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. \grade students.

ABSTR‘CT

- =

This study e;camined the effect E@ reading
comprehension of using a classification scheme of context
Clues' - in conjunction with the cloze procedure to teach the
process of context cluyltilization to a group of . fourth .
g

The ' classificgtion -scfiene was used as a framework
for making 'selective deletions of nouns, adject"ives', }ierbs
and adverbs in the construction of cloze reading passat‘;es‘
which sere ‘used for instructional purposes. = Subjects were
required to use ,the context clues provzded in the passages
toe, determine semantlcally acceptable - replacement words fur‘ %
'those which had been deleted. - =

The Pretest-Posttest Control Group Design with

Matching was employed in this study.

Thé' comprehension subsection of the Gates-MacGinitie &
Reading Test _(Canadian edition), Level D, Form 1, was
adninistered as a pretest. Raw scores obtained were.used to -
match studﬂ\ts who were then randomly assiqned‘ to the
experimentalror control groups. The mean score was computed
and used to classlfy subjects as "skilled" or "less‘skille_d"
readers. Form 2 of the same test was gsed as the posttest.

data “collected was analyzed using ‘a two-way

analysis covariance. * !
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CHAPTER I
THE NATURE OF THE STUDY

I. Introduction .

For a number of years thg, researcher has faught
grades Kindergarten through Gradé Four at various ‘times in”
primary and elementary schools. She has observed the great

Lréngey c;f; reading- ability which can exist vin‘a very small
class. ' she has listéned to tudents read - students who
come to an abrupt hilt Gpon meeting a new word; students who
car; pronounce new words but have no idea of-their, meaning,

students who can do . perfect oral reading without any

comprehension of .what they have read, students who actually
shake with fear of l:\.aking an error, and studeénts who
immediately correct a classmate who made an 'error' in oral
reading even if the 'error' retained meaning.

This. study is an attempt to investigate a possible
method for’acquainting students with a process for attacking
unkhown words in an effort to identify meaning. It is an
atte;npt ‘to inqprove the reading comprehension of those
'students placed in the experimental group for this study as
well as to impress upon them the fact that reading need not

be an '

act' process, but that prediction plays a very

‘fmportant role in it.




11. Background of the Study

LY -
The relatively ,new field of psycholinguistics

emphasizes” the importance of -prediction .in "the reading

process. Frank Smith (1975) has gone so far as to state

that UYreadin§ is impossiBle without prediction" (p. 305).

Prediction has also been.referred to as hypothesis testing
5 I

and -guessing. Kenneth Goodman (1967). has referred to

reading as a "p‘sy;:holinquiscic guessing game" (p. 126). His

th.eo s at lead&:s s?lectively use language cues to make

téntau\ive decisions which will be confirmed, rejected or

refined \through further.reading. - He claims that "Eff‘xc.lem

reading does not result from precise perception and

identification of all elements, but from skill in selecting
,

the fewest, most productive cues necessar/y-to produce

guesses which are right the first time" (Smith, - 1967, p.
A

127). Other supporters.of the value of prediction in the,

reading process include Ryan and Semmel (1969), Gomberg
(1976), Blachowicz (1977), Hart (1978), 'Harker (1979),
Clarke-and Nation (1980) and Marino (1981). Garmen (1979)
actually defi¥iés reading as "a process of prediction” (p.
214). ) ¢ F .
k For many decades, ’ l'ea.rmng has been depu‘:te& as the
mastering of a series ‘of f\ierérchlcal Skills. Many
researchers claim that there has been an ovér-empnas:s on
sKills inst"uction. Allington _‘1977) clalms that. :v‘.‘hls
trend has "run amuck", and that this is particularly true of

learning to read. Goodman (1973) rejects the idea of



3
sequential teaching of skills when he states, .
Because we have not properly reslpect.eq 1anq‘ua\;e, .
we have tended to think we facilitated learming to
read by breakir?g written language into bite-size
pieces for learners. Instead, we turned it from
\easy-to-learn  language__ -, into  hard-to-learn
abstractions. (p. 12) )
He contends that reading should be meaning-centered, not
£ wordicentered.  Hart (1978) supports this ° contentiom
claimig thdt there must be a shift in ‘emphasis from
isolated reading skills and error “free rsadinq to reading
for uuderstand;nq in an effort co prevent the development of -
problem readers.<
The educational systen which had emphasized the "
hierarchical skills approach has Cer-t‘.ainiy not emphasized
the'iprediction which Smi‘th (1975), Goodman (1967), . and -
—* - Garmenm (1979) ide'n;ify as being so very criticall to .thé
reading process. Emphasis has tradxtxopally been placed on
"tne* \\word"' and the precise uiem.ifxcanon of it nas been
expected by teachers. Hart (1978) refers to this ,
requirement ®f perfection in the process of reading as thé
“NO ERROR syndrome". ' Pikulski (1976) writes of it as "the
fyranny of ‘the right answer'® (p. 318):~ oL .

In opposition to this train of thought, that s, the
requirement of pr‘ecise word identification, are thosev who
—contend that the reader has no need to px:ecisely identify
every word in order to gain meaning from what, he ‘réadsb.

These include Ryan and Semmel (1969), and Harris and éipa}
3 v

N
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(1979). Garmen (1979) says.that “Readx‘ng 1; not a. P{o'ces‘s - o
of " idertifying individual letters of iﬂt‘iivjdual wl;rds"
(p. 214), .and that teachers should emphasize the goal of
"reading as l;ndhstand:ng (p- 215).  Likewise, Guﬁaiman'
(1967) states that "réadlng is more than precise,” séquentlal

o identification™ (p. 126) . He takes the vxeu that

< v - <
- g "Essentially, the only objective in . reaqu 'f_E‘

ik o ¢omprehension™ (p. 490). Th1s vféw is supported by Stautfer

= (1975{"a’nd by, Dechant (1982) when he writes, "The qoal of

*all redding is the comprehension oﬁ meaning" (p. 258) . A

4 t,‘act, suggesting a dhift i

’ E " ngcholinquish" a%é,
'\ = emphasis with respect to pead)nd,"mstructmn as HaArt (1978)

{ claimed must happen. 'The shift is toward 'reading' for
meaning , and a\ﬁy from the Jhierarchical skxlls approach avndA
exact word identification requx?ement. - = - i 3

. . e &
" 3 . If in any educational syst‘em there is to- be '«an .

increased emphasis on comprehension with re‘qard to - rpading,

instruction, and if comprehensiqn is the ohjectwe.of' Lakl’

L reading, the logioal questions which ‘follow aret *9 % B
. . 2 -
(i) What is comprehension?’. . N . J
x E - -~ = A ; 5 Nz
b : . : (ii) How can it best beftaught? . i ;

- .Spache (1966) also identified omprehens'icm as qeinq’

the goal of readlng 1nstruction and summaqized what' studies

completed at that time ‘had'not revealed about, r‘eadian w

comprehension. - He stated:

. % Ly .
. 7
The / factor analysis studies do not yet a'nswer the ~ - . y -
5 t_hr_e,e fundamental questions of 1. exaccly what P \-.‘ -
" “ 2 Q.
- i & thinking procesges operated in comprehension, . 2. @
A 2



-

#, how may the reader's facility in each of these
“Iprocesses be measured, and 3. how®can ability in
.

these processes be improved by instruction? (p.

61-63) < w0 o
=l
3 7 4
Miller 11875) echoes Spache's’ statement by writing -"Reading

comprehension is an elusive entity. It is difficult- to

. definey measure and teach . . . . teachers must face th/e;

ominous responsrbility of helping students obtain a qualitly

% which is \'raquely defined" (p. 35). Comprehension remains as é
e Y i : .
° elusive as ever, despite the research whi¢h has been done in
- 2 .
. . oo i .
y i that particular area of the reading process. Carey (1980)

s}kys that "Perhaps the most pervasive and unsgttling-problem

- o8 g 4‘con£rontinr; the community of reading educators, researchers,
. - - s

and “theorists is the lack of a commonly held view . of the

- prem;e nature of reading comprehension” (p. 292).

hd v Whatever the nature of .reading comprehension may be, _
R Smith (1982) believes that it is possible to link
= . comprenension and prediction. He defines prediction as "the
prior elimination of unli}{eiy alternatives" (pt 62),

claiming that it is not guessing recklessly. As an ihformal

definition, he offers "prediction is'a matter of asking .

spepif;q questions" (p. .62). It is through this informal

= ) *aéeinition that Smith links prediction and comprehension.
.." He n‘(ét_els, "pradiction means asking questions--and

Ts :@:unprehens'i‘un means getting these questions answered" (p.

62). The assumption ip that readers are canstantly asking
questions about the material they are about to read; if

N : N .
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these questions can be answered, comprehension 15 the
result. If Lh’e reader/c'annot apswer the questions relating
to what the following material may be about, he does not
comprehend.  Smith (1982) contends that prediction 1s the
basis of comprehension. - .

Another aspect of reading which has long been
accepted as playing an important role in reading
comprehension fs the ability of bhe_r.eader~ to utilize
context clues. . The utilifatian of context clues, ar
contextual analy.sis.,‘ has éome r..o' be recognized as one of the
most imporfant ~methods Gf deriving meaning from words.
Spache and Spache (1977) claim that "Eventdally contextual
analysis becomes one of the.most frequently used methods of
derivation of word meanings, as‘ phonics and structural

analysis decrease in-use" (pp. 403-404). Research findings

i L
of a stddy conducted by Askov and Kamm (1976 imply that

teaching certain types of context clues does, in fact,
increase ability to derive meaning. Stauffer (1975) has
stated, "Context clues are the most functional aid to word

recognition because comprehension or-understanding is taking

precidence® (p. 268). |McCullough (1958) wrote of the

importance of coptext c‘lues in the reading comprohl-ﬁsxun

process when she s,[aced, i '

. Until we begin to define this area of le‘arn\nq ‘and’.

ts make it a part of a continuous developmental
rogram, until we begin to teach the techniques as

ell as require their use, the whole matter of

comprehension must flounder. l‘p. 229)



r A vnqe. variety of context-clues have been identified
in xeadinq/mqtenals, and various attempts have been made to
classify them. The most frequently cited classification
schemes -include those of Artley (1943), McCullough (1945),
and Ames (1966), although other schemes .have been developed.

* 1f,> in fact, instruction in the readi\ng process’is
to emphasize keaq:ng for meaning, or comprehension, then
clearly students must be given instruction in the
ut“izat’ion of the various types .oE context clues sinc’e it
.has been indicated that th; ability to utilize .con,text clues
has a definite impact on a reader's comprehension., Support
for instruction in the ude of context clues has been
advocated by many, including McCullough (1958), Ames (1966),
Fisher (1967), Askov and‘l(aml! (1976), Bortnick and Lopardo
"(1976), Spache and Spache (1977), Smith and Robinson (1980),
and others.

The above mentioned researchers have i‘ndxcated that
the ability to utilize context clues and prediction ability
may be critical factors in the gomprehension process. The
question then drises, how should one teach and devel::p these
important abilities? .

A procedure which, in &he opinion of the
investigator, incorporates the use of both of these
abilities, is the.cloze procedure. This procedure has been
receiving an increased amount of attention in educational
literature. In Eact‘, Cecil (1985) states that "In the last
ten years, the cloze procedure has increased in popularity
;s a respected and useful teaching tool"™ (p. 95). The cloze



procedure, was introduced by Taylor (1953). The cloze- *
procedure -is .described by Sampson and Briags (1983) as
follows: "The procedure nnvolvés the selection of a reading
passage and the systematil deletion of words. The. reader is ™
required to fill in the blanks to restore the continuity of
the text" (p. 177). .UInitially, it .was used as a measure of
readability, and later became used as a test of reading
comprehension. However, according to Jongsma (1980), its
most effective use has been in the development of reading

comprehensilon. "

-~



CHAPTER 11
THE PROBLEM
1. Introduction to the Problem
Even though the influence of context clues and

prediction on reading comprehensfon has been accepted, they -
appear to be refeiving relatively little attention in
classrooms (Durkin, 1983). There may vezy well be possible
explanations for the lack of instruction in these two areas.
smith (1975) contends ‘that the notion of encauraging
a child to pr,cdict during reading is a worry for* many
‘teachers since they view:it, in essence,‘ as condoning .the
" making of an error. For these teachers it is equated with
reckless guessing. The author says that prediction should
be distinguished from reckless guessing (;ll\ith, 1975) . He

writes, "The guesser is usually the child trying to achieve

t the teach®r is. demanding By getting every word right,
nof matter how little relation it bears to sense.” Gomberg
(1976) refers to the process of prediction as “freeing
ch‘ildren to take a chance™ (p. 455). Smith (1975) is also
of the opinion that children must feel free to use knc':wledge
which they have afready accumulated, and that "The child who
will become a halting, inefficient reader is one who is
afraid to make a mistake" (p. 310). Ashb'y - Davis (1984)
* states tha )
Educated guessing, according to psycholingu.ists,
- is a cognitive process which unde‘rlles successful
. 9 ) |
L 4



reading and listening comprehension. It involves
using one's prior knowledge.of reality, language
structure (ranging from the word to the sentence),
semantics, and rhetorical and literary conventions
to make a continuous series of predictions of
meaning with subseguent verification»as one tries
to understand verbal messages. (p. 319). "
- Many classrooms may be sugferinq from the "NO-ERROR
syndrome", (p. 8) referred to by Hart (1975’)‘; or Pikulski's
(1976) "tyranny‘of 'the right answer'" (p. 318), and may be
producing the halting, inefficient reader to w.hom Smith
" (1975) refers. . *,
Goodman, Burke and Barry (1980) state that "stu'depcs
must have the riqhi. to make mistakes" (p. 16). The-authors
" (1980) go on to say f
Permitting students to explore, to take risks, and
to make , mistakes involves a respect for their
intellectual capacity and heir investment!in the
learning process. It commits students to ‘ taking
responsibility for their own decxsion'makirfq, for
evaluating the  effectiveness of the alt(;mative
paths they have explored, and for fcr‘muld\“tinq, ai
least‘, tentative-~conclusions. Both sLu/enL and

teacher become focused on finding | workable

solutions and progressively more satisfying ones,
v
not upon determining any final answers, (p. 17)
Just as the use of prediction skills may not be

encouraged by teachers because of its equation with reckless



guessing, it also pea‘rs tha ¥y~ small portion of
instructional time {n the classroom is being devoted to
aspecy. dnstruction i convext Slne :;age. Whisler _ (1977)
states that of all wond recoglition techniques taught, it is
probably context clues which receive the least amount of
instructional time.  She cites several possible reasons for
this. They include: ' ' -

1. There is no set body of information or
scquized) sKElds) whigh, Uf one possesses, can lead
to the definite _an;alysis of a word. - B

.2. The numbe;' of possible sentences .is
infinite and the uses of context change with each
different textual situation.

3. Possibly the major cause of this death of
teaching . is ‘tRat teachers seem to have :a‘ meagre
knowledge of how to teach s‘tudents to use context,
where to start,. and what steps are involved.' This
d;ficiency can lead to an insecurity and
subsequent avoidance of instruction in the use of
context altogether. This, unfortunately, is the
frequently prevailing situation in many
cla_ssrboms. (s 2) . ‘ B

Spache (1981) lends a kindl of support to Whisler's
aEdiNet. He YRaTeWtes ENST Cedclier™s WAAVATH ave not‘very
spécific when deal‘ing with contextual analysis, and are very
vague in their indications as to how the use of these clues

might be developed.



)\noth_er explanation offered for ‘the lack of
instruction in, or promotion of the use of, context clues is
offered by Spache and Spache (1977). They infe’r_ that' the
use of most contei(/t clues involves inferential thinking.
Because of this, teachers equate contextual analysis with
guesswork and do not encourage its use. ;

It would appear that the teaching of context clues
is being avoided. This is despite the fact that the use of
conte,x;-wauld help children make what Farr anld Rosep/%{wm)
called "informed guesses'" (p. 170). McCullough (1945),
Miller (1977), and Durkin (1978), state that it replaces
blind ' guessing. Durkin (1978) advocates the teaching of
context clues as a means of developing independent readers.
Bond, Tinker and Wasson (1979) state that the lack of
ability to use context well is thought to be the cause of
difficulties which many children experience with reading,
and that this ability can act as a check on other word
recognition .-tgchniques. Smith (1963) and Stauffer (197%5)
say that the skill of using context clues efficiently and
well is reflected in mature reading. Burns and Schell
(1975) have cited the use of context for identifying the
meaning of unknown words as a major skill which must be
applied Xq all reading. Gray (1972) states that "Qonlu;xl
clues are perhaps the single most important aid‘ to word
perceptio‘n"' (p. 283).

Direct teaching in the use of context clues has been
s’uggested. . Thomas and Robinson (1972) say that indications

are that few children make full utilization of context
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clues( and that there are those who are unaware of the

existence of specific types of clues. They also say ‘ that,
contrary to.what our assumptions might be, brighter readers
do not make better use of context clues than poorer readers.
Ip fact, research indicates, according to Dulin (197oi and
McCullough _ (1975), that there are few who will use context
clues most advantageously without direct teaching. Spache
and . Spache {1977) éuggest planned training is highly -
desirable since ;h‘ere is no guarantee that skill in
utilizing context clues will develop sponta‘ne'uusly.

There | has been disagresnent: ¢ ;anond  reading
authorities regarding the most appropriate grade level for

instxuctiongn the wuse.of context' clues. Support for
us

teachm;; th e of context clues \ from primary school
throigh college can be found/ H;awever, "despite this
disagreement, it has been suggested, by Tinker and
McCullough (1975), S;.au_ffer (1975), and Spache and Spache
(i977), that children c;an use context clues from the
beginning of thg learning to read process, and that
instruction should continue throughout the child's school
life. :

Because of the known iméortance of context clue
usage in the reading process, and because of the apparent
lack of specific direction in teaching contextual analysis
offered to t’eachers of reading, it is obviously necessary bto
develop a specific method, or methods, which can be employed

to introduce - and develop the process of utilizing the

context clues available in’ everyday reading material.
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Rankin and Overholser (1969) state that through research "we
should learn more about the ability to utilize specific
contextual clues as an important aspect of reading
comprehension" (p. 71). -
Jongsma (1971) says that, by using a clas.élhcaticm
scheme of context clues, the cloze procedure might possibly
be employed to teach students specific types "lof context
clues. The cloze procedure would, - iy the opinion of the

)
resedrcher, also require the use of prediction, | identified—

. previously as being critical to the reading process. !

I

I1I. Statement of the Problem

This study is an attempt to investigate 'the effecl,
on reading comprehension of using 'a classification scheme of
context clues in conjunction with the cloze procedure for
the instruction of Grade Four students in the process of

context clue utilization. +
111. Rationale for the Study

Burns (1968) says that "Reading authorities have
emphasized for many years the importance of  developing
effective use of c(:ntext" (p. 80). Whisler (1977) states
that context clues, as part of the reading program in
schools, receives a very small amount of instrudtional time
despite the fact that "reading authorities and linguists

agree that the use of céntext clues is one o# the more




important determinants in word recognition and meaning for
both beginning, and more importantly, fature readers” (p.
1)., The fact that context clues do not receive a larger
amount of instructional time is not surprisinq if there is
the lack of knowledge.and information among teachers that is
indicated by Spache (1981) and Whisler .(19-77). :

'The importance of efficient utilization of context
clues in reading h'as been agr‘eed upon by many.  Spache
(1981) states that context clues "play a significant role in
reading" (p. 254) . Heilman (1972) feels that the
distinguishing factor necw'eeq good and poor readers is the
amount of‘help they can extract from the context in their
attack upon unknown words. Spache and Spache (1977) claim
that "contex’tvual analysis takes the reader beyond
pronunciation to.meaning which . . is more significant for
his ultimate comprehension" (p. 403). Stauffer (1975) says
that skill and efficiency in the utilization of context
clues are of prime importance because "it is essential to
understanding. Reading without understapding is not
reading" (p. 275). Such a point of view 'posits that
comprehension, or understanding, takes precedence in the
reading act when context clues ar‘e utilized.

Goodman (1973), Kennedy and Weener (1973), and Au
(1977) feel .that since poor readers may ‘be relying too
heavily on graphic information and not effectively utilizing
the context they may become word-by-word, inefficient

. reacers. This behavior could possibly result from an

insistence on correct word fdentification by teachers which



Goodman (1967) claims might very vl act e an impediment
to the use Of context. Potter (1982) also’comments that,
"Even . assuming. that poor readers do make less use of the
contextual in%v’f/ﬁ:ation, s GoUld BEEEEEse they are less
‘able' to use the context and not because they are less
ELIEAGY o 40 86 Hp. 16). [t iay LY Eossible 't Anpreve
poor readers' use of context clues through direct,
systematic teaching. “Dulin (1970) states that context clues
are "predictable, identifiable, .and teachable" (p. 445). If
ability to utjlize context clues is as important to thie”
process of reading comprehension as has been Idicated
(Heilman, 1972; Spache€ and Spache, 1977; Spache, 1981;
Stauffer, \ 1975; whislexl, 1977), then increasing ability in
their use should produce a corresponding increase in reading
comprehension.

The various types of context clues which have been
identified have been organized into a variety of
classification schemes. Mention of these can be found in
many educational textbooks related to reading. This would
appear to suggest that the purpose for formulating these
classification schemes would be that of describing the
various types of clues in an organized format which could be
used by teachers for instructional purposes.

Jongsma (1“'371) suggests that it might be possible to
use a classification scheme in conjunction with the cloze
procedure to teach certain types of context i clues. The
cloze procédure has been recommendéd, an has been receiving

increased attention in recent literature, as a teaching



.

technique which appears to be most effectively employed in
improving reading comprehension.  However, .the results of
research which has employed it have not been conclusive in

their support of its effectiveness.

, 2
Jongsma (1980) says th. many unanswered questions.

about cloze research remaiff, and that particular features of
Cloze instructipn need to be éxamined in future research.
In particular, he suggested that one of these fedtures to be
locked at is the use of selective deletions in the cloze
passage. ('\rhe_author states that "The litgrature'appears to
indicate that . . . selective deletions which are fof;sed on
.particular contextual relationships have a greater,
instructional effect than random deletions" (Jongsma, 1980,
p. 23), and also suggests that a co;text clue classification
scheme be used as a possible framework’for developing cloze
ex‘ercises which utilize these selective deletions. Such  a

framework would provide a clearer focus for cloze

instruction  than has been employed in much, previous

research. The cloze procedux;e may be an effective method
for developing the ability to make use-of context clues
present in a reading passa;e, and, as a result, produce a
corresponding increase in reading' compre{)ensio’g. ’
Research which incorporatés previous research
findings needs to bé conducted to.improve and ;ubs‘ta’ntiate
the eloze procedure as a teachihg technique which can be
effectively employed in the development of th® specific
reading process of uul}- ing certain types of contéXt clues
for the lmpro\‘lement ofvraading qompr‘ehension. To- address

,_g»
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this need, this study atilizéd a classification scheme of

clues, rec by Smith and Robinson (1980) as’

the - one most likely to be successfully used in the

elementary grades, and combined it-with that feature of

cloze . insgauction r by (1980) as being

likely :to result in greater instructional ,nffect, i.e.,

- & A d ‘
selective deletions. 20 create deletions] in -the "cloze

passages used for instructional purposes in the L Study, it

was decided to delete the wdrd form classes of nouns,
adiectives, verbs, and adverbs in cert;in insta’:ces ‘wigh
referénce to the classification scheme of context clues. The
deleted words were replaced by blank spaces. According ‘to
Thomas (1979), =55
Lexical items (the nouns, verbs, adjectives and
adverbs of traditional grammar) are ‘?ften

cdqnsidered the ‘meaning bearing' words of

lECguége: _attendmg to these specific .,terms,
therefore, is generally crucial to compreheﬁrimq
the basic information presented by the author. (p. ‘
21) g
Since increasing comprghension was the \d)m of "this study,
the most logical s‘:ep in selection of i.t‘ems for de%eu‘_on was
r.}.1ese particular lexical items in the cloze p;ssaqes. :
The combination of the cla_g_si'fxcat{on scheme ’alcm)\
with the selective deletions of lexical nems' based on the
scheme real;lted\ in an instructional methodology which could
be used to S'Etempt to increase reading comprehensiom\in a
Y

st < § .



group of fourth'grade students by the process of context
clue utilization.

lvi Significance of the Study
The .significance of this research lies in the
possibility of its “\\_\

1. futther establishing‘ the cloze procedure as a
method which can effectively be employed by teachers “to
improve -reading comprehension;

2. establishing whether the use of a classification
scheme of ‘context clues combined with a cloze proce}iure
which makes s‘el_ective deletions of four word classes in an
lnstructiona‘l methodology for conté’xr clue . utilization
produces differential gains in comprehension for a group of

"skiklled" or "less skilled". fourth grade readers as measured

‘by the comprehension subsection of the Gates cGinitie

Reading Test, Level D; )

3. ' developing an instructional megh’:/)dology, based
on previous research, , which wilT _be‘;-;;mﬂe and effective
m‘ethod empioyab]e'by classroom teachers to help students use
context clues, an ability which may be transferable to other
reading situations.

¢ 2 . . V., Hypotheses

The [following hypotheses were examined in this

study: - .



1. The use of context clues’ selected from a
classification scheme and a cloze procedure as the basis for
instruction in the process of context clue utilization will
have no significant eflect on reading comprehension as
measured by raw scores obtaihed on the comprehension subtest.

of the Gates-MacGinitie Reading Test (Canadian edition),

Level D, Form 2. '
2. There will be no significant difference between
¢ - a7 . ° .
.the increase in post-test cofiprehension scores of “skilled"

i
versus "less jskilléd" ‘eaders who received direct

instruction in context clue utilization. - ‘

3. There will be no significant interaction ‘efféct
of. the two variables, treatment (Treatment A - direct
instrut; ion in the use of context clues;’,Treatment B - no
direct instruction in the use of centext clues) and reading
level' ("skilled" versus "less skilled"), -on the pv;sl!esl

comprehension scores of the readers.

Vvi.  Definition of Terms

20

For the purposes of this study, certain terms :aroj

defined as follows: - X ! )

Context - the wards, phrases and/or sentences that precede
and/or follow an \fnknown (deleted word in. a recading
passage. ' ® ’

Context clue - any word, phrase and/or sentencé in a reading
pas;aqe which makes it possib)é t\‘predict, or bring

meaning to, ,an unknown (deleted) word.



Cloze protedure - a method of systematically deleting words
y .
from a reading passage and replacing them with blanks
of consistent length which are to be filled in by
students using the language and reading skills they
possess.
S 4 o

Exact replacement - a precise identification ‘of a word

deleted from a cloze reading passage.

Acceptable synonym replacement - a synonym offered as a

replacement for a deleted word in a cloze reading

passage that is semantically acceptable in the context

of the sentgnce and the whole passag.

Acceptable semantic replacement - any word or phrase offered

as a replacement for a deleted wofg,in a cloze teadte

- passage which makes sense in the context of the
sentence and the reading passage as' a whole. .

Classification scheme - an organization and description of

certain types of context clues which will be used as a

framework for . the purpose of direct, systematic

instruction in the process of context clue utilization.

- VII. Limitations of the Study
PR The following are recogrized as possible limitations
of this particular study: ’

1. only Grade Four students will be involved in
the study. Results may not be generalizable to other grades

and age groups. a s



2 2 &
2. The  subjects will not  be randomly
selected. Therefore, results may not be generalizable to

other groups.

3. Because the pretest mean score was used to
define "skilled" and "less skilled" readers, a regression
effect may affect posttest scores within the groups.

4. The time of year éunnq whnch’ the study will
be conducted, June 1 to June 20, the last day of which is
one :{ay prior to the beq;nninq of summer vacation, may have
an adverse effect on-student interest, attention and effort.

5. Because the study will be conducted during
the lunch hour, student interest, attention and effort may

be adversely affected.



3 CHAPTER 111

REVIEW OF THE LITERATURE

This review focuses on three 'specific areas- of

literature which are relevant to the present study. They

includet  (a) —qontext clues and their role in the reading
ZRDEex A

process and program; (b) the cloze procedure as a teaching

technique to be used for instruction in the process of
context clue utilization, and in the improvement of reading
comprehension, and (c) suggested procedures for the use of

— z

cloze in the classroom.

I. Context Clues: The Reading Process -
and Program .

,

According to Aulls (1970-71), it was McCullough
(1943) and Artley (1942) who originated an emphasis on the
use o‘f context as an aid to determining the meaning of an
unfamiliar or u‘nknown word. MCCull‘ough (1958) haé stated
"An obvious purpose for being interested in contextual aids
in reading is to determine the meaning of a werd whose
sense, for one reason or another, ' presents a problem" (p.
225) . She reLfers to words which are, in form; tothlly
foreAiqn to us, words whose meaning elpdes us, and words
which are fa’m“iar but are being used in the context of less
well know‘n meanings. The author claims that the : use of

context is the only means available to the beginning reader

23




for word identification, and f’o'r the reader who has acquired:
the ability to analyze a word, the use of context serves as
a 'check to see if the word  problem solved makes sense
(McCullough, 1958). Since McCullough and Artley brought the
use of context to the forefront with respect to the reading
process, many reading authorities have indicated its
imporgance, particularly in the derivation of the meaning of
unknown words, and in reading c‘omprehens‘io_n. Bond, Tinker
and Wasson (1979) claim that "the use of context clues makes
thé selection of bthe correct meaning of the word —possible"
(p. 233). Spache and Spache (1977) state that "Eventually,
contextual analysis becomes one of the most frequently used

methods of derivation of word meaning as, phonics and}
. i

24

.structural analysis decrease in use" (pp. 403-404). Rankinl

and Overholser (1969) iden’tify "the ability .-to utilize
specific contextual clues ﬁan important aspect of reading
comprehension" (p. 71).
reader's search for meaning has led to research which has
attempted to identify and classify the.various types of
Elies -found Ii the ‘Context of -4 Variety of reading padaagess

The most frequently cited classification schemes.
appear to 'be those of Artley (1943), McCullow (1945),'%nd
Ames (1966).

Artley (1943) ,includes ten categories of context
clugs in his classification scheme. They include: N

1. Typographical aids

2. Structural aids

The apparent importance of conte®t clues in the®

A



3. Subs‘t'itute words
4. Word elemen'ts
5. Figures of speech

6. Pictorial representations

7. lnf;rence

8. Direct explanation

9. Background of experience

10. Subjective clues
Artley recognizes that there is a considerable amount of
overlapping among the various categories.

McCullough (1945), in an investigation using groups
of college Ereshmen, identified eight types of clues. They
include: '

1. Definition

2. Experience

3. Comparisop or contrast

4. Synonym
5. Familiar expression or language experience

6. Summary & s !
7. Reflection of mood or situation
McCullough (1945) states that these are "the clues most
commonly found in adult literature and children's books"
(p. 3).
Ames (1966), in his investigation of context clues,
) utuized’the verbal responses of twelve graduate ‘students to
identify and classify fourteen types of “contextual aids
N

which includet

25



1. Clues derived from language experience or
familiar expressions

2. Clues utilizing modifying phrases or clauses

3. Clues utilizing definition or description

. Clues provided through words connected or in
series

5. Comparison or contrast clues

- Synonym clues

7. .Clue§ provided by the tone, setung, and mood
of a selection

Referral clues =

Association clues

10. .Clues derived from the.main idea and supporting
\ details pattern of paragraph organization

11. Clues prdvided through the gquestion-and-answer
pattern of paragraph organization 3

12. Prepositionlclugs

13. Clues utilizing non-restrictive clauses or
appositive phrases

14. Clues derivedyfrom cause and effect pattern of

- paragraph and sentence ‘organization

/
Ames (1966), like Artley (1943), also recognizes the problem

of overlapping among the various categories in  his

classification scheme, and states, "that some categories may

be more useful than others" (p. 81). '
P

« Rankin and 'Overholser (1969), .in a review of

» .
research, conducted relative to the various type,g\ of context

clues, identifiedy thirty-six types of clugs which bad been
mentioned in previous studies. The authors state, "It is
evidenf . . . that there are considerable differences among

authorities regarding the types, of contextual clues which



are to be found in the literature" (Rankin and Overholser,
1969, p. 52). There appears to be some degree of consensus
regarding seve® of the categories of clues named. These
include the following types: definition, synonym, mood or
tone, past experience, inference, direct explanation, and

comparison or contrast.

The overlap which is evident in the various

categories of context clues, the number of context clues
which exist, and the designation of their type appear to the
researcher to be relatively unir’nportant. © Sypport for this
‘point of view can be found in Whisler (1977)‘/ and Durkin
.(1978) . Whisler (1977) states, . "Whether a"clue 'is
designated as one type or another, or a combination of
types, is debatable and also unimportant" ([;. 6). Her
contention is that what is important is that some sort of
listing or classification scheme be used as a framework for
instruction which Acquaints students with the 'process‘j of
searching for clues in their attempt to derive meaning from
printed material. ' 5

Smith and Robinson (1980) 'suggest that "for purposes
of dtilization in the elementary and Bl dle grades, a
combination of the ideas of Artley (1943) and McCullough
(1945) appear to still i.)rovide the most viable means of

making use of context revelation" (p. 140). The scheme

suggested by the authors include the .following context clues.

types: y
YP! I

1. Experience -clue

2. Definition clue




(i) Direct explanation
(1i) Statements in apposition
3. Synonym clue
4. Comparison or contrast ‘clue
5. Mood or tone clue
. -
All of these types of clues, excepting 2, (ii) Statements in
appositibp, appear to be agreed upon by Lho%e ‘reading
authorities referred to. Statements in appositiion could
simply be referred to as ‘'Definition clue'| in  some
-classification schemes. The authors also sugges that the
students' use of these clues should be developed “through
conscious practice with materials that are‘being‘ read for
ideas--not  for  their context-clue types" (Smith and
Robin;on, 1980, p. 140).

THE crvviesY Tnsvise BE developing this ability s
SHAiEAtEd ih statenients’ of VArious reading MUthOFities Who
attest to the importance of efictent urilization of context
cfue types in the reading prccess. Whisler (1977) states
* that "the use of con(e’xt clues is one of the more important
determinants in word recognition and meaning for both
beginning, and more importantly, mature readers" (p. 1).
burkin (1976) claims that !nstruét)on in the use of context
will lead to the deveiopmént of independent readers who will
know how to solve reading problems which they meet. Harris
and Sipay (1979) claim that-the use of context can offer
assistance to children in "recogm"zinq unfamil{ar words ,
determining the meaning of unknown words, and deciding whi&h

meaning of a polysemantic word is most ?ppropﬁ‘iate" (p.
, S ¥



3007 . Sta‘uffer (1975) stresses the importance of skill and
efficiency in wusing context clues in mature reading. He
says that “such skill and efficiency are esseftial to
understanding. Reading without understanding is not
reading" (p. 275). " Bond, Tinker and Wasson (1?79) , and
Burns (1968) claim that a _.Child who does not use context
clues will experience reading difficulty. Burns and Schell
(1975) state that "The use of context clues . . . must be
applied in all reading" (p. 95).
To quote Kennedy (1974):
What does a child do when he comes to a word he
doesn't know? If the emphasis has been on
“““decoding each word sequentially, he often stops
and feels he cannot continue reading until the
word is decoded or Someone tells him what it is.
The whole meaning of what he is reading may be
lost as he struggles with the one word. 1f he
could continue to read the entire sentence, he
probably wouldy be able to comprehend the 'oVeJ."all’
meaning; in avyg, doing so would in many cases
help hinm t& Khow the word which was giving him
trouble. This suggests the desirability of
helping children learn how to'use all available
cues in meaning. (p. 82)‘
Not only do statements in the educational literature
stress the importance of context clue usage in the readfng
process, but also indicate a need for direct, systematic

‘instruction. The need for this type of instruction has been



indicated over the years by various reading authorities
including Artley (1943), McCullough (1945), Ames ' (1966) ,
Emans and Fisher (1967), Dulin (1970), Thomas and Robinson
(1972), éortnxck and Lopardo (1973), Lée {1978), Harris and
Sipay (1979), and Bush and Huebner (979).

Thomas and‘ Robinson (1972) claim that ,a very strong
case can be made for giving students all the hep possible
in developing the ability to use context tlues. They say
CHAE EheFe ake Few GRLIAEen who ukilize contest fully or are
evén aware that various types of context clues exist.
Tinker and McCullough (1975) .indicate that without training
in the use of context throughout the grades, few children
will be able to extract full value from it. Spache and
Spache (1977) consider that planned training in the use of
context is essential since they believe that it gay -net
deveélop spontaneously; additionally, Dechant (1981) suggests
that the studenwts-'r use .of context dflues needs to ‘be
constantly refined.  Particularly relevent to this research
study. are research findings cited by‘ Harris and Sipay (1979)
which indicate tnat,it' is d}fficult for many fourth-grade
children to use context to extract word meaning, and suggest
the need for most children to receive systematic instruction
in the use of context clues. . 5

In addition to the arguments for Jirect iastructlon,
another argument frequently offered i; t‘hat good and poor
readers differ in their use of context clues. Steiner,
wiener and Cromer (1971) sugport this view!  Kennedy and

‘Weener '(1973) state that "Research evidence has ' indlcated"

"



. . . that poor readers do not effectively use contextual
clues to aid them in reaé‘ing . ... comprehension" (p. 527),
Kennedy (1974) indicates that there is a great amount of
variability among children wi\th regard to their use  of
context clues. Dulin (1970) proposes that even bright
children do 'r‘mt'ﬁtilize context clues ful‘ly‘ without help
even though they are very skillful at using other word
aitack skills. Heilman (1972) goes so far as to sugdest
that "thé one ability that sets the dood readers apart £rom
poor repders is the degree to which the.context helps " the
reader get at unknown words" (p. 360). . :
'_Rankin and Overholser (1969), in a study
investigating the use of context clues by intermediate grade
children, concluded that "Reading ability is substantially
predictive of thée ability to utilize each of the thirteen
clues [identified in Ames (1965) Class‘ification Schemai of
Contextual Aids]" (p. 71). These results lead us to the
question, will . instruction in the process of \utilizing
specific context clues lead to an improvement in réading
. .

ability in terms of reading comprehension? The authors

uggest: that\gore needs to be learned about &nst’ructional
iniques which can be employed in "teaching the ability to
ut{li;e specific congextual clues Ps an important aspect of
realsng comprehension® (Rankin and Overholser, 1969, p. 71).
5 Since direct instruction in the use of context clues
. is j most definitely indicated in the literature as

fadilatatide of comprehension, what then is the mostl

recommended method of teaching these specific clues? Many

3
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researchers and reading authorities (Au, 1977;. Beil, 1977;

Bortnick and Lopardo, 197
Lee, 1978; Richardson, 1980; Sampsof et al., 1982) are

recommending the cloze procedure:’ Bortnick and Lopardo

; Bullock, 1975; Ellington, 19817
'

N~

(1976) (cited in Weavér, 1979) indicate that the dse pfllhe .

"quzé BEoCeAIrE FeyUTESE & DECCEREING OF JEnpIHGe identical
to what takes place in the actual readinq process" (p. 634).
This type of procev{mg involved in the comp)et)dn of él‘oz_e
exerciges should be an 1mporr.ant consideraqlon in any
reading instruction, ratherl than using procedures® which'
actually divorce instruction from that whxch‘takes place 4An

the everyday reading process.

.
11. The Cloze Procedure: A Teaching TecHnique
" - .
History .
pow .
The cloze procedure was, according to Buros (1978)
AR

invented by H. Ebbinghaus, in 1897, as'a testing procedure.
&

It has been used for various purposes, and a vartety Oof

terminology has been used in reference to it. ~It !p;;é'ars to
2 4
have come' intq prominence when it was f;rst’ germed the

cloze procedure" by Wilson Taylor, in 1953, and was used as

a measure of readab)hty. Tﬁyl_or (1953) says that the term

"cloze" comes from "closure”, a term used in Gesé“alt
psychology to refer to "the human tendency to complete " a
familiar, but not-quite-finished, pattern-to “sée' a broken
cixcle as a whole one, fof example, by men;.al‘ly.ﬂllinq in
the gaps" (p. 415).’ The clozé procedure sz 9 technique




whereby "gaps" are created in a reading passage by
sysl.emgucally deleting words, or parts of words, in some
predeter[luned way. The deletions usually made are deletions
of every nLh word, -the deletion of every fifth, eighth or
tenth word being most common, or deletions of certain types
of words, &lthough other deletion systems have been used.
The deleted words are replaced by bladks of uniform length.
The reader of the passage must attempt to c‘omplete the blank
spaces with e;;er the exact- word deleted or’a synonym for
it. /, . s " F R ’ :

Since its introduction by Taylor, it has also’ been
used as a tegt of reading comprehensjon. In' the past decade
or so, i®has been receiving increased amounts of “attention,
and has been s’uggested as a teaching technique which can
possibly be used for a variety of instructional purposes.
These/’;nclgde'the teaching of context clues (Beil, 1977;

Lee, 1978; Marino, 1981;. Richardson, 1980), and the

improvement of reading comprehension (Jongsma, 1980; McGee,

1981; Pessah, 1975; Schneyer, 1965; ‘Tierney, Readence and

Dishner, 1980).

A
Ryrposes of loze'

According to Richardson (19‘80), cl\oze passages help
students realize the value of clues provided by their
language structure, and help them identify the nece_ssicy for
c‘ontinual use of context clues in their reading. , It forces
the stuqen‘ts to pay attention to clues which are contained
n; the, whole passage, as well as in specific sentences.

-
o B




Tierney, Readence and Dishner (1980) say that “the technique
forces students to use the context of a passaqd or sentence
o sudgest Teslacenente PhE Gcleted Jorda® Tos W9z  Gradi
(1979) endorses this idea when she writes that the cloze
procedure "is one way of focusing learners' attention on
context™ -(p. 699) . ¥ 3

Schneyer (1965) contends that completion of  cloze
exercises should result in increased comprehension because
the skills used by lt:he reader to fill in the blanks with
appropria:._e words are r.l':e same skills which are invol’vud\ in
r‘eading comprehension. o
., _Thomas *(1978) makes three observations related to
the wuse of various versions of the cloze procedure. They
are: 3

1. - Depending Xn the specific exercisc,

. closure task{ involving written materials force
readers to rely upon at least two (often all
three) ’ of the information sources identified as a
result of psycholinguistic research. [These
i“nclufie’ thé graphophonic, ‘syntactic and semantic ]
cues identified by Goodman, 1972]).

2. ;Performing closure requires focusing
.attentmniA during reading on the author's

representa

on of ideas. This has a tendency to
make the reading experience what it should be --

~
an active, on-going, meaning-getting process.

.




=18 Use of CLOZE often facilitates
understanding the relationships between language
features which cue meaning in oral/aural contexts
and their counterparts in written contexts. (p 4)

The  various statements appear to indicate that
completion of cloze exetelses forees the peader ‘te utilize
cfues provided in a readm:; passage in the -extraction of
meaning from that passage. Thus, mproving the ability to
utilize context clues will, or should, result in an increase

i

in reading comprehension as well.

Cloze Related Research .

Jongsma (1971), in a review of the literature
pertaining to the use of cloze as an ins;ructional gevxce,
stated that only a small amount of research had been
copducted which specifically utilized the cloze procedure as
a teaching technique. The author identifies Roossinck
(1962) as being "one of the first invest%gatérs to ‘use cloz%
as a teaching technique™ (Jongsma, 1971, p. 6) but contends
that it was Martin's study of 1968 that marked "the first
real ,attempt ‘to employ the cloze procedure i‘: an  aétual
teaching situation" (p. 14). He says that studies completed
pr’evious to 1971, which includé::l Roossinck (1962), Bloomer
(1962), Briedman (1964), Schneyer (196!). Blumenfield and
Miller (1966), Bloomer, et al (1966), Heitzman and Bloomer
(1967), Martin (1968), puice (1969), and Kingston and Weaver
(1970)," were plague by-a number .of weaknesses which he

« s
identithed as foll’ows: 1. No real teaching, 2. Lack of



focus, 3; Weak experimental designs, 4. Measurement
problems, and S. Omissions in reporting studies.’

pe Jongsma (1971) concluded that the research did not
indicate that cloze was effective as a teaching device. e
went on to suggest that future research should deal with the
problems identified. -
. Since 1971, a great number and variety of articles
have appeared which praise the cloze procedure as a teaching
tecnnique,‘ and‘ the amount of research has continued to grow.
In a more recent review of the literature, Jcnqs’ma (1980)
summarized thirty-six studies which have employed the cloze
‘xocedure in this manner. The researcher has chosen to
discuss only those studies relevant to this study and has
classified them into two ‘cateqanes: those which produced
:anificant results, and those wkich did not, Those which
‘roduced significant increases in-reading comprehension or
in general reading ability include Guscott (1971), Culhane
(1972), Kennedy and Weener (1973), Pessah (1975), Askov and
Kamm (1976), Gunn and El’kins (1976), Bernath (1977), Sinatra
(1977), “Martinez (197‘8), and sampson (1979). Insignificant
results were indicated vin studies conducted by Rynders
(1971), Faubion (1971), Ellington (1972), .Rhodcs (1972), Cox
(1974), Paradis/-und Bayne (1975), Grant (1976), Johns
(1977), and. .Yellln (1978) . All of these studies are
summarized in Jongsma (1980), except that of Askov afd Kamm

(1976) . -



Two ‘additional studies not summarized in Jongsma
P

(1980), " but which are relevant to the present research
include those of Askov and Kamm (1976) and Tarasoff (19782).
Significant results were found in the study, conducted by
Askov and Kamm (1976) to determine whether teaching children
to use a Classificatvion system of context clues would help
them to wuse these clues, and improve their reading
comprehension. ~ Tarasoff (197§?), in a study which Eompared
two deletion systems, 1dxica) vs. structural, utilized the
cloze procedure in an effort to increase comprehension
through .the teaching of idea and presentation types of
context clues. The lexical deletion system involved
noun/verb delgkions, whereas, in the structural system
connectives were deleted. Hg‘ found no significant
difference betwedh the experimental and control group, but
offg‘s possiblé suggestions for improvement of the procedure
used in the study which c/d\r.\ld possibly yield different
results.

It would appear from reviewing the literature that
cloze'can be an effective, as wePl'as ineffective, teaching
technique. The quesc’é._o‘n is why such a dis;:repancy occurs’}'n
the research finding;. .

Some possible explana’tions of . why significant
differefices wer‘e found in sorie research studies, but not in
others, can be gleaned from Jongsma's (1980) review of the
literature. They include:

1. In some studies, the focus of the control group

wyas not on the improvement of ‘reading.



o 2. The cloze procedure appears to have been most

effective in the development of comprehension, rather than

for other purposes. \“W
\3. No particular type of mateyial has found to

be most effective in cloze instruction, but materials have

-
beensused which were too difficult for the subjects involved

in the study. ’ ) ‘
4. Discussion at the end of the completion of cloze
exez'cise'may be more effective if it is teacher-led, rather
than student-led.
5. Cloze instruction appears to be more effective
when it is carefully sequenced than whes no attentjon is

given to any type of sequencing.

6. Cloze exercises which utilize selective

deletions appear to be more effective than those which use a
random deletipn process. (

7. Student boredom has been observed by some
researchers possibly because of the  1aeK: BE v:rivty.
ov;rruse of the approach, and ‘dulI‘ routine, m’echanlcal

instruction. N

Jongsma (1980) drew eleven cc‘mclusiuns n{sed upon
his analysis of the literature related to the ' cloze
procedure as a teaching technique. They are:

1. The cloze procedure can be 4n effective
teaching technique. However, it is no n:lore nor no
less effective than many other widely used

instructional methods.

38
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2. The cloze procedure is most effective
in develdpinq reading comprehension, or at least
some of the skills involved in the' comprehension
process. It is least effective in improving word

knowledge or vocabulary.

3 There is no evidence that cloze.

instruction is more effective for any particular
type of material ... .

4. Cloze instruction is no more effective
for one age or qrad.e level than another. There is
also no evidence that cloze instruction is better

suited to students reading either below, apove, or

% .
5 s “~
5. . . . cloze instruction is likely to be

on grade level.

more effective when discussion is focused on clues
which signal responses and on the appropriateness
of resp:mses. B )

6. There is no evidence that one type of
grouping arrangement is more effective than
another . . . .

7. Cloze materials which are carefully
sequenced as to difficulty, length, or purpose gre
more effective than undifferentigted exercises.

8. The quality of a cloze lnstructior;
program is more important than its length . . .

9. . Selective deletion systems aimed at
particular contextual relationships are more

effective than semi-random deletion systems.

/




10. . . . some form of semantically
acceptable scoring should probably be ehcouraged
for mstrugbional purposes.

11. There is no evidence that students have
more favourable attitudes toward cloze instruction
than they do toward other forms of instruction.
(pp. 20-21) )

Jongsma (1980) goes on to recommend areas for future
research. One of these areas is the making of selective
deletions in'the cloze reading passage. He argues: o
) The literature appears to indicate that cloze

instruction is more effective at improving reading

comprehension  than other aspects of reading
proficiency. Furthermore, selective deletions
which are focused on particular contextual
relationships have a greater instructional effect

than random deletions. (p. 23) . —- ' A

He . further suggests ‘that a context clue
classification scheme be utilized as a framework for making

such deletions in passages to be utilized for instructional
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purposes. The present study wilJ\ b8 based upon this-

approach. A classification scheme which includes five types

of context clues will be used to make.selective deletions of |

nouns, verbs, adjectives and adverbs from various reading

passages. ‘The cloze reading passages thus produced will be
’ »

used for instructional purposes with a group of fourth grade

students. ) .
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Suggested Procedures for Cloze Instruction

various proceduge¢ for™Nnstructional application of

P )es o " PP
the cloze procedure thavé been incorporated into research
studieg previously completed. Many others have bgen
suggested.  Instructional procedures have been offered by

Bortnick and Lopardc (1976), Pikulski (1976), Thomas (1978),

Richardson (1980), Quattrlnl (1981), and athers.

The most well-presented.and inchslve of these, in

the opinion of the researcher, is- that of Thomas (1978). He

included three phases in the suggested procebure. These
. s N
include:
. -

1. Presentation and Preparation .

This is a readiness period for the devel’ol/ment of
motivation and background of the readers, as well §\s for
clarilfying for them the purposes of-instruction. it is a
time when the teacher shéuld model for the students by
thinking aloud the process to be used in completing ; cloze
exercise. The author "says that the readipg materials used
should be at t‘he i'f{'structional‘, or preferably, independent
reading level of the students.

2. Preview and‘ Completion

Béfore b’eginning ‘the exercise, teachers must make
clear to stude\nts lwhat is to follow and how they must go
“about dealing®with it. The authdr recommends that the
reader do three readings of the passage. The first reading
is for t}le purpose of mentally filling in the blanks; the
second, to write replabement words for all blanks, even if

some must be guessed, and the third is to check the sense of
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“the replacement word in the context of the sentefce in which®
it is written as well as in the reading passage *as a whole.
For completion and checking of the exercises, students may
work individually or in various grouping arrangements.

3. Follow-Up

Thomas (1978) cons}idets this the most critical step
in the pxoceduxe.' This Y"phase should include: sharing of
choices, discussion of alternatives and possible variations,
and explanations of why each specific word or word| element

was selected" (p. 12). He says that it may be diffiicult for

-the students to verbalize their logic, but the purpose of

this is "to encourage students to exanine, and express their
thought processes" (p. 12).
This procedure will be incorporated into the

instructional phase of this study.




(;HAPTER v
a METHODOLOGY

-

This chapter contains a\discussion of the research
design employed in the study, a description of the subjects,
the instrumentation and materials which were ur.ilize‘dr the
procedure follows in conducting the research, and the

statistical procedure applied to the data which were

collected.

I. Research Design

i The Pretest-Posttest Control Group Design with

Matching, as described in Borg and Gall (1979), was employed'
9

in this study. The design can be represented in the

,E?l lowing manner:

The pretest is indicated by O for the experimental group,
and by 0 for the control grou[‘:. The posttest i‘s indicated
by O for the experimental group, and by O for the control
gmug, The comprehension subdbction of cﬁ:cates-Maccinnie
Reading Teste (Canadian edition), Level D, was employed as
the pretest and posttest./ Form 1 of this test was used as
the pretest and Form 2 as the posttest. Both pretest and
posttest were|administered to all subjects si!nultaneously;
the pret bei.ng“administered prior to the instructional
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phase of the study, and the posttest following the
completion of the instructional phase.
The H included in the representation of (he);esearch
design refe.rs to a matching procedure commonly known as
randomized blocking. Borg and Gall (1979) describe matching
as a process whereby students are placed
- - . in rank order on the basis of their scores
on the matching variable. After subjects have
been placed in rark order, the £irst two subjects -
are selected (regardless of the difference in
their scores on the .matching variabl’es) and by
random means . . . one subject is assigned to the / f
experimental' group and the other to the contr
group . . . This procedure is continued until all ~
subjects have been assigned. (pp. 547-548)

The - advantage of this procedure is identified as being that

"it produces randonuze;i groups ang no cases are lost l;ecausu

of inability to match" (p. 548). \

The t/realment received, instruction in the use of
context clues, .is \représented by X. " the zbsence of X .
indicates that the control gr'éup did not receive this
treatment. '

11. Description of Subjects
The students involved in this study were students
from an intact Grade Four 'classroom in an integrated
elementary school within the Bonavista-Trinity-Placentia
i
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Integrated School District. The groyp of students involved
comprise various religious affiliations including United
Church, Anglican, Salvation Army, Pentecostal, and Roman
Catholic. The wholeg class, Cor!sistlnq of twenty-seven
students, twelve boys and fifteen girls, ranging in age from
nine to twelve years, were initially administered the
pretest. ~One of these students was randomly eliminated to
créate even numbers. - The studgnts were then classified as
“skilled" c’r "less skilled" readers based upon the 'pretest
mean® score. Those students who received a raw score of 23
or above were classified as "skilled" reader’s,, while those
who r'eceiy/ed a raw score of an;tﬁing less ‘than 23 were
classified as "less .skilled". A raw score of 23
corresponded with a percentile rank of 46 for a fourth grade
studeit in’ the spring norms. The ' students' classroom
teacher was' asked to classify each student, using only her
opinion of the students based on ' daily classroom
performance, as " "skilled" or "less skilied" readers. The
thacher's judgment of each student was then compared with
pretest scores. Because of a discrepancy between teacher
judgment and pretest scores, two other students were
eliminated from the study. This left a total of twenty-four
sub?ects who were assigned through randomized blocking to
either the experimen_tgl or control group. As a result of"‘
illness, one student could no® SONETE: the postsrest.

Consequently, thr& others were randomly ellmi'natéd.vt‘d
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create. even numbers in each cell of the research design.

The final sam&Qnsmed of 20 students; @10 being in the
" 8

‘ J | .



experimenpal group (consisting of 5 "skilled" and 5 ‘"less

] ‘
skilled" zeadersl*‘:nd 10 in the control group (also having
5 "skifled" and 5 "less skilled" readers) .

> II1. Instruments andiMaterials
'

4 1 b -

" e
Twelve cloze exercises were prepared for use in the

' 5 -
» instructional phase of the study. The reading passages were

selectéd from the Science Research Associates (SRA) Mark I1

Reading Labbratory 2a. This kit is usually-used with fcurth
graders,, or nine-yéar}éxds, It consists bf ten graded
levels of high intekest materials Wi the simplest
materials being appropn‘:\ate for students having a reading
age of seven years, and the most complex sunable wfor

students with a reading aqe of approxlmately twe]vé years

//' The kit was not famﬂar Eo the students 1nvolved in the
: study. .
rhe@gsEnges  chossn: Eof iige Ah Ehe shatFuELIBRE
phase of th were chosen on the basis of content wq:én
the researche¥Ytelt would most likely be familiar to the.
students. Also, the reading passages Selected were in
reading-grade range of 2.0 - 3.5 so that materials would
more likely be within_ the independent/instructional reading
* levels of thhsubjects.
, The passages, wt&n were approximately 300 to 500
wBi"!s in 1enqti1. were kept whole to provide a ‘complete

P Y B
~=’Context for the reader, and also to eIIminate any

-
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frustration which might result if a portion of' the story,
particularly the ending, were omitted. L
The cloze reading passages with selective deletions
made were typed and were duplicated by means of
photocopying, Deletions from the passages were based on “the
classification systemioutlined by Smith and Robinson (1980)
which combined the classification schemes.of Artley (1943)
and McCullough’ (1945)' The classification scheme contains
five “types gf clues which are, . Smith and Robinson (1980)
say, those most viably used in the elementary grades. A
listing of each type of clue in the scheme and a definition
for each type of clue as gAiv‘en by McCullough (1945) is
included below: B N
s. Experlence Clue: - 'Here'the unknown
word is predictaple from what the child or adult
knows D.f such s)tuatlons\throuqh Rv:)n'( or life

experience.

" A

2.4 pefinition Clue - In thig case the
unknown word is defined elsewhere. in the passage.
[According to Smith and Robinson (1950) "the (ﬂost
frequent means aEe through direct explanation and
statements in apposit{dn" (p. 141).]

3. Synonym Clue - This type of <_:Iue is a
known synonym for the unknqwn word. The structure #
of thé sentence 1is such'that, where we would

.expect the synonym to be repeated, the author

gives us the unknown word.



4. Comparison or Contrast Clue - The unknown (d
here is likened to, or contrasted with, s%ﬁm.nq
known. \

5. Modd or Tone Clue - Here the context
has provided a situation or established a mood or
thre, and the unkhown word feflects that Kif of
situation or thdt kind of mood. (pp. 2-3)

In constructing the cloze passages, an attempt was
made. to equally rfpresent, overall, all five of the context
1 3 clue types\included in the classification scheme employed.

In some instances, it was necessary to slightly alter the -
reading passages sele;:ted from the SRA Mdrk 11 Reading
Laboratory so that each clue would be as equally represented

- as possible. s Thig, resulted in the following numbers of
clues being used {O_Zinstructional purposes:
. ExperiendNClues 26
Definition Clues 24
Synonym Clues 22 o
‘gomparison or Contrast- Clues 24
Mood or Tone Clues . 24

Deletions were made so that a particular c’ontext
clue could have been used to determine a semantical‘ly
acceptable response for the dgleted word. The deleted words
were replaced in the reading passages by blanks of uniform

\)length of fifteen typewritten spaces. This type of c1ze ¥
blank was chosen since it is only through the use of the

(context‘ of the sentence or the context of the passage as a

ole that the reader could préduce  a semanticafly
\ »
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acceptable word to fill the cloze blank. The first and last®
sentence of the passage were left intact. .Ten deletions per
passage were made. This particular number of deletions was
chosen to allow sufficient time for reading and completion
of the exercises, checking of replacement words, and
discussion of the logic involved in determxn;nq particular

)
replacement words.

ie

. iy i
‘ The comprehension subsection of the Gabes-MacGin

Reading_Test (Canddian ‘editior), Lével D, Forms 1, was used
to evaluate initial comprehension ability, with Form.2 being
used to 'determine gains made in comprehension by the
experimental and control groups at the end of‘ the
instructional phase. Form 1 was used as a pretest, and Form
2 as the posttest.
This test was chosen because all items comprising
e Coat; Have' Been deternined by a group of Canadian
educators as being appropriate to Canadian education, and
because it is widely used as an indicator of reading
comprehension ability. According to the Teacher's Manual
(Canadx‘an edition, Machnstle et al, 1978), a qroi‘ap of
46,000 ftudents selected from the ten provinces of Canada
and the Yukon were tested for the developmem of Canadian
norms. Between 3,000 and 4,000 students represented each
i grade level. The test items are international ip content,
and were selected so that they would fall within the
. experiential background of most students. The items have
also been screened by minority group consultants to
\zllmh?atc any itgms which may have been biased or offensive.
E ’ , L,

n
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The authors (MacGinitie et al,- 1978) state that the Kuder-
Richardson Formula 20 reliability coefficients for the
comprehension subsection of Level D of the test ranges from

0.85 - 0.92.
IV. Procedure

The gui‘delines for administration - of the GCates-
MacGinitie Reading Test (Canadian edition), Level D, Form 1,
were strictly followed. Group testing of the intact, fourth
grade class was conducted by the researcher in their
classroom. The appropriate portion of the sample page .of
the test, i.e., the comprehensjon section, was completed
with the students to make clear to them what they were to
do. Any clarification of instructions which proved
necessary was done before the administration of the actual
test. The students were advised that they would have 35
minutes only to complete the test. They were asked to check
their answers if they had completed the test before this
time period had elapsed, and then to engage in some quict
activity until all test booklets had been collected’ At the
end of the 35 minute time period, the students were asked to
close the test booklets which were then collected and scored
by the researcher. r

on thé. basis of the raw scores (Sec Table 1)
obtained on the pretest when compared to the mean score

computed, in combi‘nation with the judgment of the students'
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i v
! " Table 1 #
Pretest Raw Scores
Student Number ° Raw Score ' Student Number Raw Score
1 EPR T 17
e 14 . 167" 21
3 27 17 34
4 6 18 . 19
s 33 19“, 14
Tt e ' 24 . 20 23
. 7 1w 21 .20
8 20 2 25
9+ 16 23 24
w27 24 _ 30 ¥
¢ 1 19 25 17
\7 18 26 % 30
13% 2 27 e NETE
14 21 ’
4 ,

*+ Student #9 was randomly eliminated toscreate even numbers.
. L] = g




classroom teacher, twenty-four students were designated as
"skilled” or "less skilled" and were assigdhed by randomized
blocking to the experimental or control group.

Instructional Phase _ | . \

The instructional phase of the study was divided
into four sul;d.ivxsions according to the type of deletion
made (e.g., noun, verb, adjective, or adverb) in the cloze
reading passage which was to be used for instruction. Ear:'fv
of the f'our'subdlvision_s consisted of three instructional
sessions. Each of these instructional sessions was
conducted in a tﬁirty-five minute period per day over arv:-ime
period of twelve consecutive school days.

A room in' the school was assigned by the aatasl
principal for conducting the instrucuonal. sessions. All
instruction relative to this phase of the study was carried
out by the researcher in this particular room.

The procédure followed in each of the instructional
sessions consisted of the three-step process outlined by

~

1. Presentation and aration A

Thomas (1978). The three steps are:
.
2. preview andXqupletion, and
3. Follow-up
Thomas (1>97ﬁ) states that "No systematic procedures
have been established empirically forsusing the CLOZE in an
{igrictional setting” (p. 11). These steps Ste pasey on

his experience with the types of exercises which’ {ncorpfjrate

the use of cloze. Of the suggested pr’ucédu{es perused by

< ; i
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the researcher, this was the one which appeared to be most
inclusive of those ideas which the researcher widhed to
include in each instructional session.

The first section of instruction used three cloze
paSsages with selective deletions - based upon the

classification scheme to be utilized thro!thout this study,

and, in addition, were of the noun form class. \lnstruction -

spanned a three day period' with one cloze passage being

completed each day. ) =
The three.steps of the ingtructional procedure  were

carripd out in the following manne; %

Step 1: Presentation and Preparation

Before beginning work on the actual cloze passages,
the subjects were acquainted with the proceguze which they
were to use, and a short selection in which the researcher
guided the students in their oral responses was used to
familiarize them with the process which they would be
e‘xpected to use. The instructional putpose for the activity
was clarified. *+ Students were o‘rally presenteé with a
statement  to provide some background for the passage to be
completed and, also, to provide some motivation for its
completion.

Step 2: Preview and Completion -

The first cloze passage was comipleted daring this

phase .of the procedure. It was completed as‘a total group,

effort through a 'thinking—aioud' process which w;as teacher-
led. This was done to exemplify the process to be used, and

to familiarize the students with the form class of the words
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for)\:-::ch they would be searching. Emphasis was placed on
the t that a vari€ty of answers are acceptable in
completing cloze blanks, but that each acceptable answer
must make sense in the =entence, and in the passage as a
whole. .Brown (1980) found that "if the best overall cloze
scoring method for productive skills with all criteria
copsidered equal is desirable, the AC cloze [The AC method
N N sl

usually C\ounts any contextually acceptable answer as correct
(p., 311)] is‘pmb'ably best® (p. 316). They were reminded
that the length of the blank spaces were wniform regardless
of the length of the word that was being replaced. In other
words, ‘the length of the blank gave no clue as to the length
of the word being d‘ele'ted. The subjects were informed that
there were clues in the story itself which could be used to
help them to disco/vez a suitable replacement word for the
word which had been deleted.

. The students were instructed to do three readings of
the passage. A chart was prominently displayed for future
reference noting the purpose for each of the three readings.
The first reading was done to mentally fill in the blanks in
fhe cloze reading passage. The sub]ects Wers dngtracted hot
to write responses in any of the blanks duringthis reaqu.
According to .Thomas (1978), "This preview readlng serves to
establish an appropriateé mind-set for completing the
activity" (p. f{1). During the second reading, the students
were asked to write replacement words in the blanks. Since
this was a group effort, students were asked to - suggest

words orally before writing them'into the passage. Any of
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the orally suggested words could be chosen to complete the
blank, or any other word le’\xch the student felt was
appropriate cquld ye,usedf' They were instructed to £ill all
of ‘the Blafikey and o do Eo in all future passdges they
would complete, even it it became nedessary to guess some of
the responses. The students were then asked to‘proceed with
a third reading of the pas\sage, the purpose 'of which was’ to
check whether the replacement words they had chosen made
sense in the sentence in which it appeared, and in the whole |
passage. ’ g 5 X
The completion of the exercise was followed by the
next step of this instructional procedure, which was. the

fol low—-up‘

Step 3: Follow-up £

—="7'A discussion, which was teacher-led, followed the
completion of each exercise. Thomas (1978) says that ,this
is "perhaps the most critical step in teaching with CLOZE
exercibes" (p. 12). The purpose of the discussion following
the completion of the firSt exercise was to exemplify the
variety of alternative responses possible, and to encourage
the process of examtming and verbalizing the logic involved
in choosing a'particular word to replace a word deleted from
the cloze passage. Valmont (1983) claims that "Discussing
alternative answers is the key to teaching with clozg" (p.
174).  McGullough™ (1945) as cited in Thomas and R;xnson‘

(1977), supports this discussion procedure. She comrents:
)

L4




As the students talk over their answers, they are
alerted to clues they missed. They become aware
that there are clues of various types and conclude
that context . . . frequently% gives some
snggestion of meaning. Those who answer correctly
are asked to share ways"cney‘ arrive at their
answers. How-to-do-it  suggestions from one
student to another are sometimes mo;re helpful t‘han
suggestions from the teacher. (p. 25) }

The discussion ended the: first instructional
session. '

The second ;nstructional session followed the same
pattern as the first. Again, ten nouns were selectively
deleted from the cloze reading passage to be wused. The
three step procedure for instruction was again utilized.
(Step 1) - After a brief clarification by the researcher of
the instructional purpose of the le‘xercise, a quick review of
the procedure to be used, and the presentationfof a short
background/motivationgl statement for the reading passage,
(Step 2) =~ The second tloze passage was completed by the
students themselves, in small groups of 'four, with no help
from the researcher. Three readinys of the passage wére
required, as in the first session, with the chart q’:.at)ng
the purpose for each reading being d‘isplayeﬁ in full view at
all times. (Step 3) - Completion of the exercise was again
fol lowed by a teacher-led discussion. During the
discussion, |‘:h‘e students were required to examine and to

orally express the. logic involved in the s&lection of a



particular response, and, as a group, to defend their choice
of replacement won;.

The' third passage in this section of instruction,
which also employed the selective deletion of t.en words of
the noun form class, followed, as well, the three step
procedure f£or instruction wit)1 one variation. The} cloze
passage was completed individually by eachf“~eubject
functioning  independently, both in. the ssrection  BE
responses to £ill the cloze blanks and in their ‘defenses of
their chosen responses during discussion time.

) It might be noted here that there"was not always
sufficient time during a 35-minute instrgctional period .t°

discuss and defend all of the alternative responses

jupplied.  Particular ciphasia-duting the discuseion was
placed on those cloze blanks which were, for thie s tudents
‘the most difficult to complete as noted by the researchers
obsetvatiz;n! of student__'gesponses. This allowed the
researcper to provide guidance in the process of context
clue utilization in any cloze blanks which presented
particular difficulty.

Each of the succeeding sections of instruction
employed the same procedure for each of the cloze passages
completed during the instructional phase of the study.
Selective deletions were made tQ force utilization of the

context clue types in. the study's classification scheme, and

“the deletions proceeded following Queal“g (1969) listing of

‘easiest to hardest word forms to replace in cloze
exercises', which are: nouns, adjectives, verbs, and
-
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adverbs. Table 2 shows the sequencing of the various
sections of dnstruction given during the conduction of the
stpdy.

The _names of specific types of gontexy clues were
not taught nor, in fact, were they ever mentioned. This was
done to avoid the possibility of the subjects becoming too
involved in memorizing technical jargon, -rather than

d

ecting their attention to the process involved. Valmont
(1983) claims that, »unfortunately, many teachring activitigs
developed in the last few decades "centered on teaching
students mainly to identify context clues, - rather than on
helping students understand how context clues help one

generate meaning and apply it to what one is presently

' reading" (p. 158). The aim of this study was to help

children acquire this latter understanding. L4

It must be noted that during the instructional phase
of the study the control group received no instruction in

the use of context clues. Instruction was confined to their

regular Nelson Language Development Program basal reader.

Posttesting Procedure -

-
Posttesting  procedures were conducted in precisely

the  same manner as pretesting procedures with the
comprehension subsection of .Gates-MacGinitie Reading Test
(Canadian edition), Level D, Form 2, being used as the

testing instrument. Again, both the experimental and

b



* Method N word Approx.
Section Passage of . * G Form Reading
Number Number Completion Context Clues Utilized**+ Deleted Level

1 Total Group* Exp. 4, Def. 3, Syn. 1, C.C. 2, M.T. 0 Noun 2.0

1 2 - Small Group** Exp. 3, Def. 4, Syn. 2, C.C. 1, M.T.. 0 | Noun 2.5

= 3 Individually***  Exp. 1, Def. 2, Syn. 3, C.C. 2, M.T.'2 Noun 3.0

4 Total Group Exp. 1, Def. 1, Syn. 2, C.C. 2, M.T.. "4 Adj. 2.0

2 5 Small Group Exp. 2, Def. 1, Syn. 2, C.C. 3, M.T. 2 Adj., —~2.5
6 Indiyidually Exp. 3, Def. 2, Syn. 0, C.C. 1, M.T. 4 Adj. 1330

7 Total Group Exp. 2, £. 3, Syn. 3, C.C. 2, M.T. 0 verb 2.5

3 ‘8 Shall Group Exp. 3 £. 2, Syn. 1, C.C. 2, M.T. 2 Verb 3.0
9 4ndividually Exp. 2, Def. 2, Syn. 4, C.C. 3, M.T. 0 verb 3.5

= 10 STotal Group Exp. 3, Def. 2, Syn. 1, C.C. 1, M.T. 3 Adv. 2.0

4 11 Small Group Exp. 0, Def. 3, Syn. 1, C.C. 3, M.T. 3 Adv. 3.0

A2 ~ Individually Exp. 2, Def. 0, Syn, 2, C.C. 2, M.T. 4 Adv. 3.5

* Total Group - All twelve subjects - Teacher led ’ #
s

axx
rxre

. Table 2 "

Sequence of Instruction for Cloze Passages

Small .Group - Four studentg functjoning independently -
Individually - One student completes own exercise independently -
Context clue abbreviations - Exp./Experience clue, Def./Definition clue, Syn./Synonym clue,
C.C./Comparison or Contrast clue, M.T./Mood or Toné clue
f >

- " p.
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3 s
control qrm/p were administered the test as a total group by,
the researcher in their Grade Four classroom. Table 3 shows
the raw scores obtained through this posttesting procedure.
- - \
’
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N Table 3

“ ' Posttest Raw Scores

——
Student Number
g

+ sStudent #26 was,

posttest.

*& Student - § 13

.

Raw Score

" Student Number *

Raw Score

ot s
absent during administration of g#the

, student #21, and stiebnt § 22 were
randomly eliminated to create even numbers.

1 36 115 15
p \ 16. 17 ‘

3 i 25" ) 31

PR 17 st ‘16

s 29, AT 15 “
.6 19 A 20 31

7 15 2104 = '
) e 23 22%% -

o 9 15 A 2} i 27 f )
»101‘ 33 .24 v 32 F
1 : 23 . 25 = 19, »
az .- 22 26 W -

13 - . 27 32
14 a " : N



CHAPTER V
/ RESULTS OF THE STUDY

1. Introduction

In this chapter the findings arising from the
results of the sfatistical procedure used to test the
hypotheses which were examified ‘in ;mys study are stated.
Each of the hypothesxs‘wlll be discussed with reference to

the obtained results.

.
A two-way analysis of covariancewas used to analyze

the data collected. The statistics computed are presented

~in Table 4. The .05 level of’significance-was used as the

‘5: rejection of e;ch hypothesis tested.
T

point of ac‘ceptance
The following are the hypotheses which were examined
in this study:
1. The use of context clues selected from, a

classification scheme and a cloze procedure”as a basis, for

instruction in the process of-context ‘clue utilization will
3 3 <

_have no significant effect on reading comprehension as_

measured by raw scores obtained on the comprehension subtest

of the Gates-MacGinitie Reading Test ‘(Canadian edition),
Level-§, Form 2. v

i

2. " There will be no significant difference between

"

the increase in-post-test comprghension scores of "skilled"
versus "less skilled" readers who receive direct instruction
in context clue utilization. ' -
. ’ ' o N "
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3. There will be no significant interaction effect

.
of the two variables, treatment (Treatment A '~ direct
instruction in the use of context clues; Treatmentds - no
direct instruction in thg use of context.clues) and reading
level ("skilled" versus "less skilled"), on the post-test

«
comprehension scores of the readers.
I1. Analysis of the Data

Hypothesis One:, The use of context clues selected from a
classificaiion scheme and a cloze procedure as a basis for
instruction in the process of context clue utilization will
have no significant effect on reading comprehension as
.measured by raw scores obtained on the comprehension subtest

of the Gates-MacGinitie Reading Test (Canadian edition),

Level D, Form 2.

Findings: * A two-way analysis of covariance was app'lxed to
the raw scor:s obtained on‘the comprehension subsection of
the Gates-MacGinitie 'Reading Test in,the testing of this
hypothesis. = The significance of F was found to be 0.733
iSee Table 4). The comprehension scores of those ;ecewinq
imstruction in the, process of context c}ue utilization were
not signuicanc;y better than those who did not receive this
inStruction. Therefore, the null hypothesis was ;ccta_pted.
. —

. ~ - 3
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Bypothesis Two: There will be no significant difference

between the increase in post-test comprehension scores of
“"skilled" versus "le_ssk skilled" readers who received direct
instruction in context clue utilization.

Findings: In the computation of tge analysis of'cavari"ancu
to test this hypothesis, an insignificant result was found.
The significance of P was computed as 0.115 (See Table 4).
Acceptance of Hypothesis Two was indicated at the .05 level
of significance. v
Hypothesis Three: There will be no significant interaction
effect SE the two variables, treatment (Trealtment A - direct
instruction in the use of context clues; Treatment B - né
direct instruction in the use of context clues) and reading
level ("skilled" versus "less skilled") on the post-xesl(

comprehension scores of tfe readers.

Findings: An *insignificant result was found upon
application of the analysié of covariardce to test this

hypothesis. The

of F was 0.217. This
syggests  that the treatment and reading level are
%

independent of each other. Therefore, null Hypothesis Thr‘ou

may be accepted.
'

¥
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. < " 7Table 4
Analysis of Covariance for Comprehension Score:
on the Gates-MacGinitie Reading Tests (Canadian edition) (N=20) .
- g .
- i P
b Significance '
Source of Variation Sum of Squares DF Mean Square F of F
Covariate "
_Pretest scores on . v -
comprehension sabtest * el
of ‘the G: ates-kc&xmne
Reading Test - 783.856 -1 783.856 60.05050 0.000 -
= 8 1 .
Main Effects 37.456 2 18.728 1.434730 . 0.269
Treatment 1.582 P v1.582 0.1211628 0.733
Reading Level 36.579 1 3‘5.579 . 2‘802290 0.115
-

Two-Way Interactions
Treatment x

Reading Level 21.689 1 21.689 14661555 0.217
Explained — 843.001 * 4 210.750 16.14538 0.000
- ¥ .
Residual “ . 195.799 15 13.053
. ) P . .
Total 1038.800 19 ° 54.674
. . \
Ay 3 ‘
[ . ¢
\ . Py
5 o
B - &
~
—_ . :
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L1, Summary
]

The data collected were analyzed through appj}ication
of the analysis of covariance technique. ° The .05 level of
significance was chosen as the level at which thc hypotheses
tested would be accepted or rejecged.

The results of the statistical avlysis when appli2d
to the data collected indicate theé following:

/1. There is ‘no‘signjfica’nt increase in reading
comprehension when a clas’(xfxcat)on scheme of context clues
is used ’n conjunction with the cloze procedure to teach. the
frocess of context clue utilization with selected grade four

students. 3 .

2. ,There ,is no significant difference between the'

increa'se in comprehension ,scores of "skilled" versus !"less
skilled" readers who received direct: and systematic

instruction in the process ‘of context clue utilization.

3. There 1is no §ignifiqant combined , effect of

treatment with reading level on _rﬁe posttest comprehension
.

scores of the subjects.



CHAPTER VI

SUMMARY, CONCLUSIONS, IMPLICATIONS
AND RECOMMENDATIONS FOR FUTqRE RESEARCH

\

In this chapter, the purpose for this study will bé
summarized, conclusions drawn from the analysis of the data”
collected wil] be stated, implications related to the
findings of the'study will be discussed, and recommendations
for future research will be made. )

. . . / A
1. Summary

This study has been directed .at devising an
instructional methodology, which combines a context clue;
classification scheme with the* cloze procedure, to teach the

process of context clue utilization. The effect of this

“instructional méthodology upon the reading comprehension

abilities of a group of four grade students was
investigated.  This scudy also sought to'determine if the
effect would be different for .“skilled" or "less skilled"
readers. a

The f;omprehens@h’ subsection of the Gates-MacGinit‘ie
Reading Test (Canadian edition), Level D, was selected as
the measure of reading comprehension ability. Form 1 of this
test was admin‘x‘;teted as a pretest to twenty-seve}) students
\:hp comprised an intact Grade Four classroom from a rural
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Newfoundland elementary school under the jurisdttrIOm of the
Bonavista—TrinLty—Placentla' Integrated Schools Bohr;. The
pretest mean score was used to des}gnate the students
reading ability level as "skilled" or "less skilled". One
student was randomly deleted from this group to create even
nunbers for an experimental and control group. Two other
. students were eliminated because of a discrepancy between
teacher judgment ‘and pretest findings of the reading
comprehension ability level .of these students. The
remaining twenty-four students were submitted to randomized
blL‘)ck‘inq, and were assigned m; the experimental (treatment)
or cgntrol (no treatment) group. One:student was ill at the_.
time of‘che administration of the posttest. As a resuylt,
th_rée others were randomly eliminated to create even numbers
in each cell of the research de%ign. The final sample
consisted of 20 students; 10 being’in the experimental group
(consisting of S/ "skj}led“ and 5 "less skilled" readers),
and 10 fin the control group (also having 5 "skilled" and 5
"less skilled" readers). N d
© Treatment for the experimental group consisted of .
—~instruction in the process of context clue utilization
' through completion of twelve cloze exercises which used
selective deletions of nouns, adjectives, verbs and adverbs
from selected reaﬂ/ing passages. The d;)etions were based
upon. a context jclue classification scheme. ‘As well, the
. e}(perlmental qioup" also received regular instruction 1n‘

their basal reader series, the Nelson Language Development

-

)
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Program. Instruction in the process of context clue

utilization for completion of the cloze passages was
provided by the researcher, whereas, basal reader
instruction was provided by the regular Classroom teacher.
The contgol group received instruction from their classroom
teacher in their basal reader series only. They received no
instruction relative to context clue utilization as

presented in this study.
L Instruction was divided into four phases, consisting
. of three instructional sessions in each phase. on.e phase
was devoted to the re’pia‘cement of deleted nouns in a cloze
passage, . one to deleted adjectives, ohe to deleted verbs,
and one to deleted adverbs. The first instructional session
in each’ phase was whole group - teacher led completion of
the cloze reading passage; the second, sn,all group - student
completion, and the third was individual comﬁle:icm of the
cloze passage. ;:ach ses;ion of instruction was concluded
with a teacher-led discussion which centered on
verbalization of the logic used in selection of the various
.replacement /v;drds, and consideration of whether 4 the
replacement words chosen were or were not appropriate, i.e.

semantu:ally acceptable.
/" Each instructional session was ccnduczed dunnq the

school's lunch hour so as not to interfere with ‘the regular
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scheol pg‘ogt&ms. One instructional session per day was

conduéted for twelve consecunve scyol days. Form 2 of the

Gaces-uaccinitie nending Test (Canadian edltion) ¢+ Level D,
was admlnisteredu aa the posttest to the grade four class who



participated in the study. It was administered to the class

as a whole, as was the pretest, in their classroom.

The following hypotheses were considéred for testipg

in this study:

The use of context clues selected from a
classification scheme and a cloze procedure as a basis for
instruction in the process of context clukutlliza(lon will
have no significant effect on- reading comprehension as
measured by raw scores obtained on the compx:ehension subtest

of the Gates-MacGinitie Reading Test (anadian edition),
Level D, Form 2. =

There will be no significant difference between
‘the increase in post-test comprehension scores of "skilled"

versus "less skilled" readers who received direct

instruction in context clue utilization.

3. There will be no significant interaction effect
of the two variables, treatment (Treatment A. - direct
instruction in the use of context clues; Treatment B"— no
direct instruction in,the use of context clues) and reading
level ("skilled" versus "less skilled"”) on the -post-test
comprehension scores of the readers.

The - statistical technique applied to th; data
collected was the analysis of covariance. The level of

significance used was the .05 level.
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I1. Summary of Findings 57
s,

Hypothesis One # 3
The two-way ana’lJySLQ of covariance, significant at
the .05 level, determined that there was no si\qnihcan‘t
effect on reading comprehension of using a classification
scheme of context clues in conjunction with the cloze
procédure to teach the process of context clue wutilization.
The significance of F being 0.733, the mill hypothesis was
accapted. v

Hypothesis Two

Statistical analysis revealed that there was no
significant difference between the incgease in comprehension
scores of "skilled" and "less skil]ed'" readers who received
instruction in context clug utilization. The significance
of F calculated as 0.115 indicates that the null hypothesis
should be act_:eptid.

Hypothesis Three

An investigation of the interaction effects of
treatment with‘reading level produce’d ins‘iqificant findings.
The significance of F'was calculated as 0.217 and calls for
acceptance of tr_\is hypothesis at the .05 level of
significance. &



I111. Conclusions
" The data collected in the implementation of this
study led to the following conclusions:

1. The combined use of a classification.scheme of
context clues and a cloze procedure as : teaching technique
for instructibn in the process of context clue utilization
does not appear K to be an effective procedure for the
development of reading comprehension for a selected group@of
grade four students. 20

2. The procedure employed in this study does not
appear to have differential effects on reading comprehension
with varying levels of reading ability (i.e., "skn\iea" or
"less skilled™ as defined for the purposes of this study.

IV. General Conclusions and rmplicauo}\s

The 'psycholinguistic perspective of reading places a
great deal of emphasis on the process of reading for
meaning. Thig study reflects an attempt to devise a
procedure which would emphasize this reading for meaning

through  instruction in the process of context cle

utilization. &

Despite  the fact that the study produced
insignificant findings, the researcher argues that the
procedure eméloyed may be a valuable one, and suggests that
there may have been several factors which contributed to the

insignificant results of the present study.

‘ LN
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One of these factors may have been the time of year
.

at which the research was ‘conducted. The,

which the instructional phase of the study was carried out

ime period during

included the day of June 20, {;mcn was one day prior to the

commencement of summer vac. tion’for the students of the

school in which the research was conducted. The feeling of

“excitement in the aiE i anticipation of forthcoming freedom
from school activities and the enjoyment of summer days . may
have required an extra efforf on pehalf ofe the subject;v
involved in the st't;dy in order to produce the concentritionm

-y necessary for cr;e required activities. . '

Also, ‘thé instructiénal. sessions -were conducted
during the lunchtime periFd to avqid intex;ference with ché
school's regular program. ' This may also have adversely
.a_ffected the results of the study .'nce the subjects had to
“forfeit many of their lunchtime itivities ir: order to

Sa‘z:icxpa'te in the study. It is guite pos%inie that their
thoughts may have besh wifh €riends playing *in the
schoolyard, riding bicycle, enjoying an _'ho.ur of T.V. timé at

hoyne. or some other equally pleasurable a‘ctivity. The

ﬁresearcher observed a boredom, a restlessne:

attention span, .an apparent skipping Of steps .in the
procedure . (e.g. doing one or two readings of ths ’passage
instead. of the_ three téqéired{, and a "How"much longer
before we're finished?" .attigude on ‘the part of some
students. These were observe':d".’ primarily in; students who, on

the basis of observation: of, and'discujslon with the

a shorter
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subjects, would possibly be classifiéd as ope;atir;q at a $

lower intellectual level. Cecil (1985) Aites the skip[.;lng
of the first step in the procedure, as niegmned 'a-bove, as
one of two major concBrns relative to the cloze procedure.
She writes: - a
Sne first concern relates to the ‘impulsive child'
Of whom there apped¥ to be at least a few in every-
elementary , classroom. This type of‘chiiq 'sé'ems
reluctant to complete the 'first step in the .+
'executia-n af the cloze; that i (sTHe L.e‘nds not”
;.9 read “l th‘ebwa‘y'vthrouqh :rhloze -passAqe
firﬁ' before fi:l-uﬂ >in bh’e -déleti@s, tnué
missing much,’ .ifn-ﬂortan;'infdrmatxon which _ might
have been gleaned from an initial. ‘overviev‘l. tp- .
96) ' ) ’ t )
. N ¢ o
. It may also be possibie that the behavior observed
in the subjects may Ab.e attributed to. completing too maf\y of
the same type of exerc per week, even though an an.*n
wis made to .alleviate boredom by varying the grouping.
arrahgement. for completion of the exercises, as well® ag
varying ) the .hpe of content in ;.he pas‘sages. themselves.
HoWever, one exercise pé’r day for tv{elve.-consecuti\}e school
da'ys mayasbe too repetitive and,’ hencs,_ hoz_mgl for stadents
at this age and grade fMbvel. . R
Aé well,, r.l" level @€ some of thﬁ readinq ssaqes
used may have been too simple for* some Of the’ subjects.
wt!ue being too dlfﬁcult for others. “The rcading leve! of

the passages ranged from 2.0‘to 3.5, whereas the reading

o




comprehe\h’cn levels of the subjects as determined by ;%:

pretest scores ranged ‘from 2.8 to 3.7. ‘Thus, while a

. cegiéin passage may haveSepn at the/ irMlependent reading
* .

Fhe study, it could ‘have

level for some students involv

bee‘n at the E:ustration reading level for others 1nvolvgd.

This may account for the lack of concentration and veffo;:t on, ¢ u 4
~ behalf of some of the,st;xdents. . . - . T
- A’nother problem which may have made a contrxbunon

to Lhe findings being insignificant comes from that portion

© of the study whith dealt with the replacement of, words

. - -
\eleted from the adverbial ?osnuoﬁ. Three of. the gwelve
- cloze readinq passages were dBvoted o x‘eplacements of this

,: type. Obse_rvatxon of the resear.cher Xndxcates- that the

+« mubjects found thesewords exceptionally hard to ¢ replace.\

. 'rt'|,ou'qh -the.. subjects were instructed to complete all” bl'anks‘ 4

& re\;:-n if ‘they had to guess, they did not do so in the
ekn(cis‘és which required adlerbial replacements. . “They left

) { many blanks unfilled in both group’ and cindividually

completed exercises. Discussion with the subjects’ ‘indicated

L3 : ‘that  thegy simply could pot produce words thay§ were *
v acceptable to\/tnmn_ £'05 ,\H\llim} the h&“"ki left « in F}"E :
readinq paasaqps. Such was not the case with the . ¢
. : .
. \-placemen( of” nouns, a/d]ectlves and verbs. Indications’are /
* ., that the repldcement of words omitted in the advetbial (
"1 position was top difficult a task for thele ‘suects  which
v ,posalhlv caused- mAny of tbe subjects to “operate -at the
B
, s " frustrational 1evel &unng completion of this portion of the o
AN » .
* .. study. 'l'hls was observed. in’ subjects classified ™ as - #
¥ . 8 ' v 2
. , %
. R e = "
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completion of the posttest.

indicated:

- 2
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-

{ . ¢ .
. "skilled" " as well ,as "less skilled" -readers. This

Mindjoning at frustration level, particularly when it

occurred at the end of the instructional period immediately

prior to comﬁlgtxon of the posttest, may have caused 'a lack

of confidence in the pro‘cess“on' the ‘part .of the subjects,"‘

and, hehce, they may not Rave utilized the process in tne
..

Thus, while the instructional methodology -designéd
and  inplemented in this study produced insignificint
findingd, thids does mae nécessarily indicate that the
procedure itself is at fault, but that many other factors
could have ;:onr.ributed to the;e- resul€s. Varying t.hos&
‘factors in future research, wn(ue rgtaining the basic format
of the pré#eedure, _could resplt in entirely.different

findings. i j

Recommendations o

-~
The following recommendations are being suggested as

a’ result of the findings of this study as well as

observation E;( and discussion with the',,subjccts involved.

1. It is recommended that the procedurc mpléméntgd

in _ this stydy be replicated in future studieg with Grade

Four and other gradt )ave-ls. However, in an attempt to:-make

the pl%cedurc more e(fecuve. the iollowmq changes are
{

* (1) The procedure should ‘be integrated with the

.
regular’ clganmmrrgndlnq program over a mush longer time
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period, gossibly a school yedr, rather than, using it
separately, a$ a panacea, ‘in an attehpt to improve reading
comprehension.  If  students ® are being primed by reading
instruction’ to be p}ecise word ‘identifiers and are being
discouraged , from predi&ting, guessing ot risk taking in
their quest for meaningﬁ{ is apparently going to take’ more )

‘ than .a few school days, even weeks.\—m\make a permapent/”  \
change in their way of .perceiving readvi:g/ a th_e/__/
communication of meaning Afrom author to  reader, The
subjects' need to be given sufficient time to become so .
con‘ortab'le with the procedure that they integrate idmy into

. their everyday reading activities. * N

(ii) Written exercises of the type employed in this

study, should be kept at perhdps a maximu? of two per week.

~

’

However, oral use of the précedure', or cnalkboz‘\)rd work whick
integrated thg procedure with regular classrnojﬂ instruction
could be used as time permits or the appropr}ate occasion
for its use‘arises. * This should help, in some ‘ea‘?ure, to
relieve the boredom which may result from routine daily
completion of these exercises. ¥ ;
(i11) Cloze passages which require the replacement of
words deleted in the adven\al pos)t“lon should not be
utilized at this grade level. subj\ects in this ‘Ludy found
them exc‘eedingly iifﬂcult to complete, resulting in many of
tHe blanks in these passages remaining unfilled.’ This ,
appeared to be very frustrating for some of the dubje::ta.
$ e . (iv)’ Passages  used tbx’»‘ instruction should be\

designed to accommodate studengs in that they should, ‘in-as
. i

& v o
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far as  possible,  individually Correspond  to me-/
1ndependen:/;nscm1°na1 level of the students -using them.

2. 1t, is recommended tha the procedure used in
this study be repllcated, incorporating the above changes,
with "skilled" an '1ess'sk1lled" reade{s of high, taveraqe,
and low intelligence levels to ascerta}n the effect \xchv .
level of, incell;gence would have on the effect of treatment.

~
. %4
.
-, ’
i - ’ .
. - . 5
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