posttesting.

-~ The pretesting of the Comprehension subtest of the

GATES, Form D, Level 1, was the responsibility of the

investigator. To avoid overcrowding, the test was '
administered in three group settings of*19, 22, and 25

st\gdents respectively. It was administered in the exact-

_manner'as prescribed in the test manual by MacGinitie (1980).

.- "Scorind regulations were also strictly adheretﬁto.

Losttesting ) '

r') Posttesting was carried out,.between Hay»Zl anj 23.
(A1l subjects were tested utilizing the Comprehension subtest
of the éﬁ. Form D, Level 2.. It was administered Isy the
'lnvastigatpr employing the s.ame group settings procedure
that was used in the pretesting. The administration and
scoring of the test wn.s. done 1in the ex‘ncf manner d§s Ispe:lﬂed
in the test manual by MacGinitie (1980).
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Procedure in Treatment of Data =

. IR

The pretest and pos.ttéist'scores‘were utilized to, *
calculate the mean for each grade group. By gompartng the
pretest means of the exper1mg]|ta'l and control groups, the
investigator computed a ratiu which was used to calculate
thmsttest mean fnr each of the exper{menta'l

groups. F1an’y. _tpe expected posttest means were compared

l.\‘.o\the actual posttest means of the experimental groups.

- ! '

5 Summary
In order to achieve the objective of this study, to
evaluate the effects,of a systematic q{estioning prpgr‘am on
the reading comprehension abﬂit‘ies of fourth and fifth
graders, the procedures described in this chapter were ‘f‘

emp'loyed. First, sources of data were examined: the.needs J\]

assessment. the setting of the study, the selettion of the u

experimental 3nd control groups, and ‘the testing instrument.

’

The methods and procedures involved in program implementation, "
pretesting, posttesting, and in the treatment qf data

concluded the chapter. Q
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o CHAPTER- 1V )-} ' -
! y
- FINDINGS ‘AND DISCUSSION
< .
Introduction :

This chapter will present an analyses of the data,
R >

so that. the effects of the experimental program can be

assessed, and a discussiun of these findings derived from

the analyses of. the data.

o
N ) Y

& . Analysis of Data - ,

=N . .

It was not possible to equalize reading ability b J

randomly assigning students to experimental and controt) g

groups t)e to the existing grouping prncedures for the entire

school and the duratlan of the experiment It was anncipated ’

’ . at the outset, therefore, that d1fferences existed between ' *

.

(hg_,uper(menta\. and contrgl groups at both .grade levels $n

their comprehensiim abiHNe‘;r’/: £

Pre treatment group differences on the GATES scores

were ‘assessed pHor to cescing the pust treatment effects ;
A tompnrisan of the preCest means for each group cunfirmed /'\'

‘tifat differences did exist bétween the exper‘lmenta\ and A /
i

contro? groups at bo;h grade levels.. Table 2 indicates that*
\the means for the contrul and experlmentul gnuups ut the i
Grqda Four Iuvél were" 17 96 and "12.23° respective1y. At the’ .

Gr_ndl\ Five 1eve1. the mnns were ,24.95.and 14,5, e : o a8
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Ta‘b\e 2 indicates that between group differences were
also evident un‘ the posttest means. Posttest means for the
Grade Four z;nntrcl a;d ”exper_imentﬂ groups were 26.28 and
Q 19.54 respecti‘vely. At the Grade‘ Five leve‘l:. the posttest .
. » vriean‘s were _3i.5l¥ and 23.5. »The mean of tﬁg.ﬁrade Four

control group, therefore, rose by 8.32 thrqughout the coufse v .

iy

of the study, while that of the Grade Four experimental group *

increased by 7.31. For the Grade Five groups,-however, the

me‘an 'gains were 6.55.g)rd 9.0 in favour of the experimental

7 ‘group.
/ . N ) 5
/ X For a more adequate comparison of the effects of the
treatments, the following analysis was utilized: * : ) J
mean gain = gain ratio. E 2 2

pretest mean

. - Util1zing this formula, the following results were
& 3
. established: i L e .
1. At the Grade Foyr level (see Table 3), the gain
.
ratio for the control group was ]—g—g—é = .46. The experimental
N 'group had a mean gain ratio nf.-i-;;%-lj = .60.
- . 2. At the Grade Five level (see Tablev4)\. the gain 5
." ratio for the control .group was Tg—g—g— = ,26. Tﬁé exper“imentﬂ_
- “xgroup had a m“"&}"‘ ratio‘of 1—%—% = .62. The above analyses o
Tttt =t '»‘»Q,,\r,ﬂcate, that the ratioye gain for the experimental
: * ' .group excepded e ratio of the gain for the control group ’
) 2t both grade levels. In other words, thé experimental h
~ 3 L 3

* . I3
groups qid relatively hetce? on ‘the posttests using the

GATES.
1.
5

§ [ s .
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Table 3

Ratio of Mean Gain to Pretest Mean for Grade Four

Control and Expenmenf’al Groups on the Gates

eYs

Treatment _ Rati
Group B

Control. - b~

Experimental .60

Table 4

Ratio of Mean Gain to Pret

t Mean fov’ﬁrade Five
Control and Experimental

roups on the Gates

T
Treatment L * o . Ratio
Group %
Control Y .26
Experimental .62
. . '
e +




. R o . v

= .
) 'S1nce dffferences existed between the experimental
. -and cuntrol ,groups for both grades at the outset, the

pretest means were ‘utilized to Hnd the ratio. of the
.experimental group s measure to tnat af the control group,
';to determine the magn1tude uf the differences at each grade
lével. Consequent{y. the follnmng -analysis was utﬂ\zed.

. Mean.of experimental _ e .
5 . m’mr— = ratio of experimental .to control.

s ol B
Utilizing th(s formula, the fo'llowing resu!ts were o
estabHsr\wu o & o ‘“ ‘ o
1. At the Grade Four level (see le 5), the rati'o
; . .
' < 12,23 R . -
. was 796 < .68. B Lo

© 2. At the Grade Five level (see Table 6), the ratio
4.5 : o

( was Hegy - s . o

'\ The results of the above andlyses indjcaté that at the Grade

Four level the experimentﬁ"l group was .68 as effect;{ve as

the control” qroup’ in comprehending text, utilizing the GATéS,

s at the outset of éhevstudy, Atythe Grad.e Five level, the‘_

eg&perlmental.graup was .58 as effective as the control group.
Ynder normal conditions, therefore, the Grade Four

experimental group would have been expected to an .68 as well
as the Grude Four cantrol .group on posttest measures sAt
the Grade F|ve Ievel. the experimental graup would have been
'elpected to do 58 as ne'll as, the\c?ﬁtrol group The
respective ratios .w:r: applied .to the pO§btes,t means of the
respective control gro’ups. The" followin”g analyses ware

employed:

-



m Ratio of Pretest Mean for Grade, Four
Experimedtal Group to Pretest Hean

Table 5

for Grade Fout Control Gruup

:

on the Gates

~
Treatment Pretest Ratio
Group Mean- * - \
’ S
Experjmental’ 12.23
i . . §
Control, '17.796 .68
LS - y
»
.~ . 3 ;
' . . »
x -~ v s e .
C om @R
; pia g
! '  Table 6 VL
Ratlo of Pr test Medn for Grade Fiae '
Experimenta Gr‘oup to Pretest Mean
i, for Grade Fivexfontrol Group
2.4 on the Gates
v ) «
s 24
i 7 = 2 L4
Treatmen Pretest ‘ Ratio
Group s ',\ ' Mean %
oL g g § £ ' )
Experlmental o 14.5 : .
. o -
control” - 24.95 o) .58 .
LY b

¥
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1. At the Grade Four level: posttest meanof the-

N B .
control group x .68 = posttest expected mean of the
experimental group. This was computed as 26.28 x .68 =

17.87. U
i 3

2. ' At the Grade Five level, the computations were

" 31.50 x .58 - 18.27.  Table 7 ind1ca§és that at each grad‘e

'(ev'ETT_he posttest actual/yan Sf the experimental group

exceeded, the posttest expgcted mean.. Differences were

‘computed as +1.67 and #5.23 respectively. It would appear,

therefore, that the ext‘ent‘ of the'differences can possibly

be ‘at-tributed to the experimental freatment. It was felt

that maturation and experiences outside of the schuol context

wnuld not likely cause this change in comprehens'lon abilities.

\

“ : E
Data from the present study were siubjected to a mean -

ga\in';xpectancy ratio analysis. The resplts suggest that

the egperimentﬂ reading cumpr‘ehension instr:uction focusing
on specific ;hesticx\ning strategie's, systematic instruct‘i‘an op
specific subskills of literal and inferential comprehension,
and a process-approich to reading compreh«‘msion was effective
1!| improving the reading 'comprehension:of fourth and fifth ~
gradersT Students in the experimental gruup at both the
fuurth and fifth-grade level differed from pupi'ls in the
control.group on pv;etesp measures. After receiving
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. Table 7
Comparison of Posttest Expected Means and
M Posttest Actual Means for the
Experimental Groups
Group . Posttest Posttest Exten R
\ . Expected Actual . of. y
3 +  Mean Mean ,Difference \
. ’ - . . R
Grade Four 17.87 7 19.54 +1.67
Grade “Five 18.27 23.5 +5.23 .
r
A L d




: . : . »
systematic reading comprehension instruction, howeVer, the =, .

gxperimenta‘l groups performed relatively better than the
correspnnding'contm\ gro'ﬁps on the posttests.. ‘The results
of the present study, therefore, lilay provide some support
to ;;reviuus~research (Davey & Por'ter,:lQBZ'. Spiegel &
Whaley, 1980; Wolf, King, & Huck, 1967) which has suggested
‘that comprehenswn can be impruved :hrnugh instructum
There are sgveral possible explanations for the
bene.ficial effects of the exper_imental treatment. The
posit}'ve results cogn_djbéi attributed to the\deliheratei:y

strjucfured format of the program. ’Structur;e appears to be

a significant feature associated with effective teaching . 7

of reading. 1In a review of recent process-product
investigations, Good (1979) generally cunc'lude& that
structure is associated with higher aCh‘iE\llement gains. .
:rhe treatment effect could be attributed to the
combined effects of the instructional components. Conversely,
it is possible that the procedures were ‘effective due to one
specific aspect of the instruction. For example, the specific

questioning strategies may have been a critical-factor in

_improving story comprehension.. Anderson and Biddle (1975)

suggested that questioning is an effective wayv of interacting

with and learning from text. Further, Savage (“1972]. found a

’positive relationship between classroom questions and the.

achievement of fifth-graders in social studies.
In the experimental program, inferential type
questions as well as tectually explicit questions were
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. / C

; u;t1lizeq}. Inferential \questiuns are necessary since they

< " stjlmulia'cg a‘hlgher level-of thinking (Turner, 1983a). Taba

and Elzey (1964) found that improved comprehension is

}e'1ated to the cognitive levels of instructional questions.

Further, Smith (in Pennock, 1979) suggested that "High’er

cognitive questi\;ns and_ questioning s_trategies can improve
comprehepsion 1‘n eiley;y area of knowledge" (p. 101). '

’ ’ Y % direct instruction component may nave ‘been e
primarny responsible for the pos1t1ve ~findings. qarr,
Dew_(tz, and’ Patberg (1983) found that training in a specific

thinking strategy increased th®e students' inferential ‘level

of expo%itory ext. Fubther, research studies in compre-
hension 1nstruct1 n by Hansen (1981) and #Hansen and Pearson
+(1983) suppurt the assumption that comprehension subskills,”
which are fdirectly taught, tend to be learned; g =
pointed out in Chapter Th‘r‘ee, the pvjug\ram
developgd byvthe investigator included a pr"oi:e’ss ‘approach c‘o
&= the teaching of reading comprehension. This com‘pufl’ent may
& F have accounted for the favourable results. Harker (1973)
suggested that a prﬂ’es‘é ‘for learning comprehension skills
should be identified by the teacher and~tgen taught .to
“the students. The goal of teaching 'rs‘?have readers
acquire not only knowledge but also a process for learhing
how to learn (Buskwel'l. 1956) .
Finally, perhaps the pdsitive findings could be
attributed to the students' self-generated questions which




-
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were utilized t¢ establish thei.r own purposes for reading.

Manzo (1970) found that instruciing readers to gegerate

'quesgiunswhad a positive effect on the students read‘in§

comprehension. André and Anderson (1978-79) concluded that
self-‘directed. study in askipé_quesiions ’a‘bnut'llain ideas .
led to.improved,performance‘on a éest of :pmprehgﬂiion.

Further, Cohen (’1‘9‘_83) found tﬁat"Grﬁde T),ree stud’eﬁts_coul'd
be trained to generate questions and this self-questioning

strategy improved their reading comprehension.

Summary
b . g
This chaﬁter presented the specific findings relative.

to the analyses of the data. It also attempted to interpret

and discuss these findings so that idd!;_lgnjl;ngtmtj,on

pertinent to the study might be revealed. A mére'detailed

summary of the conclusions, |mp11cati0n;. and ‘recommendations
based on the foregoing findings will be presented in Chapter

Five. -



.CHAPTER V - -
a s &
SUMMARY, CONCLUSIONSY, IMPLICATIONS, LI
Lo AND RECOMMENDATIONS - .
; . .

Summary , =
e
AtiTizing basal réader selections, the investigator
developed a systematic instn!ctmnal format for the
instruction of fourth and fiﬂ:h graders.in the process of
h‘tergl and inferent‘ia1 comprehension. The purpose of the'

study was to examine the e'ffects of a systematic questioning

< program on the reading comprehensién skills of these

elementary school. students. The comparison groups were

given instruction utilizing a traditional-basal reader

approach, Wwhere the teacher's manuai, is adhered to

extensively. Sixty-six pupils participated in th’e ;Eudy and’”

were assigned to two experimental and two control groups.

i

The istudy iuas conducted over an eight-month period with. the
{nves‘trgator instrucﬂng the twc experimental groups and two
other regular ‘classroom teachers pranding instruction for
the two control groups.

Raw scores frum the Comprehens1an subtests of the

-Gates MacG(niHe Reachng Tést (Canadian edition), Level D,

Forms l‘and 2, were subjected to statistical analyses. Data

' - were analyzed by applying a mean gain expectancy ratio to

‘' measure possible treatment effects. Results indicated that



at boYh grade levels the experimental group did relatively’ i
v e .
better than the confrol group on posttest measures.

v b —

4 - Conclusions

Th1s-investigatiun expanded upon previous research
‘mthe area of Tcomprehension which suggested\that compre-
hension skﬂls can be systematically taught (hdams. Carnine,
& Gersten, 1982, Brown, Campmne. & Day, 1981 Narde]11,
1956). The results of this study suggest thac a de'llberate.
prucedural method, employing spec1f\c questmnlng strat.gms.
on the part of both the teacher and students, is particularly
useful for improving the readers' processes of literal and B

inferential comprehension.

This study attempted to investigate the total program
effects on the comprehension 'abi'llities of fourth and fifth- :
graders. No attemot was made, therefore, to evgluate the
separate elements individually. 1In this respect, the présenc
study is similar te that of Fitzgerald and Spieget .(1983).

They found that systematic-instruction had a positive effect . 0
on the literal _a_rg inferential comprehgnsion of fourth-graﬁf_r§.
- They did not, however, attribute the pas1t|ve\£f\fraqticf their

treatment to any one program component. In their viewv.x

- however, th‘e“‘(’lemunstration of effects of controlled, yet

practical and ec;ﬂngically valid instruction, is a worthwhile

endeavour" (p. 15).



It would appear from the present study, therefore,

- i
that systematic instructional planning, incorporating teacher/
student questioning strategies, is necessary when utilizing
a basal r':a‘der. The combination of program components in
the present study was possibly effective due to the fact that
Tt sfstematical'ly presented the%‘jnstrucf.ion process to the
students. It appeared that the sfibjects already possessed
some ‘of the cognitive abilities for higher order numprehensfon .
and that the experiment‘qi‘, program provided specific Tearning
oﬁportunit'es that further'developed these abilities. As
Wertsch (cited in Zetlin & GaTlimore, 1983) suggested:

' One of the most important functions of
adults is to provide the strategic
assistance needed to carry out a task.

In many cases children are fully capable
of carrying out the steps of a task once
those steps have been identified by
adults: Left to their own resources,
however, children could not organize and —

structure their efforts in a task
appropriate manner. (p. 7) sE——

— Implications

Durkin (1978-79), in her observations of fourth-grade
classrooms, found that teachers devated‘less tham one ‘percent
of instruction t ;lé to d;rect instruction in t:he process of
reading comprehen \fon. Children spent considerable time on
non-instructional activities, such as answering’t’e{c‘he’r-made

questions in u\r‘ti‘ng and completing pages in workbooks. . In

the present study, however, the experimental ‘program focused

!



understanding of the text (B
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on direct instruction in the process of 1iteral and.inferential
comprelEnston. Moreover, it" t‘zmphasized the process of ’
comprehension (i.e., how one comprehends) rather th;n the
assessment ;:f comprehension (ie., what ié to be comprehended).
It would ‘appear,l therefore, that the instructional strategies
of this prog’ram ‘have the potential of improving teacher-based
instruction as it now exists l‘in_‘some p]assr:ooms that utilize -
a basal reader as\? component of; the‘r‘eading program. ’

: 'Baéed on the resu]tsjbf this study, and supported by
earHeJ_r_ researth and current philosophies relﬂated‘ to the
teaching of readihg comprehens_iun, a number of impHcatiuns'
for teacher and pn;_g‘ram developers become evident. They are

i

as follows: = -

1. Literal and inferential comprehension skills nged
to-be- taught directly in a s:ys-tematic and pruceHura] manner
(Meilman, Blair, & Rupley, 1981). I

2. Active participation on the part of students is
requiréd, possibly through the setting of purposes for
reading (Singer, 1978; Singer & D;n'lan. 1982).

3. Effectiye reading comprehension instruction should
invodve ~the teaching of skillls that are prerequisite for an

Lumann. 1983) . 5 . 3

g/ Students should I‘>e encouraged to ask each other

‘quest‘hmr‘tn‘ facilitate ston( cc_mprehensiun (Frase & Schwartz,

1975). * .
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5. Instructors should teach a'process approach to
comprehension. Students need to be given a process to
f'oHnw in order to facilitate their understanding (Nist,
Kirby, & Ritter, 1983). =

6. Teacher-posed questions should be utilized fur
developing the students' literal and inferential compre—
hension ah{hties (Lapp & F]ood 1978)

7. The components;of the Directed Reading-Thinking
Activity should be incorporated into the _basié instructional
format when utilizing a basal readevj as part of the reading
program (Stauffer, 1969). ‘

The fori,gaing :o‘nsiderat’ions'can be used by teachers

to guide their preparation of a basal reader selection. In

order to 1mp1emenevthese procedures in the classroom, however,

teachers will need inservjrgg‘_programs. As Otto andvch.ester

(1976) suggest‘, "sens'ibie guided inservice programs provide

a vehicle for directing and 1mp1ementlng change" (p. 232).
A possible way to implement this change is via a

three-part.workshop. The first part being that of a

. conference between a member of the support team (ie., the

person knowledgeable in the Directed Reading-Thinking
approach) and the teachers. This me—et1nguwould establish
a rationale for incorporating such an approach into their
reading program. ~The second phase of the workshop would be
the utdilization of a simalated Direcfed Reading-Thinking

Activity lesson, with the teachers assuming the role of




students. This would create a "learning by doing" environment
to help enab.!e\the teachers to learn the systematic use of
questioning strategies and direct comprehension instruction.
The last phase of the workshop would utilize follow-up
conferences between individuals or small groups of teachers
and the support staff as a means of on-going assessment of
- the- prégralﬁ. '
» With respect to questioning strategies, Gall (1970)
suggested that teacher' training shuula involve -study of these
. SN
'techniques and guided practjce in their use. Moreover, he
stated that:
Secondly, teach®rs~Tannot be expected to
learn the inquiry method or any new pedagogy
if it is presented to them in vague, general,
undefined terms; they can be expected to
learn new methods if the methods are presented,
% at least in part, as sets of specific types of
questions asked in specific classroom
situations. (p. 71
In the view of the investigator, these suggestions for training
- o
5 ¥ teachers in the art of questioning are applicable for both the

pre-service teacher still in university as well as the

in-service teacher in our classrooms.

Recommendations for Further Resedrch

The following recommendations are proposed for further
fresearch: -
1. Basal reader selections were utilized to Anstruct

pupils in the process of comprehensio& Further research
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should be conducted to investigate the effects of the
instructional format with expository writing across a' varijety
of content areas.

2. In this study, treatment effects may be attributed

to the combination of various instructional components (e.qg.,

student-generated questions, explicit 1ns\:ruct1‘on.'a>nd a

process :approach to _comprehensi;:n). Follow-up studies should
be conducted to determine !mich Ji#tstructional Eeci‘wiqui; or
combination of techniques, best provides,a model f;xr the .
mastery of I-iTe'ra] and inferential comprehepsipmslki'll‘s.
Also, which teaching procedures provide the best gg;;des for
helping students utilize these techniques should be e’xaml‘ned
as well.
© 3. This study focused on instruction in literal and
inferential comprehensiun.‘ lns_tructlon.'in critical level
comprehension should be included in a follo‘l-up study.
+ 4. Only 66 pupils were involved in the present study

A study should be conducted to test the des1gn with a
suffji“é(énﬂy large group of students in order to make any
such study more statistically vahd ‘and reliable. "

5. The only c_riteria for selection of subjects were
their achievement in the area of reading comprehension. In
'view of the .findings it would appear that the 1nst¥uctiona1
format should be tested with different ahHH:y groups.

6. Although the students were assigned to expeﬁ--

mental and control grodps, the statistical equalization of
T
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reading ahihty was nat emp]nyew this study. A furthgr
study needs to be undertaken using random selecnon

L~

’

\~
procedures tb ensure for valid statistical ana1yses
N 7.

The sample was Jrawn from a sing'le schonl in a . .

B . Cevntral Néwfoundland cammun‘ity. A),further study shuuld be .

% i R B
undertaken to gather comparative data from: subJects ln ’
b various schools

in urban, as weH as rura'l areas .

: 8. The specific findings at the fourth and fiftﬁ-

. grade levels. suggest a need to rephcate tha study. with

students of different gradé Ieve]s Stud'les could examne
3 the effects of such s desi}m at the primary-and upper /
\. : elementary levels.

S

. o
Thv’s study needs to be replicated to determine . ¢
H’ the approach as more effect\ve with boys than with glﬂs. :

9.

The research 'to date needs to be ut|Hzed-as a

guide for the research” des1gns in the near future.d\{ﬁ an I ’
s ~ :
5 attempt to add to the body of knowledge in the areaof ¢ » '
M w g
[ systematu: |nstructiona1 p1ann1ng and the dave'lopment of i )
’ . comprehenslon strategies. T " P .
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QUESTIONNAIRE

Teachers' basal reader guidebooks contain a varjety
of questions which teachers may utilize in helping students
to comprehen& what t‘hey read. While it is the ghjective of
these qu‘es'tions‘to facilitate and encourage the processing
of print \'n":o, meaning, often times there is no detailed *
process as to how this questioning strategy is to bé .
utilized. Merely asking a student to read and produce an’
answer does not teach a student I‘m_w to comprehend what
he/she has read. ) -

As a prim‘ary or elementary gra‘de teacher, you are
asked(to circle one of the letters for each of the fo]lowing
ten questions as a way of ascertaining your views on the
matter of the need for the design of a developmental level
reading ,g‘,umprehensinn program. o ) .

These responses are to be kept anonymous. Merely
state what grade or grades you are plesently teaching
without any reference to your school ‘district or any other

personal references.



oo o>

strongly agree
agree

strongly disagree _
disagree

Reading comprehension abilities
have little effect upon 2
student's progress from the
primary to the elementary
grades.

Afhere will -always be some

students in each primary and
elementary grade who will have
some difficulty in comprehending
what they read.

Reading without comprehension
is.of little yalue. Unless
pupils understand what -they
read, they are doing very
Tittle but word calling.

The basal reader guidebooks
give very Tittle direction on
how to teach students to
comprehend (ie., detailed
teaching strategies on how to
teach literal and inferential
comprehension skills).

As a teacher, I'feel that I
need strategies on how to
systematically teac
comprehension skills to
developmental students.

There is a greater need to
teach students how to
pronounce words than to teach
them to comprehend what they

‘are reading.

Primary grade teachers (eg.,
Kg. to Grade Three) need to
stress comprehension
development more in the(r
reading programs.



9.

In your 621nion
\

A.

-

Elementary grade teachers
(e.g. Grades Four to Six)
need to stress compre-
hension development more
in their reading programs.

As a teacher, I would attempt
_to incorporate guidelines for
specific questioning
strategies into my existing
reading program as a means of
assisting me to teach
students how to comprehend
more effectively.

As a teacher, I feel that
systemdatic inservice programs
aimed at teaching ‘me how to
utilize specific questioning
strategies, to improve my
students' comprehension
abilities, would be of some
benefit.

Instruction in reading comprehension is
:

in what grade or grades

A B C

A B C
»

A B C

-

most important :

Instruction in word, recognitiun is must

what grade or grades?

important in

T

What grade or grades are you presently teaching?
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PROCESS APPROACH TO COMPREHENSION
S
’\ﬁmetimes teachers are more concerned with the answer

to a question (i.e¥, the final product) than with the process
that a student goes through in attempting to f\nd the answer.
‘l‘he~ program developed by this investigator, howsver,
emp}\asizes the process approach to comr_:rahensi . For
example, pupils are requested to verify their infgr;nces. by
telling how Ehey reasoned from the available information in
rarriving at their answers. This technique has two
significant advantages_. which ‘are that goc;d inferences .
provide a model of the reasoning process for the class and
if a student's answer is not a.good resp&née_, ‘the teacher
rvedire:ts his or. her thinking by utilizing additional
strategies such as pointing out clues which the student
overlooked.

Moreover, "the process associated with various skill
competencies are directly taught. The processes in»falved
in identifying and inferring details will be taught prior to
introducing the first story in the basal reader‘. Processes
associated with other skill cbmpetenc‘les v;ﬂl pe taught
under the Fundamental Skill DZvelopment section of the

program.

‘



Identifying Details i

Before pupils are asked questions pertaining to
details, they must be taught what these questions mean and
how tb answer them. They should have an understanding of

the process involved in answering the following types of

quesh’on\:
Who -- which refers to a person or charactgr.
Mhat -- which réfers to an object. .
Where L whigh refers to place. p
When -- which refer‘s to time, either clock or calendar.
Ho’w -- which refe\r-_sr/to /procédure or process. .

How many -- which refers to amount.

To establish a working definition for the afore-
mentioned terms, the following examples should be provided ,
by the teacher: ¢

-
Who: Begin by relating to people and citing many examplessy
suth as went to the store with me." "Who" can refer

to ,he, she, we, they, postman, boys, girls, Mary, or Tom, etc.

Students need to realize that "who" in a question refers toa
specifi¢ character in the story.

What: This generally refers to objects, such as book,
desk, ruler, cup, ha;nmer, kit. “"There was a 4 in the
box." Examples: (a) What was in the box? (b) What did
Mary buy? Students need to realize that "what" in a question

refers to a specific object or feeling in thejstary.
. {
|

|

»
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Where: .This generally refers to places, such as zoo,
school, home, library, Bis;mp‘s Falls, etc. Examples:
(a) Vl am going to. the zoo. (h_) Where was the boy or girl
going? ~Students need to realize that "where" in a questio},
refers to a speclfic‘p?a:e in the story. ’

When: This generally refers to "clai#—('me," Such as
10;30. moEn!ng, or ‘any time within a’zd hour perio&..on_ ’ &
“"calendar time," such gs last wéek, Christmas, or next year,
etc. Example: (a) fast year I went to visit my'éraﬁdmnther
(b) When did you visit your gﬁandﬁothe;?

How: This generally refers to procedures, ma;ners.
routes, such as by car, by p]ane.‘w(th_a pencil, one step at
a time, through the town, etc.. Example; (;) I went to
St. John's by car. ’ib) 'Ho; did you go to St. John's?

How many: This generally refers to an amount, such as
two, six, a few, many, a lot, several, etc. Examplet

(a) Tom caught six trout. (b) How many trout did Tom

catch?
Inferring Details
4 Explain to the students that the answer to some

[
questions are not stated directly in a selection. To make
an inference, they must take the detfils given and think

about them before deciding on an answer. Have the pupils

read short passages. Through qiscussion. help the students
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make inferences utilizing details given in the passage.

Example:

Tom Martin sat erect in the front of the
motorboat. He wateched in terror as the waves of
Notre Dame Bay smashed against the bow. Gripping
the seat, he turned cautiously until he cou)d see
his Dad at the wheel.

Question: "How did Tom feel sitting in the.front
of the boat? ‘v .

Answer:  Frightened. T

Clues: sat erect, watched in’ terror, waves

= smashed against the bow, gripping the
seat, turned cautiously.

Identifying S of Events

Teach the children that events occur in a sequence,

that one thing happens after another in a logical order. One

way to do this is by using a time line. Have the students
make a list of all the things they have d’ne,since they got
up. Example: (a) I got up. (b) I got dr_essed. (c) 1
washed my face. (d) 1 ate m‘y breakfast. (e) l‘B’rne{md
my teeth. Then relate this td the story they are reading

and the events which ‘occur in the story.
.
.

Recognizing Cause and Effect Relationships

Explain to the students that an event "caz’es" some-
thing else to happen or that one event is the "effdct" of

another. Have the students 1d.ent.|fy what happened to them

¥

0



in a day such as, | broke something. " What caused you to
break something? What was the'result of this? Probable
responses might be, “I broke the lamp in the living room
because 1 was runping and I wasn't watching where I was
going, so Mommy put me in my room for an hour." Let the
students see that cause and effect re)_ation’sh!ps are’a
chain of events wm‘ch_ are connected. Fo‘; .ex-ample.“‘l.was
playing_ E}_wlth my sister. I-wasn't waéchlng where I was
goinq. I broke Mommy's lamp. I was put 1nl my room." ¥

Recognizing Comparisons ) =~

Explain to the stugﬂts that in order to make a
comparison, it is necessary to tell how people, ideas,
events, etc., are alike or different. Through discussion,

have the class determine who or what |’s being oomuaréd in

.'each.uf the following and decide which comparisons indicate

likenesses and which comparisons suggest d!fferenc_és:
Joan is young. Grandmother is old. '
This water tastes as salty as.the sea.

" The pond is like a mirror.

Lisx-fs tall. Jack is short.

Janes "11kés to watch T.V. MHarry likes to look f
atT.V. too. s § =i




Relate the idea of comparing to their own day<to-day .
experience, such :s if a boy or girl plays hockey and %
baseball, or-has seen it played, get MmTer her to tell you:

: 1. Who.plays it? »

2. How do they play it? #
3. MWhere do they play it? '

4. What do they use whe’n‘ they play 1_t7

- g 5

Example: Hockey and l;aseball.

P
:_Same ) nifferen}
N .
1. Both sports.. 1. One is played on ice:
the other is pYayed
on a field
2. Played by men 2. One uses a puck and -
or women. . a stick; the other

uses a ball and bat.

Recognizing Character Iraits
. . .

Have'the' students make up a story v:ith characters and-
_have them tell something about the characters, such as a story
about a honest bdy or girl. Have the studenls.vteﬂ/.ibout how
the boy ur.girl\is.‘honest. What does he or she go that is’
honest? . ' P ) i

Ask the students to come up with physicai or
personality trafts about themselves Then halve them look
for a character 1n a story to see uhat it says about the

:haracter . ’ . . &
‘ 3
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g =+ Identifying the Main Idea

Explain to the students that sometimes a paragraph
or story has a main idea or key thought. It is the mos t
important idea Heva]oped in the paragraph or story.
Sometimes it is‘ identiﬁed_ar stated duirectly by the author.
A1l other detQils complete and support the main idea.

The te_a_cher will identify paragraphs..in the social

.studies or health text for Grade Four in which the main idea

is difectly stated, usually in ‘the flrstoor last sentence.
Have the pupils examine -and discuss the paragraphA As they
identify supportvng detaﬂs. 1ist them on the board. Then
write tﬂz mnr, idea. '

) Have the pupils b\’ring copies of newspaper articles.
Get t;em to examine the headlines. A headline usually gives
.the- main ideat—~ Have the students find the supporting details.

List them on the chalkboard. .

Inferring Sequence of Events

. Explain to the students that sometimes it is necessary
- -

tqqadd something to the ideas given by an author. Tell them

that sometimes they will be requiréd to predict events which

"might have occurred before or after the events in ?ktory.

Begin the process by asking the students to predict

what happened ‘M the order of events which are missing.
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Example: .

1. Got out of bed.

2: 1

.3. Went to school. &

4. 7 o & : ‘
Ask "What do you think happened in eve_nts two and four?"

Give the students an event a’n‘d ask them to slipply .

the rest of the events that they think might have happened

because of that event. .'Example:

* 1. I°fell down the stairs, ~
i 5 8 % Ly
3.2
" 2 h

Read part of a story to the class and have the
students decide thrfugh discussion how the story might end.
The teacher might also omit the-beginning of a story and read
.
/the rest of the story to the class. Thrx_mgh discussion, have .
the pupils determine the events which might have occurred at

the he\ginning of the story. ¥

Inferring Cause and Effect Relationships
i 3 .
B Select P1ctures from magazines or from children's

books. Ask for cause and effect re1atiunsh|p§. For examﬁ'le.
N
there is a picture of a small boy in his bedroom. His mother

is helping him take pff his clgthes. Ask the‘ students why
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the boy is taking off his clothes. Some responses might be:
"It was ;aining outside an‘d he got wet." “He fell-i‘nto a
puddle and got wet." “He's getting ready for bed."

Have the students look at something that has happened
and ask them what they think has caused this.
Example: . Cause
?
Effect | .

I was rushed to the hospital. =

Or: " Cause Effect .
1 fell off my bike. ?

Inferring Comparfisons

Choose pictures of two horses. Throu§h discussion,
have the class decide ways in which the horses are alike and
different. ? ? .

Read a story to the class and have the students
determine how two characters in the story {re alike and/Er
d|ffe5ént in personality or behavior. % Then have the pupils
make inferences on their own livés in comparison to an event
which occurred in the story.

. ™

. Inferring Character Traits

Select a picture of each of the following: (a) a
boy, (:) a girl, (c) a mans-and (d) a woman. Write words
—N

* ’
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describing physical traits on the board (e.g.,. tall, short,
fat, tf?in). Have the ‘class decide the physical trait
depicted by each person.
Write words describing personality traits on the
board (e.g., mean, kind, curious, patient, shy, thoughtful).
VA lThén read a story to the class. Have the students tell how
a person behaved in the story and th;- things he or she did

which support the students' answers.

Inferring the Main Idea

v

the details. ‘List the details on the chalkboard. Explain

Show pictures to the students and have them identify

t“the students "that we.ne@d to giye the picture a name but
we do’not want to use very many worgs. -Then ask, "What can
e call it?" "It's a picture of what?" Names like "A
Fishing Village" and "Building a Boat" are samples of names
that de;] with main ideas:

When pupils are successful with pictures, short
paragraphs should replh:e ,'them. Pose similar types of
.questinns. this time to get ideas for titles. ' Then proceed
to the main idea fori stories.

Explain to the students that in most of the stories
we read the main idea-is not identified for us. Authors
expect their readers to read what has been written and
discdver the main fdea for themsetves. Sometimes, however,

]




the title of the story fs the kéy to the main idea. Read a

short story to the class. Ha\ie the students identify the
relevant details, important characters, what happened to
them, where it t‘ook Place.‘ and wheh it took pl‘ace. Through
discussion,, hqpefully you will get the students to summarize

the main idea in one or two sentences.

i - -~
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TEACHING READING COMPREHENSION UTILIZING
THE BASAL READER
B BACKPACKS AND BUMBLEBEES
- 7

Selection #1: MWeird (pp. 6-16)

Setting the Purposes fbr Reading (Part 1):

Teacher: Look at the picture on page 6. ‘What ques;ions
would you Tike to ask just from the picture alone?

Student questions: -
“What are the children's names?"

+"Why are they riding fast?"

f "Where are they going?" L. s .
" § f “~
s Are they in a race?
Directed Silent Reading (Part 1):
Teacher: Read pages 6 and 7 to find the answers to
your questions.
Verifying Answers to Pre-Posed Questions (Part 1):
Teacher: From what you have read so far, can you give
me the answers to your questions?
Mary: They were heading down to the Tlake.
John: They were Wilma, David and lgrianne.
Sally: They are riding fast because they are in a hurry
" to get where they are going to play. !

Teacher: Very good! Now, were they in a race?

o



Jane:’ Not a real race, but they wanted to hurry and
N
get there. -

Teachers~ Right!

Setting the Purposes for Reading (Part 2):

Teacher: Look at the picture on page 9. What questions’
would you like t6 ask? N
Student questions:
"What are they doing?" -
"What is the boy going to do with the axe?" R
"Who's the girl sitting alone?"

"What made the roots stick out?" ____

Directed Silent Reading (Part 2):
Teacher: Read pages 8 and 9 and the first two sentences

on page 10.

Verifying Answers to Pre-Posed Questinns-(Part 2): A

Teacher: Tell me the answers you found to your questions.

Tom: David cut off some roots with the axe.

Martha: Wilma was sitting by herself.

Ida: They were making the hole,"the fort bigger.

Harry: The waves made the roots st‘ick out.

Teacher: Who would like to read the lines which tell
_that the waves did thi;? '

Harry: "The waves had washed away most of the bank and
left the roots hanging in the air." »

Good! Now. let's look at. the picture on page 11.
A

Teacher:
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Setting the Purposes for Reading (Part 3):

Teacher: What quesy‘,n/’r‘rg//wul]d yot like to ask?
.

Student questions{ *

"What are ‘they eating?" .
‘What are they drinking?" . .
"What is that on the ground in front?" . AN
"What are th‘ding’ to da nOFl?'g

: 1 5,
Directed Silent Reading (Part 3):
Tgacher: See if you can find the answers on pages 10

and 11.

\
\

Verifying Answers to Pre-Posed Questions (Part 3):

Teacher: What answers did you come up with?

Maisie: " The children were eatiw' sandwiches and drinking
pop.

Larry:‘ They are going to finish the fort now.

Sarah: That's clam shells on the ground.

Teacher: Very good! You,‘found,‘the answers.

Setting the Purposes for Reading (Part 4):

Teacher: Look at the picture on pages 12 and 13. What
questions come to your mind?
Student questions:
"What happened?"
"Who's¥stuck under the tree?"---
"Wi1l the chﬂdren‘ be able to get her out?"



Directed Silent Reading (Part 4):
Teacher: Mdybe we will find the answers as we read

pages 12 and 13.

Verifyiné Answers to Pre-Posed Questions (Part/ 4):

Teacher: whvat answers;did you discover?

Tom: The tree fell. \‘

Teacher: Who. would like to read the Tines| which tell
that the tree fell? i )

.!ane:l “The monster fangs bit the sand as ‘the willow
toppled into the lake."

Teacher: Good! . X

Ida: Marianne was stuck under the tree and they couldn't
get her out.

Teacher: Right!

Setting the Purposes for Reading (Part 5):

Teacher: What would you like to find out in the rest of
the story? < |

Student questions: :
"Will the men come to help her?"

"Nill Marianne be rescued?"

Directed Silent Reading (Part 5): |

Teacher: Read the rest of the story to fllnd the answers.’
| "



<
Verifying Answers to Pre-Posed Questions (Part 5):

Teacher: What did you find out?

Matsie: The men came andwrescued.her. '

Teacher: Right! Can yomﬂ us a little more about
how she was rescued?

Maisie: First they cut off the roots. Then they.-pul

her out. ’. =

Teache Very good!

Comprehension Check:

. . -
Student-Posed Questions: Students will be given an

138

led

opportunity to question the class. . Initially, the teachesr

will give “the answers to ﬂ’numbervof literal level questi
and r;ave the pupiJs construct a question for each. 1In
subsequent lessons, however, when pupils become familiar
A th this.proc‘ess, they will be required to pose question
on their own -- without the teacher's assistance.

The teas’;her will write the following quoted sentences
on the chalkboard:

) "There s a magic horseshoe around the entrance.
It's made of clam shells" (p. 10).

2. “A big wave rolled”up§the beach" (p. 12).

\3. "The, three of us zoomed along on our ten-speed
cles" (p.

4. "Our parents were still setting up the tents at
the campsgrounds" (p. 7)

A

ons

s



Teacher: Look at the first sentence. [ will write the

answer to a question on the chalkboard. Then [ will

write the question. Follow carefully. >

Answer: *Clam shells.

\uestion: What was the magic horseshoe made of?
Teacher: Let's try the next one together.

Answer: A big wave.

Teacher: th_ can give me a question for this answer?
Joe: What rolled Up The beach? )

Teacher: Good! Let's try the other sentences.

Teacher: Zoomed along. (Pause) John, can you give me

a question?

John: How fast were they going on their bicycles?

Teacher: At the camp grounds. (Pause) Sarah, can you

give me a question? !

Sarah: Where were_ the parents setting up the tents?
Teacher: Very good! I thinksyou have the idea’.’ We

shall try more of these in our next story.

The teacher will ask other

* Teacher<Posed Question
questions to check !he students' understanding of the story

. Ao
and further develop their comprehension abilities.

Teacher: Why* did Marianne paddle faster by the'apple

Zorchard? (Pause) Jane, can you tell us the answer?

Jane: To get away from the noise.

Teacher: What was making the nofse?
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Jane: The chain saw. 4
-
Teacher: Right! (Pause) Now, I want you to think

back to the beginning of the story. How did the
children feel then?

Martha: Happy.

Larry: Excited.

Tea’:her: Why were they happy and excjted? (Pause)
Tom, can you tell us? e

Tom: Tpey were onctheir way to their favourite place
to play. . i

Teacher: Right! (Pause) Now, look at,the picture on

’ pages 12 and 13. How do you think they felt then?

Jane: Scared.

Teacher: Why do you think they were scared?

J;ne: sBecause Marianne was trapped. -

‘Teacher: Can you tell us a little more about why they
were scared?

Jane: The children couldn't get her out.

Teacher: Very good thinking!

Fundamental Skill Development: 5

Recognjtion of Cause and Effect Relationships: The

teacher will first-'use, the method previously outlined for
this skill in the process approach. After the process has
been taught, the teacher will relate-it t:,'ie/story in the

following manner: . ¢




/

Teacher: 1 wiil write some sentences on the board.
I want you to identify the "cause".and "effect" in
each example. ’
DS P .drdn't feel like the leader anymore. I was

scared” (p. 13).
"Wi&n they set me on my feet my legs wobbled =
so much F had to sit down" (p.. 16).

- )
Teacher: Who can tell me what caused something to happen

“in the first example? . B
John: I was scared. . .
Teaéher: Good! Who ‘\:ar; tell»me what happened as a
g
result of this? .

Sally: I didn't feel ljke the leader anymore.
Teacher: Right! Look at the second example. (Pause)a
.What happened? (Pause) Tan you tell us, I1p|:y?

Mary: They setgmé on my feet.
Teacher: Look at the example again. (Pause) Think

carefully. Remembgr something happened and

something cause o happén. (Pause) Was this
~— : v
3_ what happened, or jt what caused something to
S s happen? -

Mary: Thgt was what caused something to happen.’
Teacher: Righ“tl Can you tell me what happened?
Mary: Mg@ljilegs wobbled.

/’A\
Teacher: Good!
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. Recognition of Comparisons: The teacﬁer will utilize

the method outlined for this skill .ip the process approach.
.

After thé process has-been taught, the teacher will relate

it' to an example in the story.. Pupils wil'l be asked to

. P Iook at the picture on page 9 and the teacher will write

)
the following sentence on the board
. ( "It Innks like a monster mnuth -~ with ugly fangs,"
- said Nilaa (p. 1”. :
Teacher: Who can tell us what is being compared? g
.

o Harry: The hole under tne tree and a“onster mouth.

Teacher: How are they a'er? :

£ N

Joe: They are botl'ig. A

. 0,
‘Ida: «The roots of the tree are like a monster's ugly
fangs. % " r &
- - .
Teacber~ Very, Good! -
33 ~ -~

Inferring Comparisons: Use the method outlined for Q 5
Leachi‘ng the prncess approach to Hns skill. Have the
pupils make 1nferences on their own Hves in comparison to %
what happened to Mar||nne in the-story. »;

14 n ‘
L}
> . . . —
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Selection #2: The Visitor (pp. 18-27) -~
2EleLtion fe 5 :

Setting the Puruosés for Reading (Part 1): )
Teacher: Lool::i at the pi:‘ture on page 18. What questions
would you l’ike to ask? ’ ‘, : »
St\}dent questions: :
"Niia‘t _is the ;oy‘s name?"
"Who is the man?" -
"What kind of boat is out there?"

“What's that in the air above the water?"

Directed Silent Reading (Part 1): Have the pupils read pages

18 and 19 to find poss{h!e'ansy’ers to their questions.

Verifying AnswlBrs to Pre-Posed Questions (Part 1): ¥

Teacher: What answers did you find? (Pause) Mary.lcan
you tell us \ne?
» Mary: The boy's name is Robbie.

John: The man is Robbie's vather.

Fay: The boat is an oil tanker. - o 5 s
Sally: It is a "V" of ducks in the air.
Teacher: Who would like to read the lines which tell

there was,a "V" of ducks and an oil tanker out there?

Joe: "A 'V' of ducks was flying low across the water,
and the light of an oil tanker could just be seen
. e o g N .
in the dusk." .

Teacher: Very good!
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Setting the Purposes for Reading (Part 2)« :

Teacher: Look at the picture on page 20. What questions
would yourlike to ask?
Student questions:
“How did the duck get covered with ot1?"
“What will Robbie do with the duck?"
“What kind of duck was it?"

. s a

Directed Silent Reading (Part 2):

. Teacher: wt‘ht answers did you find? d . #
» Clara: Tt was a mallard duck.

! ) John: Robbie carried the duck to the house.

% Maisie: The duck had gotten in some 0il that came from
« the boat.

Teacher: Good!
-

Setting the Purposes for Reading (Part 3):

Teacher: - What questions would you like to ask about the
rest of the story? -

Student questions: . 2

‘Where will they keep the duck?”
“Wi11 the duck get it's natural il back?"

"Will they let the duck go free again?”

: Directed Silent Reading (Part 3): The pupils wi-‘ll\read the
remainder’of the story tl; find possible answers to ‘their
v, questions.
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. Verifying Answers to Pre-Posed Questions (Part 3):

Teacher: What answers did you find? (Pause) Can yo‘u
tell us one, Ida? ‘

Ida: The duck got its natural oil back.

Teacher: Right! Who found another answer?

Dick: They kept the duck in a dog's pen.

Sarah: They let the duck go free.‘

John’: They Eonk care of it for awhile and then let it
go. . ’

Teacher: Right! Who would like ‘to read the lines that
tell the duck was free again?

Maisie: “In a flurry of feathers the duck was .out and.
flying--a bit shakily at..first, but soon his wings
beats were strong and steady. He flew straight down
the bay, heading south, and then he was gone."”

.,

Teacher: Very good!
Comprehension Check:

' Student-Posed guestiur{s: The teacher will have the pupils

construct questions from the following sentences:

1. "It was early Hovember" (p. 19). .. R ¥
2. "As he drew near a marshy spot by the shore he
saw something dark among the reeds" (p. i

b 3. "Then he drew his bill up around his tail to r
get it well coated with ofl" (pp. 23-24).

4. "As they disappeared out over the bay he flew
against the wire mesh, beating his wings in
his efforts to get out" (p. 2
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Teacher-Posed Questions: P

Teacher: Why didn't the duck fly away when Robbie found
it in the reeds? E

Fay: It was covered with oil and frozen fast in the ice.

Teacher: Why didn't ghe family let the duck go free as

soon as they cleaned it?

» Joe: They didn't know if it would get its natural oil
back. .
.
Teacher: Why was that important?
Joe: Because if it didn't get its natural oil back it
would not be waterproof. :
Teacher: Can someone tell us-a little more about that?
Ida: If its feathers were not waterproof, it might
. drown or freezé to death. . . .
° Teaché;‘: Right. : —
% -
Fundaméntal Skill Development: r 1
- »

Recalling and Inferr‘&ng\'s‘ewe of Evefits:

yga the methods outiined fur'zeaching the process approach
“to sequence of events at both the literal and inferential
level of cemprehens(o’n‘. 3

Theg have the pupils name five things which happened to
the duck in the story. List the eventS on the board and have
the pupils decide on the order in which they occurred in the

story. ‘Men proceed to inferring sequence of events.



Teacher: What do you think might have happened to the
duck after Robbie set it free?

Tom: It might have died. €

Teacher: Why do you t‘hl’nk it might have died? .

Tom: Well it could hfw.e gotten into some more oil and
drowned. + - X

Teacher: Good! Does someone else have another idea?

Jane: It could have been shot by some hunter as it was
-flying overhead. :’

Teacher: Very good!

Recalling and Inferring Character Traits~

Teach the children the processes assoclated with deter-
mining character trhits at the literal level. Proceed to/
inferr7n9 character traits; relating the process to the's_tory.

The teacher will write some character traits, on the’board
(e.g., gentle, shy, caut‘ious, mean, kind, greedy).

Teacher: 1 ha\}e written some character traits on the

board. Which of these do you tf\ink describe’ how
' Robbie behaved in the story? . -

Maisie: Gentle. . ’ /

Teacher: How can Mteﬂ he was gentle?

Maisie: Because he gently st his hand under the duck

when it was stuck in the ice.

Teacher: What other words describe Robbie?

John:- Cautious. o




Teacher: How can you tell he was cautious?
John: He took up the duck carefully in both hands. -
Martha: Robbie was kind, too.
\a Teacher: How can you tell he was kind?
Martha: He washed off the oil that was on the duck.
F s Teacher: Does someone have another reason?
Tom: He didn't keep the duck when it was time to let
"it go free. ' - .

Teagher: Very good thinking!

Inferring Cause and Effect Relationships:

The teacher will utilize the method outlined for this
= skill in the process approach.” Then the process will be
related to the story.
TFo relate the process to the story, the teacher will
3 B
~write the following sentences on the board:
1. "At sr;himl that day he found it hard to keep his
. ‘mind on his work, and when the three-thirty bell
rang he was the first one out" (PA 23).
2. "Robbie reached for the latch Sf the pen,
hesitated for a,momeng\. then flung it open"
(p. 26). 3 s
Teacher: : Why did Robbie find it hard to keep his mind
on his work? v

Sally: .Because he was th'1.nk1ng about the duck.
« ~

- Teacher: Why was he thinking about the duck?
E Sally: Because when he went to see it that morning it

= hadn't touched the water and corn,

v
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Teacher: Right! Can someone else tell us u little more
about it?

Joe: If it didn't}'{and drink it would die. :

Tom: It would have %o wat;r;;roof its own feathers, too.

Teacher: Why was that important?

Jane: If it didn't get its natural oil back it would

- die. .

Teacher: V;ry good! Now, look at the second seiyt\e\nce.

Can someone tell me what caused Robbie to hesit;hz

for a moment? -

Larry: He was thinking about whether or not he should

let the duck go.

Can you tell me what it was? .

/Larry: He said he would have to let the duck go.
Teacher: Good! So had he already decided to Tet it go?
Larry: Yes. )

Teacher: What was he really thinking about? L

Martha: I think I know. He was thinking about how much

he was gr;ing to miss it because it was 4ike losing a
friend.

« Teacher: That's good thinking.

‘" Teacher: Think back to what his father had said earlier.



Selection #3: Close-up on Bees (pp. 30-35)

Setting the Purposes _for Reading (Part 1):

Teacher: Loak at the headvng on page 30 and the pictures
on page 31. MWhat quest\onsﬁould you like to ask
about bees? o \.

Student questions:

"What arev the two long things on its head?"
“What are the two‘ long things for?"

"How do bees get ne¢tar from flowers?"

Directed Silent Reading (Part 1):

The pupils will read page 30 to see if Ehey can find the

answers to their questions.

Verifying Answers to Pre-Posed Questions (Part 1):

Teach.;_r: What answers did you find?
Maisie: The two long things are feelers.
Joe: They're.called antannae.
Sally: The antannae.are used as ears and nose.
Teacher: Can you tbl1 us a little more about that?
Martha: The bee can smell, hear, bite, and feel with
- them. '
Teacher:. Right! Did anyone find out how bees get the
nectar from flowers? (Pause) Ida, can you tell us?
Ida: A bee uses her tongue like a straw to drink the
nectar.

Teacher: Right!
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Setting the Purposes for Reading (Part 2): 4
Teacher: Look at the heading at the top of page 32.
What questions would you like to ask? '
Student questions: e
"Do bees lay eggs' in the h\"?" , ¥
“How many \{:ees live in a hive?" X
“Where do they put the honey?" ‘ ‘
Directed Silent Reading (Part 2):
' s Have the pupils read page 92 to see’'if they can find the '

answers to their questions.

ot " Verifying Answers to Pre-Posed Questions (Part 2):
Teacher: Tell me the answers you discovered.

Mary: The queen bee lays eggs in the hive.

Maisie: Many bees live in a hive.

Teacher: Right! c;n you tell us approximately how man).'7

Maisie: About eight thousand. ’

N Teacher: That!s.'\r'fght. Now, can someone t,ell me where
they/put,' their honey? (Pause) John, can you tell us? ‘Q

John: It doesn't say.

Teacher: There's one clue about. ho'r?{ey tin the llong -
paragraph. Try to find it. It Should help yop-”
answer the question.

John: It says they build a honeycomb. SB they must put
their honey in a honeycomb. *

Teacher: Very goodl
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Setting the Purposes for Reading (Part 3):

Have the children Yook at the 'two headings on page 34
v,
and develop (predict) questions about what information might
.

follow.

Directed Silent Reading (Part 3): .

Have the pupils read page 34 to see if they can, find the

answers to their questions.

Verifying Answers ‘to Pre-Posed Questions (Part 3:

The teacher will have the pupils give the answers to thg

questions and keep the process active and alive. When nnl)/

partial answers are given, the teacher w1’1'| redirect the.
s/
discussion so that the best possible answers are obtaified

from the information available. o
i . -
Comprehensfon Check:

4 % R - .
Studer‘\'t-?osed Questiops: Give the student an opportunity «

to question the class and have the class supply the answers.

‘The teacher will redirect the discussion when it becomes

necessary.
Fundamental Skill Development: L 8

Recognition of Comparisons: Teach the process approach
to making comparisons by comparing the honeybee.and the
bumblebee. Have the pupils tell ways jn which they are

alike or different. -
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Same Different

1) Both are insdcts. 1) Bumblebees are larger
= and fuzzier.

2) Eat honey. . 2) One stores honey; the

. 4 othef doesn't.
. 3) Bumblebees don't work
. as hard.

4) One's family 50-100
other's family 80,000.
-
cognizing the Main Idea: 4
The teacher will use the procedures previously outlined
for teaching the process approach associated with this skill. «
In the next step, the teacher will utilize the longest
paragraph on page 32 to continue the teaching process. Have *
the pupils go back and re-read the paragraph. Ask the pupils
to ldentify. all of the supporting details. The teacher will
list each of them on the board. After the main idea has Been
determined thr‘ough discussion, the teacher will write it on

the board. #
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Selection #4: Tina's Breakaway (pp. 36-45)

Setting the Purposes for Readingd(Part 1): .

Teacher: Look_at the title on page 36 and the picture
on page 37. What“questions would you Tike to ask
about the-story?

Student questions: f
"What teams were playing?"
"Where were they p‘laying?"

"What is the score?” 5 -

Directed Silent Reading (Part 1):

. . N
Have the students read pages 36 and 37 to find possible
answers.

. . —

Verifying Answers to Pre-Posed Questions (Rart 1):

Teacher: What answers‘d you find? (Pause) Tom, can
you tell us one? -

Tom: They were playing on a dead-end street.

Ieacher:‘ Would‘you like to read the sentence which
tells us this? d

Tom: "She scraped her hockey stick along the sidewalk
as they watc‘wd*th’e boys and girls playing ball
hockey on the quiet, dead-end street." )

“Teacher: Good!

Mary: It doesn't tell what teams were playing.

Maisie: It doesn't tell what the score was either.
\
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Teacher: Maybe we'll find the answers when we read the

next part of the story.

Setting the Purposes for Reading YPart 2): * z *

he missed the ball?" LS ¢
Directed Silent Reading‘ s(Part 2): .

discover the answers.

Teacher: What other questions would you like to ask /
about the next part of the story? .
Student questions:

“What wil) they do now that they have lost the ball?"

¥ "How will &he other children react to George becaus®

The pupils will read pages 38-42 to-see if they can

.

“Verifying Answers to Pre-Posed gue;tions;(ﬂan‘z): g

-

Teacher: What answers did you find? (Pause) Can you

tell us one, Joe? .
Joe: The teams were the‘ Leafs am{ tI:e Canucks.
Maisig: The score was eight to seven for the Canucks.
Jane: At first they nere. angry with George because h
missed the bal]..

\Ieacher: Right! Who wouldi'H_ke to ,‘riead the lines which

tel ‘us this? : 4
. - N
Martha: “"Hey, what do you think you're doing?" safd the
boy.” "You just lost our ball!" . :
Teacher: ry good! What did they do then?” Hom &
- Y 2
\: ~ 5 =
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goe: Tina had a ball so they started to play again.
- Teacher: Right! =
[ -
Setting the Purposes for Reading (Part 3):
Teacher: What questions, would y3u 1ike to ask about
» the rest of the story?
\ v
-Student questions:
"What tedm will win?" 4
7 . ~, ’ o
"Who wlnﬁcore‘ the winhing goal?" .
N . ¥ v o * i '
‘ Directed Silent Reading (Part 3): . i

~

-
Teacher: RBead the rest of the story to see if you can

- * Kl ! find tje'ansuers. .

! Verifying, Answers to Pre-Ppsed’ Questions (Part 3):

Teache

_uhaf answers did you find? (Pause) Sally, ™
. can you tell us one? ’
. - Sally: Tipa scoreduthe winning gua]._‘

Teacher:” Right!

% ‘ " John: The Canucks .won. the game. . .
? Teacher: Gobd! : aw o '
4 . " S
.Comprehension Check:y . “ e .
T - Y -
W . Student-Posed geét!uns:__ Have the students ask questions
L & +
N . and the rest of the class answer them’ -
e N o . /
& . % -~ ke
5 N - -
. ' N 2
i . s
¥ |4 .
."*<
. i -




Fundamental Skill Development

)& 157

Teacher-Posed Questions:

Teacher: At the beginning of the-story, why did Tina
and George feel that ghe other children were

unfriendly? \ R

Tom: Because ghey didn't ask Jina and George to get in
the game. ' .

Teacher: Good! How can you tell they changed their

minds later? :

Maisie: Because they let Tina and George play with them.

Teacher: Why do you think dina was’pleased when one of
““the boys passed the ball to her? . L

Ida: Because she got a breakaway. b

'Teach'gr: Thinlf carefully. It was ?nsc af‘ter‘sne got in

.the game. -

Joe: ;t_made Tina feel she was in the game and part of

the gané,’
° rd £ <
Teacher: Very good!

oo

Recalling Seq‘uence of Events: .

Have the pupils name eight events which occurred in the
iy

‘story.- L¥st them on the board. Have the pupils decide

(through discussion) ‘the order in which they occurred.

’
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Recalling and Inferring Character Traits:

List the foltowing character traits on the board and have

class discuss the .meaning of each:
brave ’ patient
proud intelligent
quick-¢thinking alert
determined | appreciative

Have the sthdents_ locate the following quoted sentences
the story and decide on the best word to match the
racter revealed in the quotation. The pupils must give a

son for their choice of words: N

/1. "It looked like a whole wall)ef players, but

it didn't scare her" (p %

2.7 "As Steve made a stab ... but Tina was ready
for the move" (p. 41).—

. 3. "She_knew .the others would remember it wa

+thi
wit

pic

her idea to put the ska;eboard there" (p 42).

4. "1 J thougnt that if we put it in frogt of
thi orm drain, we wouldn't lose another
ball* (p. 39).

§. "That was a nice shot. Steve." Tina said. e
(p- 40).

6. "lnstead of takin a,‘hard shot, she just pushed
the ball gently ? 45). 5

e .

Inferriing the Main Idea:
More than one téaching period will be required’ to teach *
s skill. The‘aroceduras previously nutlined. starting
h pictures, will be utilized.. The gea:her wﬂ! use the
tures on pages 20, 22, 24, and 27. |

. - |
|
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Proceed to short paragraphs. Duplicate pages from the
social studies-or health text at the grade four level,
omitting the topic sentence. Through discussion, have the
pupils decide on an appropriate topic sentence for each
paragraph. - . & s

Next, the teacher will utilizd newspaper headlines, to
teach the process. At least one examf}vé using a headline
from a sports section should be Incl:med.

Finally,.relate the process to the story. Refer to-thé !

clues in the title. Have the class decide on (through °

discussion) an appropriate headline for this story if it -

were to appear in the sports section of a ne}:.spaper.
7 .

L]
. .
’
~ .

* .
i

§ ‘

. , E i

& t
«< \ ¥’
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Selection #5: Sports to Dream About (pp. 46-51) (

Setting the Purposes for Reading (Part 1):
g

Teacher: Look at the pictures on pages 46 and 47.

What questions would you like to ask?

Student questions:

"Why is the skier using poles?" ° N
. "What kind of skates is the man .wearing?"
] "Why isly bent oveg?" ' : N
il Directed Silent Reading ('Part Ai)i
‘ ) Teacher: Read the captions on pages 46 and 47. See if
'\ you can find the ansgers. i
Verifying Answers to Pre-Posed Questions (Part 1): o
- ‘ Teacher: What answers did you find? (Pause) Ida.‘dld
' you find one? i
S . Ida: The man is wearing special_skate; for speed-skat/ing.
Mary: It doesn't give Ei\e answers to ‘the other questions
but I think the skier is using the poles to help her
Isk1 down, the hill. .
Teacher: How do you think the poles might help her ski
. * down the hi11? \
L Mary: To take the turns faster. ™\ T
Teacher: Ribh‘! Who has another idea? "
“ "' Martha: < To keep her balance. i
3 Teacher: Good! -
-
’ \ -
. - P
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v .
Sally: 1 think, the ‘skater is bent over to help him go
. s
faster. /\\
Teacher: Good thinking! J

. -
Setting the Purposes for Reading (Part 2): .

Teacher: Look at the picturei on'pages 48 and 49.
What questions would you like to ask?
K Student questh;v;s:
"Where is the man®
"What is he doing?"

‘Nhat kind of sport is the woman ta’k\'ng part in2?"
L4

Directed Silent Reading (Part 2):

L]
The teacher will have the pupils read the captions on

pages 48 and 49 to “find possible answers. L4
v

Verifying Answers to Pre-Posed Questions (Part 2): | ~

¢ Teacher: What answers did you discover?
Ida: The man is h\'a g\ym.
Harry: He is doing a flip. 5
. Larry: The woman is doing a high-jump.: ! -

Teacher: Very good! g

Setting the.Purposes W Reading (Part 3):

Teacher: wh.at questions would you like to ask about the

phctures on pages 50vand 517 ) '

- ‘Student questions:
“What is the lady playing?"

-
"What ¥s that on the water back of the swimmer?"
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! Directed Silent. Reading (Part 3):
Teacher: Read the caption‘s onpages 50 and Sl\tu find
poss’lble answers. ’ \’.
Verif;ing Answers to Pre-Posed Questions (Part~3): o
- Teacher: Did you find the answers? .
Fay: Theillady is playing tennis.,
Teacher: Right! . P
'Joe: It doesn t say what is back of the svummer.
Teacher: No, it doesn t. But th{nk about poo'ls where
. swimmers-have races. Do several swimmers race at
the same .thne’l &
Mary Yes. s h
Teacher: Howdo they line up to start theirace'{
Sally: Each(éne gets re;dy in a different lane. -
. Teacher: R)ght So whar"'do you think might be stretched
¥ . along thel' ‘top of the water to divide the lanes? '
John:. Oh, I ghlnk 1 know, it's floats or something like
that. ’ . } -
Teacher: Very go‘udl' e
. Fund tal Skill Deve]opment:’ - .
Identifying and .Inferring Details: Have the pupils §‘tudy. L
the picture o:’ the skier on page 46.
-Teacher: How can you tell she is going fast?
SaTly: The skiis are making- the sno l/ﬂy.
A, : N . . -
Y L /‘" J
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John: She's leaning to one side.

Teacher: Very good!

Have the pupils study the picture of U!e spéed-skater on
page 47.

Teacher: How are his skates different from a hockey
. player's skates? . s

Ann: The b]ad_es are longer and they are }|ot r’oupded on

the front.‘

Teacher: How \can you tell he is moving- fast?

La_rry: He has one skate lifted up and he's Push!ng down v

£ hard with the other. : 1

Teacher:_ Very good! Now, study the picture of the-

gymnast -on page 48. ’

Teacher‘: What special clothing is he wearin‘g?

IL' A sleeve_less shirt and g:ym pants.

Teacher: ‘,Hhat country is he from? .

Maisie: Canada. -« .

Teather: How c-an you_tell he's from Canada?

M‘ai‘sie: There!s a maple leaf on his shirt.

Téacher: Very good! ' .

Have the pupils study the picture of the high-jumper o‘n
page 49. ' ) .

Teacher: Do you think the girl is going up or down? -

Mary: She's going up. /

Teacher: Study her fa. €. What do you'think she's

! feeling? N\



John: She's feeling the strain.
Teacher: Why do you think so?
John: Because she's try¥mg very hard to go over the
bar witkWout touching it.
- ) Teac\er: That's good thinking. ,
“Have the pupils study the picture of t);e tennis player
on page 50. /
. - Teacher: 'Is she right-handed or do you-think she's
lTeft-handed? '
Larry: She's r(ght<lhanded.

4 Teacher: "iiow might her short hair help her?

Martha: It's cooler. .
- ‘ Teacher: Does someone else have another idea?

{ Tom: It won't get in her eyes. )
~—-Teacher: How will that help her? ¢
Tom: She will be able to see the ball h’ener.
T;acher: Very good!

Have the pupils study the picture of the swimmer on page
~" ’

" 51. S
s Mo 4.
B Teacher: Why does the swimmer have hig mouth.open’ in
this way? . R )
Ida: To Help him breathe. %
i
. Teacher: How do you know that he is mov(ng fas}?
Joe: He's stirring up the water.

. Teacher: Good thinking!



.

Inferring Character Traits:

Ask the pupils to come up with physical traits about

themselves such as tal‘l. slim, shorts fat, *thin, and big. ,
Write these on the board. ‘ ‘
Relate the p:o‘cess to the story. Get the pupils to look
scavefully at the picture‘of the speed-skater on page 47.
Through discussion, have them de_terminev which of the traits

listed on the board might apply to the skater. L

Making Comparisons: . v )

Review the process related to this skill. Tnen have the

pupils compare the clothing of the skier and the skater.

.+ Next, have them compare the clothing of the gymnast and the

\
“-high-jumper.
/




’ \
Selection #6: - When the Game is Over (pp. 53-57)
st !

Setting the Purposes for Reading:

Ask the children to l‘n{gine themselves as newspaper olr
‘_T‘il reporters who have.to interview a person who once played
a professional sport énd was a famous star. Have \hem
,, . compose questions wiith would create the most interesting
responses. -
Student questions:
"How long were you a pr‘ufes‘sional playqr?" ¢
“How did you.get stari{ed in your sport?" ‘
“"Have ‘);'oAu ever played other sports?" T
"Why did you like being an athlete?"
"Did yoy have many injuries when you were playing?"

,
"Why did you decide to retire when you did?"

Directed Silent Reading: %
Have the pupils read the whéle selection L?, find out

N
which of thegse g.uestiuns Debbie asked the {ootba” player.
-

Verifying Answers to Pre-Posed Questions: I °

Teacher: Which of your questions did Debbie ask the
. fm;tbﬁll player? x

John: She asked f{Jve of the questions.

Jane: She didn't ask him why he decided to retire.

Teacher: Good! ’
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Comprehension Check:

«*Student-Posed Questions: Have the pupils ask questiuns’

and the rest of the class answer them.

Teacher-Posed Questions: g " -
Teacher: How did Doug get started in fonti:alT?
Ida: He w’as always interested in sports.
Teacher: Can someone give us a little more information
about it? ._‘ 3 ol
Maisie: He played “fontball during high,sghbbl. .
Teacher: Very.good! ’
Teacher: According to Doug, what were the good things
about playing football?
Jane: You travet and meet all sorts of interesting-
people.
Teacher: Can someone tell-us a little more about it?
Tom: He enjoyed the friendship and teamwork.
Teacher: Very good!
Teacher: What are some of t}\e unpleasant things about
playifig football? ’ .
Mary: Training camp can be hard. You have to stay'in
shape.
Teacher: Does someone havk another idea? g
Joe: You might get injured.

Teacher: Right!




Fundamental Skill Development: /
- L L3 - ’

)
’ Recalling and Inferring Cause and-Effect'Relanonships-

Review the process assoc‘lateﬁ with teaching that cause

and effect relatidnships are a c;\a‘ln of events wh|ch are

A
Then re]ate the-process to sentences in the

connected.

L ,ﬁ-.‘ story. Ask the pupids to \lbcate the following sentences in;,
\ v the storys ! N ) /
\L/ "Sports ‘gave’ me determination. | grew'“as a’ persoh,n

1 became more understandfng of other pe6p1e" (p.. 56)
K .Teacher: Read the sentences carefu]ly. § N

Teacher: These sentences refer- to Doug wﬁo ;:an tell
N ° us what made him." gruw",a_s a persqn? (Pause) Can
. * yo‘u tell us, Maisie? Lt
,'Maisie: Sports gave him de‘termina’t‘ium
S Teacher: Right! Nhat causede him to_ become more
'unde'\t‘nding of nwoﬁle?

. Y Ida: He gkew as a pe?_son. i

.Teacher: Ve\\kgoéll . . e

Review ‘the prucess approach to mf'errlng cause and effect

+ relationships. Then write the fo]]nmng sentence on the
board. Have the students read it cavefuld)

"Well, for many people, four years is often a who]e
career, especially in football" (p. 54).

Why do you think Doug felt thahfo‘lrr years

Teacher:
was often a whole career,. especia’l'ly in fuetbal'l'l

1 Jane: Because some players don't- play professionﬂ

football any 19nger than four years,
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Teacher: Right! Why do you t‘n’ink ‘a player m{éh‘t‘ s
retire after four years? R '

Jane: Perhaps he can't play any more because n‘f a

serious injurye.

4 >
\ . Teacher: VYes, that's possible.

Does someone have e
. " another idea? ¥ % :
! '. » Jdan: It's.hsrd onghim. There's lots.of strain and™ = '.
o . pre‘ssure. -After four years hg_ may ‘decide. Ife“has
FE= " had énough. \ ~ . .,
i S;Hy:

As he gets older, he may not be as gnod at it |
and decide H 5 tnne to qun. s

Tea:l(er' Very good th1nk1ng‘( T

) 5
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Vg pages 55 tn 01 to f(nd the answers. ,;‘

. . v
Sele:clen #7: One Good Turn (pp. 58-67)

« Setnng the Purposes for Read‘lng (Part 1):

}che Lao\ at theﬁlicture o(;pages 58 and 59. What
questfons would you like to ask?

'§tudent questions. .
"Hhere are the* :hﬂd[en?" ' -
”\lhat are they doing?"

"Why is the policeman there?
[

'
D!rected SHent Readlng (Part 1) Have the pupilsrread  +
s .

.
. .

Vev\ifying Answers to Pre-Posed Ougsﬂuns (Part 1):

% g Tedcher: What answers did you discover? (Pause) Can

b yhu tell” us‘one. Larry?

. -Larry The children are on a supermarke; parking lot.
1]

Martha N There are po(icemen thgre to make sure that

o E

no cars wou\d get in the way.

Srﬂy.‘ The™ ohildren are golng to ,have a skntehoard

Ssrace. 4 ,J ' * [
‘Tucﬁer " Who wouﬂ er to read, |'1Es which tel]
P us th157 -

< %
+Joe: "AH uf them had skateboards and that wasn't

really strange, because H was the day ‘of

v " » -

Lathhrmge s first skateboud race."
Teacher: ‘Goozf(l .
i o
L% 4T . ‘ : § ,
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’ Setting the Parposes “for Reading (Part 2):
. g
Teacher: What would you like to find out about the
rest l;f the story? .
I
Student questions: i
5§ % "Mﬂl Roll1e try to bump anyone?"
: "Win RolHe try to/ake turns the(way Tracey ‘told
- hin?" y
2 + . - %
. “Who will win the race?" g . R
Directed Silent Reading (Part’2): ) .
")) Teacher: i Read the remainder of the story to find the
’ ) answers. s
R L

Verifying Answérs to Pre- Posel‘uuestions (Part z)

Teacheﬂ What answers did you find? Vet
N E & ,ld‘a: RoHie didn't try to bump anyone i
! Ann: Rollie magmhe turns the way Tracey told hlm
John: - Rollie won the race. AR

‘. B B
‘. Comprehension Check:- “ ,

Yo
Student-Posed Qgest!onr Give the pupils an opportunity
- to ask questions and have the rest of‘the class give the

- tanswers.
B . ¢

Teacher- Posod guest{onk o " Y .
Teacher: M the beginning of the story, what was ' =
Rollie's plan for winning the rnce? /
) ) !
. . !
o . R
§ i




. He was’going to bump .anyone who started to pass
him. . o

feacher: What was Tnacey's _p]an for skateboérding?

Maisie: To be .fast and smart. k

Teacher: What squest1ons or ‘advice did Tracey give

. Rollie wh1ch hel.ped him take the sharp turns‘l

Larry: She told hismsot to stand up too straight. -

Mary: She told him to bend his‘knees and lean into the

. turn.
Joe: 'She told him to relax, stay loose. ' ™~
Teacher: Very goodM ) o “

Teacher: Why do you think Rollie dec1ded.n0\‘. to bump

‘ anyone in the race? '

\Sally He wanted ‘to w1n so he dec!qed t fp\'low Tracey's
ndvice I &

Teacher: VYes, but was he sure that he wodld win by
fqllowtng Tracey' s, p]an? 'Y

Ann: No. ~ [

Teacher: Why, then, did he decide to do At her way?

Sarah: If hé bumped the uthe’r!. he might have won the
the race but he ‘wouldn't have any friends left.

Teacher: " Very good! Why do you think he would have

ot hig friends? ' L Y -

Harry Bumping anyone who started to pass him was a *
dircyjuy of trying tp win the race, &

Teacher: Right! )

Y s ! . \
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Have the p:&”s name eight events which occurred in the

Fundamental Skill Development:

Re::'alling Sequence of Events:

story. Throughg€lays disiussior}, have 'them decide o? the

, order in which the events occurred in the skury.
Pl

/ d ] n/>.

-
Inferring Sequence of Ewents:

™ Review the process associated with‘teaching this skill.
. T,hgn relate the process to the story. Based on the events
which occurred in the story, have t.he pupils predict.at least ‘
two ‘events which .might have uccurred after the story. Through ,_‘,J
discussion have the pupils dgcide the ﬂrder in which they may /q
have occurred. . / =
3 . . . R H
3 *  Recalling Character Traits: L\
Write the following physical traits on the board: \‘.~ 3
» W
' stocky . thin 4
\ Tanky big
: strong il - stout
b dumpy tough -
Fa - Have the class discus he meaning of each.
- Relate the p;'ocess tq the story by having the children
decide which_of these wor(s are used to reveal Rollie's %
sical traits. * o
-
Inferring Comparisops: .
Have the .pupils make inferences rn a race they have taken
part in or seen in co}‘npa‘ison to the skateb;urd race in the
@ 3 . .
; b Y s
Y \ ,
‘8
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story. Gu’!ding quest'ovls should include the fol!owi‘ng:
1) Who races? 2
2)- How do they race? - : 7

_Where do they race? e

‘4) do they use when raclng? ‘ .
E
Inf

Review the process associated vrith3teaéh1n9 this skill,

utilizing a_headline from the sports section of a newspaper

Relate the .process to tKj story in the reader Refer

to the clue“in the title. Through discussion have tp’e]c’lass

decide on an appropriate heading for the story, if .it were

“to appear in the sports section of a newspaper.

. 4% I Ve " "

! . EN
. ~’\‘.‘
4 A .
-
e
; /
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4
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. Selection #8: Blue Mogse {pp. ‘70-79)
p .
! Setting the .Purpose for Reading (Par: 1z ’

Teacher: Look at the pictu-’e on pages 70 and 71. What®
qu;::stions would you like to ask?
Student questions:
"Who is the man?"

& : "What kind -of building is that?"

~ “"Why is the moose there?"
; “Why is the rabbit tRere?" ¢ ’
¥ ] - .
¢ 3
Directed Silent Reading (Part 1): |

. . Have the pupils read pages 70 and 71 to find the answers.

B

~ Verifying Answers to Pre-Posed Questions (Part 1):

Teach;.r: What ansi‘ters :ﬂd you }imﬂ .
Sally: The bu(l&ing is a restaurant.
¢ John: The man is Mr. Breton.
Maisie: Sometimes rabbits.came out of the woodr to
watch Mrl Breton.
Tom: It d’ovesn't say why the moose was there. X
¥, Teacher: Right! Maybef‘we‘wﬂ'l fin he answer in (\e
next part of the story. : \

P,
Setting the Purpose *for Reading (Part 2): <
v
Teacher: ka \a he picture on page 73. What questions
g wout® you like to ask?



Student questions:

"How did the moose get in the kitchen?®

, "What is he drinking?"”

Directed Silent Reading (Part 2):
Have the pupils read pages 72 and 73 to find t
R

: . [ 4
Verifying Answers to Pre-Posed Questions (Part 2):

Tedcher: Tell us the answers you discovered. (Pause)
™ larry, can you tell us :)ne? ) .

Larry: The moose walked into the kitchen.

Teacher: Right! .

John: The moose was drinking coffee.

Martha: Now I know why the moose was there. He wanted

/
to go into the kitchemto get warm.
Teacher: Good! Hho‘ wou}d like to read the tsentences =
which tell us this?, o~
Y - " Ida: "Do you mind ifel come in and get warm?" said the ,
. moose. "I'm just about frozem"
Teacher: Very good! weall 4

Setting th! Purposes for Reading (Part 3): L
. ' Teacher: Look at the picture on pages 74 and 75. What

questionslwuuld you like to ask?'
[

Student questions: [}
. . "What is the moose doing?"

"Why didn't the people run away?"

"What does the moose have on the top of his horns?"
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j/D‘lrected Silent Reading Part 3): .

R
Have the pupils read pages 74-77 to find the answers.

2
.

Verifying Answers to Pre-Posed Questions (Part 3):
Teacher:

What answers did you Find?
Jane: “The moose ‘is serving -the people in the restaurant.

Joe: The peo'pl'e didn't run away because they were too

N surprised.

Miry: The moose flas bowls of clam chowder on ‘:hg top of
its horns.

Teacher: Right! b

Setting the Purposes for.Reading (Part 4):

Teacher: What questiong w?uld you lne to ask abouvt the
“ remainder of -the story?

Studeni questions:

"Wi11l the moose stay with Mr. Breton-all winter?"

"Will the moose go back into the woods again?" -

.

"Wi11 the moose’ come back to the rastaurant again?" .

Directed Silent Reading (Part 4):

Have the pupils read the remainder of the story to find
the ‘answers to their questions.

Verifying Answers to Pre-Posed Questions (Part 4).'

+ Teacher: What answers did you find?
. :

B -
Sarah:, The moose stayed with Mr. Breton cll‘ winter®
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Harry: The moose decided to go back/into the woods to hd

visit his uncle.
Jane: The moose planned to come back“to the restaurant.

Teacher: Right! v
Comprehension Check:

Vs‘tnder{t—Posed Questions:
Give the students an opportunity to question the class

and have the class supply the/answers.

Teacher-Posed gu‘esﬁons:

Teacher: Where did the story “ta\[(e place? ) )

Sally: On the edge of the bl’g wu;ds.

Tea’cher: Why did Mr. Breton §u out hehird his house
er'y morning? .

Harry: To get firewood.

Teachar: - ﬁhy did the moose sit down near the stove?

‘)ﬁ!." He sat there to warm himself.

Teacher:: Why were the people from \‘.owln surprised to

I~ see the moose?

. e

Ida: Because he was in the restaurant

Teacher: th did that gu?prisg them? .

lenn They were surprised beéause you don' t usually see "
. a-moose in. a resoaurant T X

Teacher: Right! i W R . iy "

,TeaEhér:" How' can yoh"'t‘en'that Mr. Breton was”surr,); that

the moose was.leaving? =~ B i

o
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Martha: He said that he would miss the moose.’,

Tom:" He wanted to know if the moose would ever, come
back again.

Teacher: Very good! . Fe s
.

Fundamental Skill Development: ’ ¢

Identifying and Inferring Details:

.
" Have the pupils teU\)hum each of the following sen.ences

refers to (McInnes, Wheatley, Blackburn, Houghton, & Welland,
s ¢

1978):

1) had a little restaurant on the edge of the
woods . ) o )

2) stood in the yard looking at the back door.

23) ate,seventeen bowls of clam chowder.

4) were surprised to see the néw waiter.

5) suggested gingerbread for dessert.

i 6) walked away on snowshoes.
’ 7) ; sat outside without a coat on. 7
9)" packed parcels of food. =
“10) said he would send a postcard. (p. 108)

"‘Ma}a/t e pupils tell all the things the moose did that

\uu/a."fferen fro wha\t. a_ll,orﬂnary-moose might *do.

‘Recd1ling Sequence of Events:

Havk the pupils name ten “vents whjich occurred in the
story and tﬁrnugh discussion, decide on the order in which

. they occurred. ! '




... Inferring § of Events: 5 .

& ' Review the process associated with teaching th\s skill.

Tnen relate the process to the story Have the” pupHs predict

at least two events which might ha&a occurred after the story

. and decidp the order in which they may have uccurred
J '
-
o ‘ ¥
. '

o



Selection #9: Supertalk Calling Milkman (pp. 80-93)

.

Setting the Purposes for Reading (Part 1):

Teacher: Look &t thg pictur(ﬁn pages 80 and 81. .What -
questions would you like to ask?
Student questions: - s N
“"What is the boy's name?" . b W
"What is he doing?" %
"What is that inside the mHk‘ box2?*"
f T “"Who put it there?"
)

Directed Silent Reading (Part 1): St

Have the pupils read pagesQ and 81 to’ find the answers.

Verifying Answers tg Pre-Posed guzstions_(Part )%
Teacher: What «:‘nsweri_did you find? (Pduse) Martha,
’ what ansv;r did you f(nd?.
= Martha: The boy's name is Frank. . 4

John: He is looking inside the milk box.

Maisie: There's a note and a walkie-talkie inside tlhe e
milk box. |
;8 ) Teacher: Rightl‘ Mho would 1ike td read the sentences * N
R which tell us this? s

Maisie: "When he upénéd the milk box again and<looked

N ’ ooné‘fuT'I:y. Frnank foung a plece of paper wi‘th some
B (X

writing on it." ’ %




.

(e Teacher: . Yes, this sentence telis us ‘there was a note =
1r; the milk box. Who wou1d er to read the
sentence which tells that there was a.walkie-talkie
in the ‘milk box? s, 7 -

’ Jane: "Naw I.krfow." Frank said, excited. ™It's not
Just a radio. It's a walkie-talkie."

Ida: It doesn't say who put it there. )
- . Teﬂcher: That's right. Perhaps we wi]l find out when

.
we (ead the next part of @he story / ¥ . '3

Setting thel’Purposes for Readmg (Parm?) A7 ; B
- « Teacher: Look at the ;_Hcture on pages 82 and 83. »w‘hat
questions would yéu like to ask?
Student questions: i LN
“Who is the girl?"
"Nhy is Frank point{?g to the*note?"

= -"Ni11 anyone call on the walkie-talkie?"
g P

-
Directed Silent Reading (Part 2):

'H_ave pupils read pages 82 to 85 to find the answers.
2 iy

) Verifying Answers to PFe-Posed Questions (Part 2):
. £
/ Teacher: What answers ‘¢1d you find? (Pauge) Can yol

tell us cne.‘daﬂ

Joe:” The girl is Frank's sister. i \

\ . Miry: " Her name &s Sandy. i - '
w2 Larry: Frank is shn:«‘ing her the note a’nd telling hev‘*
what he’hud figured out. v : !




\

Sarah: Someone cp\igd on the walkie-talkie.’

Teacher: Right! : T

Settinq the Purpnseé for Readmg (Part 3: Y

Have the pup\ls Took at the picture on pages 86 and 87

Get them to pose questions about \‘.he next part of the story.

Student questmns . :

-

" ;qu] Superta'lk call again?"

o

"Where are they gmng?" ) . v Ve D

"Why are they running?" -

~ . '
Directed Silent Reading (Part 3):

P
Jeacher: Read pages 86 and 87 to find the anéwers..

)

e L
) - < E— AW g
Verifying Answers to Pre-Posed Questions (Part. 3) T
/
Teacher: What:answers did you find? . "
s /i L :
Jane: Supertalk called Frank fagain. A g
Teacher: Right! Who would Ljke to read the line which 1,
tells what Supertalk said when he called?, s
. 1 5 ol /’0
Joe: "MAYDAY ... MILKMAN - FRANK weo HELR . .u" i .
* Teacher.:\ Goddl Who can te” u§ the answer9 to the
“ .
X other questions? ; e < ) -
“Ann:l They are going, to ap’rtment\'ﬂné. ).‘ .
o .
- Harryr -They are qunning because Supertalk said there- ..~ y
- 7 SR g
was an emergency. - . 9 *; * & 5
Teacher: Vgry qgacdl™ - 7 DU G . T
. “ @ < v *
- i
N ' tl ' 1
. £ *
¢ S .
F o . o~
v * ”.\- & . ¥ s
- x " e : R
o wh e
w L R TR,
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1
Setting the Purposes for Reading (Part-

4): -

Tgacher:_ Look at th;a picture on pages 88 and 89.

) What questions would you like to ask?
Student questions: < .
"Who is the boy in the wheelchair?" .

"Why is the woman on the floor?"

"How will 'Fra_nk and .Sandy help

X [
Dir:cted Silent Reading (Rart 4):

Have _Eh‘e' pupils read pages 88 and

", Verifying Aniwers to Pre-Posed @estiou‘s (Part 4):

them?"

90 to find the answers.

Teacher: What answers did you fin

—d7d you find one? '
Sally: The boy in the wheelchair
| Teacher: Who would like toiread t
' tells us this? oo

5 i
Sally: “Jim," the woman called'as
\ :

d? (Pause) Sally,

“

is. Jim:

\
he sentences that

her eyes opened wide

and she saw the smoke. "Are you all r1ght’i"

 Teacher: Good! \

Martha: The woman is on the floor because she is hurt.
_—

Tom: Sandy and Frank helped the woman tp stand.

Ida: -Sandy helped the woman get through the smoke and

out the door.

Larry:. Frank pushed Supertalk's wheelchair.

Teacher: ' Very good!




.

Setting the Purposes for Reading (Part 5

Teacher: What questions would you like to ask about the —

remainder of the story?

Student qaestions:

"Why did someone put 1: there?"

"How did the fire star‘t7“ > =

. Directed Silent Readlng (Part 5)

Teacher: Read the rest of the stury to, find the answers.

»

Verifying Answers to Pre Pcsed q_estwns (Part 5)4

Teacher: What answers did you d1scover7

Joe: Jim put the note and walkie-talkie in the milk box.

185

i "Nho put the note and walkie- ta'lkie |n the milk box""

Harry: The fire started when the curtain caug'hy‘. fire.

Teacher: VYes, the curtain caught fire, but didn't the

the fire start omewhere else?

No response.

L]

Teacher: Think uf what Jim's mother was dning when she

got the shock.

Harry: She was ‘trying to fix the stove.

Teacher: If éhe was trying to fix it, what does this

*tell us about the stove?

Harry: There was something wrong with it.

Teacher: Nhaf then, do you think actually happened?

Harry: Some.part of the stave/caught fire when. she was

trying to fix it.




, " .

“acher: Very gooé! Who would like to vead the H’né;
which tell the whoi‘e" prbbfem st}rted with the stove?
Ida: "It was.jusbthe electric stove. The huil;iing
isn't on fire." ’ X
. "I was fixing.the thing," Sufertalk's mother tn‘ld
‘one af')the‘firemem "‘I felt»,;h_e shock and ‘that's

all I know." F ol . ‘

Teacher Very good!

Comprehension Check:

S Student Posed uestions e
Give the pupils an opportunity to ask questions and have
the class answer them. Encourage the use of "why¥ or "how"

types of qhestions.

Teacher:Posed Questions: . .
Teacher: How was Frank able to figure out that Supertalk
Tived in the same building that Frank lived in?.

Mary: Supertalk gave him a &lue. =
“Teacher: What was the clue?

Mary: He said he lived high up in a square mpuntain.‘
Teacher: 1In what way was this a clue? '

Mary: ,If he lived high up, he couldn' be Mving fn a
N .

= one story house. ="
Teacher:  Good thihkingl Can someone give Us a little

more information about the,Alue‘l

- . A
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- Harry: The squire mountain was the apartment building

because it whs sort of square shaped and big and

high 1ike a mountain.
Teac‘her: Very‘géod' =
Teacher How can you -tell that Jim had not made many’
= friends \befure he met Frank? o * \
-— -— Tom: He-wished Frank was his friend. That'was the
4 . . first pérson he ever said that about
\Teacher: Right! What other clue 1s given in the story?
JMay‘t‘ha: Ne;ar the end ofThe story, J‘!m s mother said
Jim.was rea:jy to make friends now.

- ™ Teacher: Goodl-

Fundamental Skifl Develugment: . s ] /=

Recaning and Inferring Details:

List the followlng ‘words on the board and have the, class

. _discuss. the meaning of each: : -
happy - excited * worried \
surprised sa frustrated- \
relieved - puzzled + catm \

v Have the class find the,fu]lo;ﬂng sentences in the story and

decide the word from the I_ist which best describes the
character's fe:'l—hgs. Before deciding, the pupils may ha:l—;
to‘r‘ead the sentences in the story wh|ch.c0me before or afger
the' sentefice given. The pupils ' must tell [mw‘ the}'- reasoned

to get the answers:
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- "Now I know," g w v (P 188)

2. "I'11 never be able to learn all this,/.,Frank said
as he looked at the walkie-talkie (pF

3. A square mountain!" . . . (p. 85). (
~ 4, "Darn‘ it, Sandy," . .” . (p. 86). ’

5. "ij," the woman called . . .(p. 88).

T6. “In here, Frank," Supe‘rt‘a‘]k called (p. 88).

7. "Ves, Mom, I'm right here," . . I (p. 88).

8 "What's wrung vnth your legsl" Frank a.skedv‘

Supertalk .(p. G g i
9. “i'm not very buod at playing," .”. . (p. 92).
10, "Neat-01" . - .'(p.‘ga).‘ - ) H

Write the, followihg sentences on the board. -Through

discussion, have the pupils determine _wh‘at is meant by each.

"My ‘leds-don't_work too weH 1 quesr‘thw =
' were short of the raght pieces when I was . .
being ‘made,"-. . . (p. 91). & g

Have theniwe a reason for each answer:

Recalling Cause and Effect Relationsh1g§:

Let the children seé again "that events or happenings may
lead t;r(cause) other 'events!or happening's. Each "ef.fect“_.
in turn becomes the "cause" of the hext event. For e;ampla.
if the roadv is icy and~slip£uery (event‘l). this could lead to
(cause) your fall’{ng;do’wn (e‘vent 2), which could lead "to

(cause) a broken-leg (event 3), which could Tead to (cause)

.ydur going to hospitai (event 4), which could lead to (cause) .

your missing some "school work (event 5).

©
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" . Causg ’ : Effect \ - .
Road is icy and sl'ipper"y You fall down

You fall down d -You break a leg
You break a leg . . . You go to hospital
o -~ .2 You go .to hospital \ You. miss some scho.ol work
y v e Rela‘tg the process ‘to thé'sturx, utilizing the following
sentences: . . o : W
Superta'lk"g mother wasv'fixing.the e]e’ctr!c‘ st'avel“ ’
She felt an electric shock.
It threw her across the broom. |

She bumbed her head on the wall.

o sl v -

She fell—to the floor. - ' A

Inferring Cause and Effect Relationships: -
—————————Have-the-students—took at-something—that—has happened and——

~mask- them what' they think has caused it.

'éxqmple: Willie ran jinto the house because . . . . . 2
Re]ate‘,"this process to'the stury‘ by having the students

hmk at ‘edch "result" and tell what they think has caused

nns ) i C j -

1. Frank was puzzled when he opened the mHk box
because

2. Sandy told Frank about .the cnde used on CB radio
bacause . .

aa."VSupertu’lk told Frank where he 1ived because e

3. Erank listened.to ‘the' uthsr children's’ voices o
ecause . . . . ,
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- Selection #10: The Golden Key (pp. 94-108) ;o f .
“Setting the Purposes for Reading (Part 1): [\ -
c v >

/Have the pupils read the title and look at the picture

on page §4. “Ask .them to pose questions’ about the ‘story.

Student questions: ; -

"What is the key for?" - o

' o "What ‘'does it look like?"

_ "Where is the house located?" \

Dibected Silent Reading (Part 1)

e
Ask the pupils to read pages 94-97 "to find the answers.

% )¢
Verifying Answers to Pre-Posed Questions (_Part 1):

. : Teacher: What answers did you find? (Pausei Jane, : -

can you te]i"nxié"ciﬁe7 .

Jane: The hD;.ISE was located on ch‘e Bay of Fundy.

Teacher: Right! Tt N ”

Sally: The key was shiny and gold..

,Teacher: Good! What else did you find out about the

* key? o ' P v I

v Maisie: It was ‘bjg and old fasMnneE{. i

Joe: It had'a ’Iarge,'rou_nd handle on;mv T y

‘. Mary: It doesp't tell us What the key /tl_ﬂ_s{lir, LI >y

. . Teach‘er: ‘I‘thtl Perhaps we will ‘Hnd, qt wh\énvwé

read anothér part of the story.
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s for Reading (Part 2

Teacher: Look at the picture on page 97. Lihét §
questions- would yau like to ask?

_—

Student quest‘ions:

"Nhn put the key in the sack?"

T tWhatwinl- Barry do with it?"
Wi he find a lock that it fits?"

e

irected Sitent Read|ng Part’ 2 . PG

Have the students-read pages 98-102. to find the answers.

Verifying Answers to Pre-Posed 0uest10n§ (Part 2): C

Teacher: What answers'did you find? (Pause) Martha,
riid you find an answer? B

Martha: He took "the ke up to-the third floor.

Jane: Now I know wha he key was for It fitted a
_lock on one .of th oors on the th1rd floor.

- Barry used it to open the door gv

Teacher: Right! /j

John: It doesn"t te?u/s—;hn put the key in the sack. -

Teacher: Maybe we will find out when we read. another
.part of the story. b ’ )

i

Setting the Purposés for Reading (Part 3):

Teacher: Look at th

1&ture on page 103. What

questions wWould you l1ike to ask?



o -
Student questions:
"Where are they going?"
“Where d‘N grandfather gét the key?" 3

?
Directed Silent Reaqu (Part 3):
Teacher Read pages 103 to UNTlL TOMORRUN on page 106 ) 3

to fmd the answe(s " N

Ver\fy(ng A'nswer\‘s to Pre- Posed Questions (Part 3): - _ad :
Teagher: ' What answers did you discover? R ;‘«"j__ .
Sarah: _They—t:lgre gaing up tjo .the room“on the t 'rdffl’;‘ar.

; | i locks in

Ida: The grandparents had d key tg fit all ti

the house. : _
Teacher Right! Who would like to read the lines which

_ tell us this? . 3 \{‘ . /w
arry’ other [

"I'1Tget the master key," Barry's grandmoth

_ John:
said. "We'll need it if the door is -locked."
Teacher: Very good! - 4 o 5 B
Setting the Purpvoses for Reading (Part4): _.' ;’
Teacher: What questions woulld you like to ask about the ) 5
gest of the story? T s
Student questions: )
" i "ﬁho was the boy that~3arry saw on the third floor?"
! LR R Barry meet him agahﬂ” —_— o
"When wi'l'l the MacTaggarts arrive?”
|
R



Directed Silent Reading (Part 4)
2 Teacher:
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Read the remainder of the story to find the
answers to your questions

Verifying Answers to Pre-Posed Questions (Part 4):
Teacher:

What answers did you find?
 John:

The boy was. James MacTagqart
Lgrry:_

The MacTagguts arrived the next marnihg
‘Ann:. Barry met James again whep the’ MacTaggar‘ts
arrived. “
\ . Teacher: - nght_! Now, whom do you think put the key
; Ao in the sack? " p
\ X, -
7 | ?éacher Why dp you think this?
J;:.-)m: Because he wanted Barry to meet him in the room
) ; upstairs.
i . 2 Teacher:

How can you tell this?
; John: When Barry unlocked the door, James was wajting
Q . inside the room
° Teacher: .

Very good thinking!

_Comprehension Check.:
Student-Posed Questiors:

e i h
“et the students ask ”why"‘or "how" types of questions
and have the class answér them

|




Tedcher-Posed Questions:

Teache! What part of the house looked like unblinking

eyes?
Tom: " The windows.
Teacher: Right! In*what ways were they like éyes?
i . Tom: Their trims were white and they looked out to sea.
..‘Teacher: * Good! Now, |;| what way were ‘they unb]inkjng7
No response. __——- - )
Teacher: MWhat does the word "uﬁ'h]lnking"‘ mean? * .

Ida:” It means not closing and opening your-eyes like
° you do most of the time. .
Martha: The windows were like that, like they were just

staring.

* il rTeacher: Very guu&! . .

Teacher: Whom do y?ul think w{*’ote UNTIL TOMORROW on the
board?

Larry: James.

v ) Teacher: Why do you think H:'was James?,

W B Larry: James was still in the room when Barry ran
downstairs. When'Barry went back to the room UNTIL
TOMORROW was written on the board.

Teacher: Right! Why do you think James wrote tMs‘on

. the board?

Martha: :!ames wanted to ]et Barry know that he would
see him again the next day.‘ U

:reacher: Yev'y-- good !




Teacher: In ant season do you think the story took

a
place?
Sally: Summer. ~
- : {
Teacher:  Why do you think it was in the summer? /‘
Sally: It say?\the grandparents went down to opef the ~
‘ - v I+
summer house. - o i = (

tTeacher: Right! Does someone have another reason which
makes you think it was summer? ’ . u
Joe: It was'supposed to be a summer holiday for Barry.

Teacher: “Very good! ) —

Fundimental Skill Development: e =

Recalling Cause and Effect Relationships:

Write the following sentences by MclInnes, Wheatley,
Blackburn, Houghton, and-Welland (1978) ‘on the board and haye a

the c'lass decide through discussion whvch part is :he "cause"
and which part is the "effect" in each sentence < g
1. ’ ge door was locked so Barr_y tried the golden
2. Since Barry didn't know how the strange boy got
into the house, he was scared.

3. Barry slept-badly that night because he kept .
dreaming of .the boy he had met in the room. v i .

4. Mc. Mactaggart wanted Barry to meet his son so k )
Barry walked over and looked in. the car. : ’\‘-

5. Barry expected the room to be'empty and as a
result he jumped when he heard the boy's voice. 4 v

6. Barry was always in their way, th’ere‘fure his N
grantparents told him tn go and p]ay on the " g
beach. "(p. 125)



et &

Inferring’ Cause and Effecuela“tionships:

firite the following sentences on the gpar'd.' Have

. b
. each ”effect" in each sentence: - | Iy .
LR "'B&r‘ry didn't IPke ‘the 1daa of spending the ',
f summer at the.Bay uf Fundy because ..,
. ol . '
Sl T Te 2. Barry wondered what was on the third f'lnor Y !
2 . - bdcause . T 3 :
¢ Gy B
¢ 3. Barry was caut1ous wnen he opened the Jlocked - . 5
K »dbor-because o T

/ Barry was comen he met the boy in the - .

room on the third f’lonr because . . . .« R
f— - ‘V. I i L g,
N - - . & .
T
’ - . e !
- ¢ L -‘ i ) . X
« g s A [
~ | Soa J .
g ® 5 LT ,

Lk .. 4
L > - - . 7 ¢ g
. a— N ~ P
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Sélpctien #11: A Fish Tale (pp. 109-119) .
.

';sutlng the Purposes for Reading (Part 1):
. Write the title on the board. Have the pupils-pose
{questions they wguld Tike to ask just from the ti¥ie\aione.

.Stuﬂent questions.:
"Who went fishing?"
|, "Where did they go fishing?"
"What kind of® fish did they t:att:h?"I
. i

- .Directed Silent Reading (Part 1):
Pf}ve the pupils read pages 109-114 to-find the answers.

erifying Answers to Pre-Posed Questions (Part 1):

¥
" Teacher: What answers did you find? (Pause) Can you

tell us. one, Maisie? E
Maisie: William and his crew used >to g0 fi;hinq.
* La_v;ry: They"would catch codfish. :
Ida: They went outside Herring Harhou‘r. abo\ft thirty
kilometres off shore to fish. .
Teacher: Who would like to read the sentence which
. ! ~tells where they went to fish? i )
John: ‘'Every day, William would go out with a crew of ,‘2.

s two (plus a cook) and fish abou\e@ty kilometres
. v

of f shore." °

\:{e‘ache!‘.: Gdod !



>
¥ Setting the Purposes for Reading (Part 2):

Teacher: What questions.would you like to ask about
- ' the remainder of the story?
Student qu‘estions-:‘
"What was Elizabeth's secret?"
= 4 “What will Js'he'do with the two ‘coils of rope?"
"Will they get a boat-load of fish L‘o gake to
vle.. John's?"

g Directed Silent Reading (Part 2):

Have the students read the rest of the story to.find the
» answers_to their questions. .
grs.

“ . J
Verifying Answers to Pre-Posed Quéstions (Part 2):

g Teacher: What answers did you find?
Joe: They got the boat-load of fish to take to
St. John's: x

Mary: Elizabeth used the rope to make lines in the
house to hang the fish on.

Tom: Her se'cre‘t was a plan forc°drying tvge fish.

'[eacher:’ R’ight! whpt was this plan? ’

Tom: She decided to‘ hang the fish in the house and/dry
them by lighting fires fn the stoves. .

, Teacher: Very good!

A
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Comprehension Check: ) : . _

Student-Posed Questions:
Give the pupils an opportunity to ask "why" or “how"

types of que‘stions and have the class answer them.

' Teacher-Posed Questions:
Teacher: Aftér Elizabeth told William her secret, why

did they both laugh? (Pause) "Harry, can you tell

us? " ! N

Harry: It was a funny idea.

vaeacher: 'Can‘ you ‘explain what you mean?'

“Harry: They hadn't tried to dry fish that way before. !
Usuaily they dried the fish in ch’e sun.

Teacher: Very good! ‘7

Teacher: The kitchen looked like an upside-down
underwater world. Can »yo‘u explain why?

No response.

Teacher: What was in the kitchen that made it Took
Tike an underwater world? : =

Ann: The fish.

Teacher: Right! s -
Martha: It looked upside down because each fish was o
upside down. I.t was 'pinned by its tail to the rope.
Teacher: Very good! .
y ' -
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Fundamental Skill Development: .

Recalling Sequence of Events:

Think of the sélectinn as H\ree‘parts --Part 1, pages
109-112; Part 2, pages 113-114; Part 3, pages 114-119. For
-each part, have tﬁe class decide on thle order in which the
events listed by McInnes, Wheatley, Blackburn, Houghto_n.rand
Welland (1978), happened in the story.

Part 1 i
William told E'Iizu\beth to dry the fish..
The wind died down and William went out fishing.
.. It started to rafin.

William said they should go to St. John's'with a.
boatload of fish to sell.

William didn!t think the fish would dry in time to '
take them to”St. Joh
4

Part 2
v ~
.She fetched two coils of rope from the shed.

She told young Jlm her plan and asked him to help
her.

Elizabeth put on her sweater and rubber boots.
She chopped nn,enormoué pile of kindling.

She got tools and left them in the porch.
N i . G
Part 3

Jim and Elizabeth hung ‘the wet cod all over the
house with clothes pins. 25

The fish dried,
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They bought all the tMv;gs they needed.

They 1it fires in all the stoves. m

Elizabeth and William sold 'the fish for a good price

(p. 133)

Inferring Sequence of Events:

Review the process assné‘l_ated with teaching this skill.

Then have the pup.i]s prédict at least two evenés which ﬁight‘

have occurred before the stpry and decide the order h| which

they may have occurred. _\

* Recalling-and Inferring Cause and Effect Relationships:

Get the class to decide what caused each "effect” in the

following: ¥,

1. Eldzabeth and NllHam would need help to sail the
ship to St. Jokin's because .

2. The people of Herring Harbour stored the half- dry
fish in the sheds because .

3. Elizabeth chopped an enormous pile of kindling
because . 3

4. It was important for Elizabeth and william to get
a full boat-load of fish because . .

5.

They made two lists of tﬁings to buy because .
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_ _Selection *#1%: Stamps Talk (pp. 120-123)

Setting the Purposes for Reading: L 5
. Write the title on the boa}'d. Hayé the pupils pose B

:]uestions they'would like to ask just from the title alone. ’ ®
Student questions:

"Is,the story about Canadian stamps?

_ "How can stamps talk?"
"b(hat can they -tell you?" - .

Directed Silent Reading:

\ Teacher: Read pages 120-123 to find the answers.

Verifying Answers to Pre-Posed Questions:

Teacher: What answers did you d!si:nver?
. Sarsh: The story is about Canadh; stamps and stamps of
othgr countries too.
Teacher: Can you name some of the other countries?
“sarah: The United States, Portugal, New Zeh‘and and .
Angola.

Teacher: Hav"ry. how can stamps talk? f

Harr&: By what is-on them. )
Teacher: Can you explain what_ynu mean?
4Har‘ry: The name of the r.otmtry is written on them, and
the picture may give you an idea abopt the country. °~
Teacher: Right! Can anyone tell us soge other thing

that stamps tell you?



r

Maisierz They tell you about events and fﬁmnus_ people.

John: You see people at work, at school and at play.

Joe: They can tell you about 'wh‘at other cnildren read.

Mary: YOu'll see trees, animals, birds and fish.

Jane: You élan"colle;t stamps. around your special
interest a.r hobby. t

Teacher: Very good!
ey
Fundamental Skill Development: V .

Inferring Details: .
Have the pupils infer getails from particular stamps and

in each case give a reason for the inference.

c 1. The type of commumty portrayed by the
% first stamp on page 120

"2, The event portrayed by the first stamp
on page 121.

3. Hhev‘e the children are on the New
Sealand Day stamp on page 122.

-

The' title of the story. represented
by the stamp from Poland Jon page 122,

5. The type of activity portrayed by the
last stamp on page 123.

Inferring the Main ldea: )

Omit the first sentence (the main idea) in the following
story and give each pupil a dub"llcated copy. The teacher and
-pupils. wiell read it orally together:



. Minter Fun

In winter there is plenty of outdoor
fun for most Newfoundland children. They .
build snow forts and snow houses in the
deep tightly-packed snow. On snowy days o
*some like to run and jump in the hugs
snowdrifts. - Sometimes boys and girls
Tove to speed down a snow-covered hNL~
on their sleighs.. Skiing is exciting too
for some children. When the ice is thick ~_ .
and" safe, many take to the ponds for ice- .” e
fishing or skating. Sometimes they énjoy .
skidoo rides on paths or trails through I )
the thick woods. Is it any wonder 3
Newfnundland children anxiously await the
coming of winter?

.Utilizing the clues in the title and the information in
the passage, have the pupils identify the relevant-details. -
"1. Who is the story about? .

2.. When does the story take .place?

3. Where does the story take place? .

4. ﬁhat do me children do to.enjoy themselves? i

Through discussion have the class decide on a summary B
sentence apérnpriate for the beginning of the story.

Relate the process to the article “"Stamp Talk". Utilizing

the clue'in the title and relevant details in the article,

have the class infer the main idea.. @ 3

~

RS
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' Selection #13: A11 About. Horses (] 126-131)

~ N Setting the Purposes for Reading:

Teacher: Look at the title on page 126 and the diagram
on pa‘ge 127. What questions would you like to ask? -
Student questions: ) ’
"b!hat' kind of horses is -the glossary about?"
"; f "What are the reins o:n a horse for?"

"What are the stirrups ?or?" < =

s . Directed Silent Reading: .
Have thé students read the entries in the glossary to

find possible answers to their questions.
¢ : )
__Verifying Ansuers to Pre-Posed Questjons:

Teacher: What answer, d you find? '
. S Sarah: The glossary is abqut the Appaloosa, Arabian,

Palomino, and Pinto.

_ . Teafher: What other breed of horse is mentioned?
Pause) Tum; can you tell us?
Tom: A p\(;;y.
Teacher: Right!
Maisie: The reins are used to-control the horse.
i K Harry: The stirrups are for thé rider tb put his feet
in. .
Teacher: ﬁlghtl Who would liker to read the sentence

s

which tells us this?
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Comprehension Check: ¢
T

“have the c1ass answer them. |

Mary: A quarter horse can race @ quarter of a m‘ile

206

Joe: "You put your feet in.the stirrups when you sit
in the saddTe:" : ;®
E .

Teacher: Good!

Student-Posed Questions: :
Give the studentd an opportun’lty t

L -
%'ask questions and

Teacher-Posed Questions: " | . S
Teacher: When referring to-horses, what does "tack"

mean?

Joe: It rﬁeans the things you need for your horse, such

as a saddle, a bridle, and a saddle pad.
Teacher: How does a quarter horse 'get its name?

(P_ause) Can you tell us, Mary? t

very faét. . ‘

Teacher: Good! - How are horses and -ponies measured f.o's
height?

Maisie: They are.feasured by the number of "hands"
from the ground ‘to the top of their shoulders.

Teacher: Rightl Why do you think some horses like
hackamores better than regular bridles?

Harry: Regular bridles have bits and some horses ma‘y

not like bits.




Teacher: Why do you think this?
Harry: Bits may hurt their mouth and they may not get
used to them.

Teacher: Very good!

Fundamental Skill Development: 2
Recalling Details: . . .
Have the class determine the correct word required L____,
complete each of the following sentences:
1. A baby horse is called a .
2. A ho¥se that is one year old is called a T
3. The reins are attached to a » e
\

is a breed of horse that is cream to
gold co oured .and has a white mane and tail.

s the strap which holds the saddle on.-

The

) .
\Re:cgnition of Comparisons:

Review the process ‘related to teaching this skill. Then

have the students compare a colt and a filly.
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Selection #14: The Present (pp. 132-144)

Setting the Purpo for Reading (Part 1

Teacher: Loolg:r/t‘the title on page 132 and the picture

X on pages 132 and 133. What questions would you like
to ask? S
Student questions:
"What 1s the present?"

“Irlhere are the children going?"

"Who are the ch‘lldren?f‘

Directed Silent Reading (Part 1):
Have the pupns read pages 132-135 to find the answers.

Verifying Answers to Pre-Posed Questions (Part 1):

Teacher: What answers did you find? (Pause)
e

Jane,

can you tell us one?
Jane: The children are Beth and David.

Joe: They were going'ta ‘the barn to feed the cattle and

put the horses in their stalls.
Who would like to read the lines which te\l us

Teacher:
this? < !
Maisie: "Now it was time to feed the cattle and settle

. them 1own for the night, and puc David's horse and
Beth s Htt'le mare into their warm box stalls.
Harry: It doesn't say what the present was.

Teacher: Right! Perhaps we will find out/ later.



Setting the Purposes for Reading (Part 2):

Teacher: What questibns would you 11k to ask about bhe
next part of the sStory?

. Student questions: .
“Why was Red Dance behaving so strangely?" /'

*"Will she eat her hay and oats?"
Wil éhe chﬂdren'r try to get help?!" -

Directed Silent Reading (Part 2): ‘ s
N

‘Get the ‘pupils to read pages 136°139 to ‘find’ the answers.

5
» Verifying Answe‘rs to Pre-Posed Questions (Part é):
N Teacher: What answers did you find? : hd
Ann: Red Dance was sick. " & .
N Jane: She didn't eat her hay and oats.
- g John: David tried to get he'li:. He called the ve‘t twice.
il L

Teacher: Right! L

Settding the Purposas for Reading (Part 3): , o

Teacher: What would you like to find out in the rest of

Y the story?
. - Studept questions: ' B LI
"What was the present?"’ , X

"Wi11 ‘Red Dancg get well again?"
"Will the father get back in time to help Red

e Dance?" i w2 A P
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Dlrected Silent Reading (Part 3)s -

Teacher: Read the rest of the story to find the answers.

Vertfying Answers to Pre-Posed Questions (Part 3):l

Teacher: Hhat answers %t‘d you discover?

Larry: The present was a foal.

Teacher: ‘iuu; would like to réad the lines that te:'l(T
that the foa.’l was ‘a- .present for Beth? ’

Tom: ‘"He's aH yours, Beth " said her father.

have to think of a goed name for him o

"I have a name for him already." replied Beth,
who )yad just had a very good idea. Ib'l'm gui%g to
call him My Present!" . 1 « ¥ ’ *

' Teacher: Good!

Sarah: {Red Dangce got well again. » -

-

Comprehension Chegk':

. 1
Student-Posed uestlons

Give the pupils a chance to ask quesuans‘) En‘cduv.‘age the *
* utilization of "how_’”-/‘"why" types of questions.

Have .th_e
rest of the class answer them. : 5 ) '\\
- N
. ( ““.. N =




.

Teacher-Posed Questions:’ .

Teac_her: Look at the last sentence on page 140. David
said he should have known what was wrong with Red
Dance. Why do you thjnk he should have known this?

No response. ’

Teacher: Read the first paragraph on page 142 again.

Larry: Thinkipg back he realized\‘)that Red Dance had

... behaved the way cows did when/fchey wére going to

have babies. #
ave pables:. .

S . ¢ . N
Teacher: - Good! ‘Now;-why doi"y6u think David didn't go

For. help lihen Red Dance was sick?

'Joe:\\illecaufe"ne didn't want to Jeave his sister alone.

teacher: - Ri§h{! (Pause) Can you think of another

) reason, John?

"Johm: It 'was dark.

- Teacher: -True! But perhai)s he could have made it if
it were’ only a short distance. .Where did David and
Beth 1dve?

Harry: On-a farm.

Teacher: Right! =Naw, think about where othqr people
might have lived in the area. Then.you may be able
o dive us another reason. why Da‘vid didn't go for
help. -

Maisie:' The nearest’ people‘m{ght be mi,le; away. _Sé.
it might have been too far for l?aviq to go.

‘Teacher: Very good! N o

1
3

7
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- ﬁxnda}nent(l Skill Development:

“Recognizing Cause and Effect Relationships:
OHave the class decide whiWh is the "cause” and which is
the "effect" in each of the fo\lowg:

1. "David switched on the lights. The cattle
blinked in the sudden brightness" (p. 134).
2. Lad was snorting because he was hungry.

3. Red Dance was sick. David couldn't gn to
bed and leave her.

4. David's father went. away because an old uncle
was very i1l

5. “As David got warmer inside the blanket, he
began to fee'l sleepy” (p. 139).

Recalling Seguence of Events:
Through discussion, hqve.the class decide on the order
in which the following events took place {n the story:
Beth fell asleep in the barn.
— 3
The ch|ldren_wgnt to the barn to feed the animals.
Their father went away. .
David switched on the 1ight in the barn.
The children ate their supper.
“The children's father returned ppme.

“Beth noticed that there was some_tﬁing wrong with
Red Dance.

David fg1l asleep.
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Inferring Sequence of Events: ~

~Review the process associated with teaching this skill.
Then have the pupils predict three events which might have
occurred before the story. Through discussion, naﬁ them

decide on the order in which the -events may have occurred.

Inferring Details:
Write the following words on the board and have the class

distuss the meaning of each:

amused angry
confident relieved
pleased. excited
rpuzzled disappointed

Daplicate the following sentences and have the class
determine the word which best.describes the character’s or
characters' feelings. T~7!e'students must give a reason for
each choice.

1. The children felt about what to do to
help Red Dance. N .

2. The children's father was unhappy about leaving
the children alone overnight, but he was
that they knew how to care for themselves.

3. When David helped Beth get ready to go outdoors,
she giggled. She felt

4. When the father came home the children were
5. The children felt ' when they saw the

foal because now they knew what had been wrong
with Red Dance.

6. When Beth's father .gave her the colt, she was
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Selection #15: Windy's First Ride (pp. 146-159)

Setting the Purposes for Reading (Part 1):

Have the -pupils read the title and sub-title on page 146.
Get them to pose questions about the first part of the story.
Student questions:
’—"Who owns the horse?”
"bl_ho will start training him?"
“What kind of horse is it?" -

Directed Silent Reading (Part 1):

feacher: Read the\{lrs-t part* of the story (pp. 147-150)

to find the answers. N

Verifying Answers to PrezPosed Questions (Part 1):

Teacher: What answers did you find? (Pause) Martha,

can you tell us one"
* _Martha: The horse be]onged to the Dennisons.

Teacher: Right!

;!nhn: Mrs. Dennison started training him.

Sally: The horse is a colt.

Teacher: Right! Who would 1ike to read the\sentence
which tells us that he was a colt?

Larry: "Windy, the ‘small pale-gold colt with a soft
white mane ‘and tale, whihnied softly."

Teacher: Good!
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Setting the Purposes for Reading (Part 2):

Teacher: What questions would you like to ask about the

rest of the story?

Student questions:

"How will the horse react when they put the saddle .

on him?"
"Wiil it take long to train him?" )
“Will.he try to throw Pam off his back?"

Directed Silent Reading) (Part 2):

Have the class read the remainder of the story to find

the answers.

Verifying Answers to Pre-Posed Questions (Part 2):

Teacher: What answers did you find? —
Sarah: It didn't take long to train Windy.

Joe: He didn't try to throw Pam.

Teacher: Right! How did he react wh.en they put the

~y

saddle on him? (Pause) Harry, can you tell us the

answer?
Harry: He put his head down and kicked up with his
hind feet.
Teacher: Right! What else did he do? . = i
* Harry: :He ran around the paddock, bucking every few -

feet.

Teacher: Very good'!

~




Comprehension Check:

Student-Posed Questions:

Get the pupils to ask "how" dr "why" types of questions

and have the class answer them.

Teacher-Posed Questions:
Feacher: Why do you think Pamela talked to N(n'dy softly
whenevgr she brought him a treat? (Pause) Tom,
can );nu tell us the answer?
.Tum: She wanted to make friends with him. . § -
‘Teacher: Good!
Ann: She wanted Windy to feel”at home.

Jeacher: Why was this necessary?

Ann: When Mrs. Dennison brought him home, he was scaned
. ;) k

A )

. 0of anything new.

Teacher: Very good! Now, why did Mrs. Dennison want to

train Windy to be a safe, obedient horse?
No response. * - . -
Teacher: Look at the first nara_graphAorI\ page 148. See

if you can come up with the answer. . .
Sally: So that Pam cpuld ride him. : . .
Teac}ner: Right! What might have happened if he were
—. not safe and obedient? . . \

Sally: He might have thrown Pam and hurt her. 2

Teacher: -Good! \ s
/
v




Teacher: Why do you think Pamela hoped Windy would
learn fast? (Pause) Martha, can you tell us?
Martha: - She was anx‘lous to ride him.

Teacher: Very good!

Fundamental Skill Development:

Recalling and Inferring Cause and.Effect Relationships:

Have the class decide what "caused" each of the

following: .
1. Miﬁdy could see right behind him because &
2. Windy was frightened by the saddle becaise 3 s

3. At first when Windy felt the rope pull against
his halter, he pulled back, frightened because

4. Mrs. Dennison decided to let Windy get used to ~
the saddle before 1earrnng to carry Pamela on
his back because

. 5. Mindy had changed very much since the Dennisons
got him because .
'

Recalling Sequence of Events: .

This story is divided into twd parts. Have the class
name eight events that happened in each part and get them
to decide on the ur’der/in which th‘e events in each part

occurred in the story.

Inferrimwg Sequence of Events:

Have the class predict three events which might have
occurl_"e‘d fter the story and decide the order {n which they

might have occurred. - X 0

% ook 217
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APPENDIX D
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TEACHING READING COMPREHENSION UTILIZING ONE
‘SELECTIDN FROM THE BASAL READER
e ROWBOATS AND ROLLERSKATES
ROWBOATS AND ROLLEXSRAIES

-

Selection #1: Nanimo Is "Bathtub Capital of the World"
. (pp. 14-15)

Setting the Purposes for Re, admg

Get the pupils to look at the pictures on on pages 14 and 15.

Have them pose questions about the race.

Student questions:’ " 1 |
"How long is.the race" R
"What's the‘ prize?"
"Who takes\part?" :
.\ "How do they make the bathtubs f]ort?" g

Directed Silent Reading:
Have the students read pages 14-15 to find the answers. '

Verifying Answers to Pre-Posed Questions:

Teacher: What answers did’ you discover? (Pausa)l ‘Joe,
can you tell us one? :

Joe: The race is 58 kilometrgs Tong. N

Teacher_: Right! Who waul‘d like to read the lines which
tell us this? .

Sally: "The bathtubs race 58 kilometres from Nanaimo,

on Vancouver Island, to Kitsilano Beach, Vancouver."

/ - -
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i _Teacher: Good! '
John: The winners receive gold-sprayed bathtub plugs
and some money. '
Mary: The racers come from all across Canada. -
Teacher: Where else do they come fram’.f
Mjry: Hawaii, Australia, and Mexico.
Teacher: Right!
Tom:  To make//the/‘bathtuhs float, they put pontoons on
. . .

a
Teacher: Good!

Seng it

Comprehension Check:

P Studerit-Posed Questions: .
b Have the students asvk'q‘ﬁ’é"s'.tior{s and the rest of the class
answer them. . ' e
L4
Teacher-Posed Questions:
$ " Teacher: How did the race get started?
s Ann: Some people decided to have a bathtub race to
celebrate Canada's 100th birthday. Y

Teacher: Why do they now hold one ever; year? &

Joe: Because the first oﬁe was so popular.

Teacher: Right! Hh‘y do you think it's necessary to
have escort boats? (Pa‘use) Ida, can you tell us?

. . ° lda:— In caée of trouble.

Teacher: Can you explain what you mean? ‘




Ida: If thelracers run into trouble, the people in the

i escort boats can help them.

Teacher: .Can you give us an example?

Ida: Some bathtubs might _sink‘ Then the racers would
be picked up by t\he'escurts.

Teacher: Very good!

Teacher: Why do you think famous peoi)le lTike ‘the Que"en‘
would come to»s’ee e race?

Sally: She wouid enj;{ the race.

Teacher: Right! Can someone give another reason?

Maisie: She probably hadn't seen any race like \'t’
before.

Teacher: Very good!

= K
Fundamental Skill:Development:

Recalling and Inferring Cause and Effect Relationships:

Through discussion, have the class decide the "cause" or
"effect” in each of the following:

1.. Kelly Martin's first rac\ng bathtub was made of
fibreglass because

2.+ Bathtubbers Tike . to race because
3. \Because the racers get -so stiff.
4. Because it was windy one year,

5. The Dorman family of Nanaimo are famous
bathtubbers because i .
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