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ABSTRACT

The purpose of this study was examine the effects of
guided recall prompts on the written recalls of community
college students.

Data were presented relative to the

following areas:
of idea units;

(1) statistical analysis of frequency

(2) statistical analysis of frequency as

well as proportion of idea units categorized as literal;
inferential, text-relevant supplementary, and textirrelevant supplementary;

(3) statistical analysis of

frequency as well as proportion of idea supplementary
units categorized as relating to character, theme, reader
reaction, or none;

(4) statistical analysis of holistic

scores for quality of recall;

(5) statistical analysis of

correlation of holistic scores to frequency scores.
Descriptive data relative to categorization of
supplementary idea units
reader

reaction~

relating to character, theme,

or none were also reported.

Subjects were students enrolled in oevelopmental
reading courses at Pima Community College who
demonstrated a reading ability of at least ninth grade
level on the Nelson Denny Reading Test.

Subjects were

randomly assigned to one of four recall prompts:

(1)

guided recall prompt which called attention to character,
(2) guided

x

xi
recall prompt which called attention to theme,

(3) guided

recall prompt which called attention to reader reaction,
or (4) free recall prompt.
Findings indicated that guided recall prompts
had

effects on the written recalls and that those

effects were specific to the respective prompt.
Additionally, the responses of readers provided with the
guided recall prompts were qualitatively better than
those provided with the free recall prompt.
of the frequency scores

A comparison

to the holistic scores seemed to

indicate that the holistic score does reflect some
aspects of comprehension -- specifically literal and
inferential recall; however, data also seemed to indicate
that the holistic score measures something beyond those
things measured by the frequency data.

CHAPTER 1
STATEMENT OF THE PROBLEM
In recent years, considerable attention has been
focused on the relationships between reading and writing;
several authors have developed or begun to develop
theories describing these relationships (Tierney &
Pearson, 1983; Pearson & Tierney, 1984; F. Smith, 1983;
Trosky and Wood, 1982; Shanklin, 1981; witrock 1983;
Petrosky ,1982; Buckler, 1985, and Kucer, 1985).

In

reviewing all of these theories of the reading-writing
relationship, it is obvious that differences exist among
them.

These differences seem to occur as theorists focus

on different stages of development, the basis on which
the theories rest, and how fully the theorists have
developed their theories.

Despite these differences, two

threads seem to run consistently throughout.

First,

reading and writing are interactive processes where
readers and writers interact with text, the author, or
the text and

personal experiences.

Petrosky (1982)

describes this notion by saying that we flcompose as we
comprehend fl (p.21) and that flour composition arises from
these

same

factors:

the

text,
1

our

affective

and

2

cognitive

frameworks

(or

context for reading.

prior

knowledge),

and

the

When we put together our

comprehension -- however consciously or unconsciously
the 'putting together' is more an act of
composition
21).

than

of

information

retrieval"

(p.

Second, students should be involved in activities

in which the acts of writing language and reading
language support and enhance each other, or, as Kucer
(1985) stated
••• the manner in which language is used in the
reading lesson would parallel or be a counter
part to the use of language in the other activity
and support increased control of both literacy
expression.
In this way literacy curricula would
maximize the interrelationship between reading
and writing and facilitate student growth in the
true· basics of literacy (p.332).
One
the

written

students

recall.

to

advantages
and

activity which seems to meet this criterion is

retell
of

they,

effect,

comprehending

the

recalls

or retellings ask

passage which they have read.

recalls
to

examine

The

are that they allow teachers
both

aspects

of

written

The composing abilities of subjects are seen as

in

present

a

such

researchers

language.

Written

the

inference

individuals.

rewrite

abilities
ideas
and

of

the

passage,

and

the

subjects are seen as readers

they remember from the text as well as
supplementations

they

each

make

as

3

However,· as Johnston (1983) points out, there may
be problems with such recalls as pictures of
comprehension because schema selection may be either
inadequate or blocked entirely.

Another problem with

recalls is noted by Harste and Burke (1979):

The reader

may simply misinterpret the task demands and, assuming
(or knowing) that the examiner has read the passage, give
only a cursory protocol.
What Johnston and others do not seem to discuss
are the possible causes for such deficits.

A brief

review of the research studies which use free recall
reveals that the typical prompt for such recalls consists
of instructions to recall the passage verbatim if
possible or, when that is not possible, to recall as much
as possible.

The usual procedure is then to use oral

probes to get at additional information which the reader
may remember.

This creates problems, however, with

managing large numbers of pupils during testing
situations.

In addition,

it seems that such prompts may

be, in effect, asking the subjects to memorize the
passage rather than to interact with it; the net result
of such a recall is a comprehension assessment ·which has
little to do with the notions of comprehension as a
composing process.

Johnston (l983) reminds us, "We do

not consider readers to have comprehended something if
they can only give a rote recall of the elements.

We

4
consider that readers have comprehended a text only when
they have established logical connections among the ideas
in the text and can express them in an alternate form."
(p.7)
Considering this, it becomes apparent that the
prompts may be a contributing factor to, if not the cause
of, the problem outlined by Johnston.

Leslie and Jett-

Simpson (19B3) suggest a solution to at least one of the
problems in eliciting recalls.

They propose that

subjects be provided with a prompt which suggests that
the subject pretend he/she is telling the recall to
someone in the class who has never read or heard it
before.

Although the research based on this idea has

produced nominal results in terms of propositions, or
basic units of meaning recalled, their suggestion that
"an improvement of one proposition is still desirable"
(p. 64) seems viable since each additional piece tells us
at least one more thing about the readers' comprehension
of the text.

It should also be noted that these prompts

were oral, and written prompts may have a greater
influence since the subjects can have continual reference
to the prompt. In addition, it should be noted that
Leslie and Jett-Simpson evaluated their recalls only in
terms of number of propositions and did not examine what
was contained in those those units.

It is also possible

5

that the prompt suggested by their study may have an
effect on the quality of

recalls if not on the quantity.

It is also suggested that prompts to elicit retellings
might be designed to help the subject with schema
selection.
Statement of the Problem
The purpose of this study was to examine the
effects of prompts on the quantity and quality of written
recalls of narrativfi text.

The study examined a variety

of written recall prompts to determine whether prompts
provided to the reader-writer shape recall by aiding
schema selection.

In this way a more complete picture of

a reader's comprehension may be revealed.
Questions
1.

Do the written recalls of students provided with
free recall prompts differ in the frequency of
the idea units recalled from those of students
provided with the following guided recall
prompts:
a)

guided recall prompt which calls
attention to character development?

b)

guided recall prompt which calls
attention to theme?

c)

guided recall prompt which calls
attention to reader reaction?
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2.

Do the written recalls of students provided with free
recall prompts differ in the frequency of literal
recall from those of students provided with the
following guided recall prompts:
a)

guided recall prompt which calls attention to
character development?

b)

guided recall prompt which calls attention to
theme?

c)

guided recall prompt which calls attention to
reader reaction?

3.

Do the written recalls of students provided with free
recall prompts differ in the frequency of inferences
made from those of students provided with the
following guided recall prompts:
a)

guided recall prompt which calls attention to
character development?

b)

guided recall prompt which calls attention to
theme?

c)

guided recall prompt which calls attention to
reader reaction?

4.

Do the written recalls of students provided with free
recall prompts differ in the frequency of textrelevant supplementary idea units from those of
students provided with the following guided recall
prompts:

7
a)

guided recall prompt which calls attention to
character development?

b)

guided recall prompt which calls attention to
theme?

c)

guided recall prompt which calls attention to
reader reaction?

5.

Do the written recalls of students provided with free
recall prompts differ in the frequency of erroneous
idea units from those of students provided with the
following guided recall prompts:
a)

guided recall prompt which calls attention to
character development?

b)

guided recall prompt which calls attention to
theme?

c)

guided recall prompt which calls attention to
reader reaction?

6.

Do the written recalls of students provided with
guided recall prompts calling attention to character
differ in the frequency of text-relevant
supplementary and text-irrelevant supplementary idea
units related to character with those of students
provided with the following recall prompts:
a)

guided recall prompt which calls attention to
theme?

8
b)

guided recall prompt which calls attention to
reader reaction?

c)
7.

free recall?

Do the written recalls of students provided with the
guided recall prompt calling attention to theme
differ in the frequency of text-relevant
supplementary and text-irrelevant supplementary idea
units related to theme with those of students
provided with the following recall prompts:
a)

guided recall prompt which calls attention to
character?

b)

guided recall prompt which calls attention to
reader reaction?

c)
8.

free recall prompt?

Do the written recalls of students provided with the
guided recall prompt calling attention to reader
reaction differ in the frequency of text-relevant
supplementary and text-irrelevant supplementary idea
units related to reader reaction with those of
students provided with the following guided recall
prompts:
a)

guided recall prompt which calls attention to
character?

b)

guided recall prompt which calls attention to
theme?

c)

free recall prompt?

9
9.

Do the written recalls of students provided with free
recall prompts differ in quality from those of
students provided with the following prompts:
a)

guided recall prompt which calls attention to
character?

b)

guided recall prompt which calls attention to
theme?

c)

guided recall prompt which calls attention to
reader reaction?

10. Is there a correlation between the frequency of idea
units in written recalls and the quality of those
recalls?
Assumptions and Limitations
This study was based on the following assumption:
Recall is a reflection of or indicator of comprehension.
In addition, the study was subject to the following
limitations:
1.

The study was restricted to community college
students enrolled in a developmental reading
course.

Therefore, results can be generalized

only to similar populations.
2.

Since subjects were asked to produce their
recalls in written form, writing ability may have
affected subjects' response to the task.

10
3.

Since only one story was used in this study,
results may not necessarily be generalizable to
other stories or to expository text.

4.

Since only certain kinds of prompts were used,
results may not necessarily be generalizable to
other types of prompts.
Definition of Terms
To clarify their meanings as they were used in

this study the following terms are defined:
1.

Protocol -

the written response of a student to

the story which was read.
2.

Free Recall Prompt - general directions given to
a subject for eliciting a recall for a passage
which was read by the subject.

The directions of

such recalls made no attempt to direct the
subjects' schema selection, but left such
selections entirely to the subject.
3.

Guided Recall Prompt - specific directions given
to a subject for eliciting a recall for a passage
which was read by that subject.

The directions

for such recalls were intended to shape a
reader's recall and to aid the reader-writer with
schema selection.
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4.

Idea Unit - "any independent, dependent,
relative, or clearly implied clause; any group of
words which contains a subject or implied subject
and finite verb,

including any accompanying

modifiers "(A. Smith, 1982, p. 55).
5.

Characterization - information which describes or
gives insights about the qualities of a character
in a narrative passage.

6.

Theme - the author's message or moral in a
narrative passage.

7.

Reader Reaction - the psychological and emotional
responses of the reader to the text; as
Rosenblatt (1978) says, it is " ••• the images,
feelings attitudes, associations and ideas that
the words and their referents evoke in (the
reader) ."

8.

(p. 8)

Schema - "the fundamental elements upon which all
information processing depends.

(Schemata) are

employed in the process of interpreting sensory
data, ••• in retrieving information from memory,
in organizing actions, in determining goals and
subgoals, in allocating resources and generally
in guiding the flow of processing in the system"
(Rumelhart, 1981, p.4).

CHAPTER 2
REVIEW

O~

THE LITERATURE

Recent developments in reading-writing theories
suggest that (1) reading and writing are interactive
processes where readers and writers interact with text,
the author, or the text and their own experiences and (2)
students should be involved in activities in which the
acts of writing language and reading language should
support and enhance each other.

One activity which seems

to meet the suggested criteria is the written recall.
However, concern over its use has been voiced, and
researchers point out that subjects may experience schema
blockage or select inappropriate schema for the task.
The purpose of this study is to examine the possibility
of using guided recall prompts to help the reader-writer
with appropriate schema selection and guide him/her in
the reading and recall of the passage.
Since the

st~dy

makes use of written recalls to

assess reading comprehension, insights about the
appropriateness of such a measure may result from the
examination of the links between reading and writing:
therefore, the first section of this chapter will review
research which examines the relationship.
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Because one of
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the primary

objectives

of this study is

to examine

whether prompts can assist readers in appropriate schema
selection for the recall task, studies investigating
purpose setting are important.

Hence, the second section

of the literature review includes studies related to
purpose setting.

The final sections of the chapter

examine the various ways in which recalls have been used
in research and the manner in which they have been
analyzed.
Research on Reading and Writing Relationships
As Stotsky (1983) has pointed our, research
studies which examine the relationships between reading
and writing fall into three general categories:

(1)

studies which correlated reading with various writing
abilities,

(2) studies which examine the effects of

writing instruction on reading, and (3) studies which
examine the effects of reading instruction on writing.
Studies Correlating Reading
and Writing Ability
Several different approaches have been taken in
the study of correlations between reading and writing:
(1) longitudinal studies; (2) studies comparing reading
and writing ability;

(3) studies focusing on reading

and/or writing behavior;

(4) studies examining the
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effects of reading patterns on writing performance; and
(5) studies which compare reading ability with syntactic
maturity demonstrated in students' writing.
Longitudinal Studies.

Perhaps the best known of

the longitudinal studies was done by Loban (1962).

He

reported a high correlation between scores on reading
tests and quality of writing and that the superior group
in writing had by far the highest reading achievement.
Nonetheless, he also reported some children who were good
reader-poor writers and others who were poor readers-good
writers.

In a follow-up study (1976),

He reported that

the correlations between reading and writing abilities
became more pronounced as the subjects moved into the
upper grades.

In another longitudinal study, Evans and

Ollila (1980) examined the relationship between the use
of grammatical and rhetorical skills in writing
performance and performance in reading across a three
year period.

The results of their study indicated that

the basic grammatical and theoretical skills underlying
both writing and reading behaviors in grades one, two,
and three vary with the age of subject and type of
writing stimulus and that continued development of
linguistic skills appears to result in an increased
relationship between writing and reading.
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Studies Examining the Effects of Reading on
Writing Ability.

Studies where researchers correlate

reading and writing abilities use a variety of measures
to assess different facets of writing ability and then
correlate those scores with reading ability which is
usually measured by some standardized test.
studies report positive results.

Many of such

Hartman (1984) found

that, for both good and poor readers, emphasis of ideas
and sentence structure/usage in writing were significant
predictors of reading ability.

She also reported that

sentence structure/usage and interpretation of meaning
were significant predictors of high readers, while lack
of emphasis of ideas significantly predicted for low
readers.

Spivey (1983) Popwell (1983), Beach (1984),

D'Ang1eo (1977), Bishop (1982), Grimmer

(197~),

and

Bippus (1977) all used holistic scores to measure writing
ability.

In all of these studies significant

correlations were found between reading and writing
abilities.

Hughes (1953) compared the reading abilities

of fifth grade students to spelling, word meaning,
language usage, capitalization, punctuation, sentence
sense, and paragraph organization.

He reported that a

marked or substantial relationship was demonstrated
between reading an the other seven language abilities.
Boden (1981) found significant relationships between
composition skills as measured on a checklist and a

16
normedtest of writing and several variables of reading
in third grade students.

Woodfin (1968) used

effectiveness of expression and organization of
ideas,number of words per composition, and number of
words per minute as measures of writing.

He concluded

that reading ability and language scores were the best
predictors of writing ability.
Not all of the studies showed positive results,
however.

Shanahan (1984) used multiple measures of both

reading (i.e. vocabulary, word recognition, sentence
comprehension, and passage comprehension) and writing
(i.e. vocabulary diversity, syntactic complexity,
quantitative and qualitative measures of spelling and
organization)
relationships.

in his study of reading-writing
He reported that in none of the analyses

was reading or writing found to explain more that 45
percent of the variance in the opposite text set.
Other authors used both standardized reading and
writing tests in their study of reading-writing
relationships.

Maloney (1967), Calhoun (1971), and Grobe

and Grobe (1977) all reported high correlations between
writing ability and reading ability as measured by
standardized tests.

One author, Campbell (1976) reported

a high correlation between writing ability and a
criterion referenced test of various reading skills.
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Studies of Reading-Writing Behaviors.

Yet other

researchers have focused on the reading and/or writing
behavior of students.

Long (1980) comparing the oral

reading behaviors of good and poor writers, reported
identifiable differences in performance.

The differences

included:

(1) reading rate with a slower average for the

low group;

(2) differences in response to punctuation

with the low group having more additional pauses and more
deletions; and (3) differences in pronunciation with a
higher total of mispronounced words in the low group.
Birnbaum (1982) investigated both the reading and the
writing behaviors of eight good readers.

She reported

that the salient characteristic that distinguished
proficient reading-writing behavior was a tendency to
reflect over a wider range of alternatives at each stage
of the two processes.
Effects of Reading Patterns on Writing
Performance.

In studies which examined the effects off

reading patterns on writing performance, mixed results
have been reported.

Stutman and Cassady (1983) reported

that there was no correlation between the amount of
reading done and the quality of writing for 100
university journalism students.

On the other hand,

Maloney (1967) reported that, among other
characteristics, superior writers were found to be
students who read often.

In a very different study,
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Eckhoff (1983) compared the written language of basal
readers with the compositions of second graders.

She

reported that the written language of second graders was
a reflection of the writing found in their basal readers.
Reading Ability and Syntactic Maturity.

Several

studies have attempted to examine the relationship of
reading to writing by correlating reading ability with
the syntactic maturity demonstrated in students'
writing.

Such studies have reported mixed results,

though for the most part the authors have noted positive
relationships.

The largest number of the studies have

focused on subjects in the elementary grades.

Kane

(1983) used subjects from grades one to three in her
study which reported that complexity in writing appears
to be related to reading comprehension.

Similarly,

Johnson (1976) reported positive, though low,
correlations between reading scores and T-unit length for
third-, fourth-, and fifth-graders.

Johnson

(198~),

using words per T-unit, number of words per clause, and
number of clauses per T-unit to describe syntactic
complexity, found that all three of his measures
correlated significantly with one or more of the reading
measures.

However, he also reported an even higher

correlation between the writing measures and vocabulary
than between writing measures and comprehension.
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Others have reported positive results in even
stronger terms.

In his study of second and third

graders, Zemon (1980) found that structural patterns
found in the writing of his subjects increased in
complexity as the level of reading comprehension
increased.

Likewise, Heil (1976) reported that primary

children who are better able

to manipulate syntactic

structures are the students who do better in reading
comprehension.

Additionally, Pearson's (1977) study of

third-, fourth-, and fifth-graders reported that
generally the low, medium, and high reading ability
groups wrote at significantly different levels of
syntactic complexity which increased from low to high at
each grade.

The only exception to this was on one

measure of syntactic complexity at grade four.

In an

unusual study, Shanahan (1980) used a canonical
correlational analysis to examine the relationships
between syntactic maturity and specific reading abilities
which included the following:

(1) a single cannonical

factor was found to best summarize reading and writing
relationships at both levels of reading;

(2) the

canonical factors accounted for 25 percent to 40 percent
of reading-writing variance;

(3) the nature of the

reading-writing relationship was different at 2nd and 5th
grade levels;

(4) reading level differences distinguished

more clearly the nature of the reading-writing
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relationship than did grade level differences.

For below

third grade level, the relationship was best described as
word-recognition/word production relationship.

For

proficient readers (fifth-grade and up) the relationship
was found to be more a reading comprehension-pose
production relationship.
A few studies have examined these relationships
using older students.

Kuntz (1975) reported a close and

reliable relationship between reading achievement and
syntactic attainment among her seventh grade subjects.
In their study of sixth grade children, Evancheko,
Ollilia, and Armstrong (1974) reported a number of
significant correlations.

The best combination of

syntactic measures to predict reading achievement were,
apparently, fluency, or the total number of communication
units, and the use of specific syntactic structures.
Good readers' writing was reported to be characterized by
longer T-units expanded through such nonclausal
structures as prepositional phrases, intra-T-unit
coordinators, and passive verb phrases.

Poor readers

writing was characterized by shorter T-units expanded
primarily through the addition of subordinated clause
structures.

The low reading group was also reported as

using more coordinated main clauses and run-on sentences

21
than did the high reading group.

Thomas (1976) also

reported significant correlations between sentence
maturity and reading achievement for college level
students.
Two studies took a rather unusual approach to
assessing syntactic maturity by applying readability
formulas to student writing samples.

Using fourth grade

students as their subjects, Mohler (1982) reported that
use of the Lorge Readability Formula, the Lazdowski
sample survey and Fog Index all produced nonsignificant
correlations between reading and writing; however, she
also reported that there was a statistically significant
relationship as measured by the Bote1 Granowsky
readability formula.

In a similar study, using students

grades seven through thirteen, Lazdowski (1976) applied
eight different readability formulas to samples of
writing and reported that with most formulas there was an
overall progression in the readab1ity level of the
writing accompanying the progression in reading level.
Such differing results may be an indication that the
manner in which syntactic complexity is measured may be a
major factor in determining whether or not a research
study will yield positive or negative results.
Three studies were found which reported either
negative correlations or no correlations at all.

Fuller

(1974) reported no difference in T-unit measures for good
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and poor readers at the college level.

Likewise, Seidow

(1973) reported that no correlations were found between
reading performance as measured on cloze passages and
syntactic maturity demonstrated through the rewriting of
kernal sentences.

In another study using a cloze

passage as a measure for reading ability, Evans (1979),
using students in grades eight, twelve, and sixteen, r
reported an inverse correlation between reading and
writing where measures of written syntactic complexity
were based on the rewriting of a paragraph containing
short simple sentences.
While the presence of these last three studies
weakens the hypothesis of a strong correlations between
reading and writing as measured by syntactic maturity,
two points should be noted here:

(1)

In both of the

studies reporting negative correlations, the measures for
reading comprehension were very different from those in
other studies as were the writing samples used for
measuring syntactic maturity.

It may be that the

artificiality of the writing tasks in these studies
and/or the ability of the cloze procedure to measure
reading level may account for the negative correlations.
(2) The remaining study in the group only reported an
absence of a correlation rather than a negative
correlation.

In light of these two points and the quite

positive results of the other studies reported here, it
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would seem that there is a strong argument for the notion
that syntactic maturity and reading ability are in some
way related to each other.
Summary.

Overall, studies which have examined

the correlations between reading and writing fall into
five categories, each of which has produced generally
positive indicators of the existence of such a
relationship.

Studies which compared writing ability to

reading ability as measured by standardized reading tests
have, with the exception of one study, indicated that
reading has a significant relationship with several
composition skills including spelling, word meaning,
language usage, capitalization, punctuation, sentence
sense, and paragraph organization.

In addition, such

studies have linked reading ability with the quality of
students' compositions.

Research which compares both

standardized reading and writing tests also has reported
high correlations.

In addition, studies which examined

the reading and/or writing behaviors of students have
reported (1) good and poor writers demonstrated
identifiable differences in oral reading behaviors;

(2)

good and poor readers-writers differed in that good
readers/writers reflected over a wider range of
alternatives;

(3)

in some, though not all cases, good and

poor writers differed in the amount of reading done with
good readers generally reading more; and (4) young
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writers reflected the language used in their basal
readers in their written language.

Though the studies

which have examined the relationship of reading ability
to syntactic maturity in writing have

repo~ted

mixed

results, the majority have reported positive results.
There also seemed to be an indication from these studies
that the relationship between reading ability and
syntactic maturity increases with age.

In addition, the

relationship seemed to be connected not just with the
complexity of syntactic structures found in writing but
with the kind of structures produced.
Effects of Writing Instruction on Reading
Another approach to examining the reading-writing
relationship has been to study the effects of writing
instruction on reading improvement.

Such studies examine

the effects of a variety of instructional programs in
writing on reading comprehension.

Such studies included

(1) research on the effects of specific writing programs,
(2) studies examining the effects of writing instruction
in lieu of reading instruction, and (3) studies examining
the effects of sentence combining on reading development.
The Effects of Specific Writing Programs on
Reading.

Seven of the studies examining the effects of

writing instruction on reading development looked at the
impact of instruction for a specific type of
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composition.

Collins (1979) investigated the effect of

writing in the expressive mode on the reading
comprehension, self-esteem, attitudes, and academic
achievement of college freshmen enrolled in a reading
course.

The findings of the study suggested that

expressive writing

practice combined with reading

instruction had a positive effect on college freshmen's
reading comprehension and attitudes toward instruction.
Walker-Lewis (1981) reported that the use of writing in
both expressive and receptive modes of language
communication combined with reading instruction in
college courses for underprepared students improved their
reading comprehension significantly more than did a
traditional non-integrated reading program.

While

reading abilities of the experimental group were
significantly better, no significant differences were
found in writing ability.

Cu1p and Span (1984)

investigated the effect of writing on reading
comprehension, vocabulary, and attitude of college
freshmen enrolled in reading course.

Reading instruction

varied only only in the use of a writing component for
the experimental group.

Significant differences were

found which indicated writing has a positive influence on
reading.
Not all studies have reported such positive
results, however.

Nagle (1972) studied the effects of a
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directed writing activity on reading achievement.

He

reported that general reading comprehension, but not
social studies reading achievement was improved
significantly for the experimental group.

However, a

between group comparison shed doubt as to the likelihood
that the treatment was responsible for the difference.
Baker (1984)

investigated the influence of writing

instruction which focused on comparison/contrast essays
on reading comprehension.

She was unable to report any

statistically significant difference between the writing
group and a group which red exclusively using comparative
materials.

Abartis and Collins (1980) studied the

difference in the effects of four types of composition
programs and two types of reading courses for college
students.

They reported that all subjects increased

their reading skills but that no course type was superior
to the others in increasing skills except that an
integrated reading/writing course was superior in
increasing reading speed.

Obenchain's (1971) study was

primarily designed to study the effects of a specific
composition program on writing development.

However,

since an important component of the program was reading,
it was expected that students would gain in reading as
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well as writing.

Differences in writing were found

between the experimental and control group, but not for
reading.
Such negative findings may not reflect on
hypotheses about reading and writing relationships,
however. They may simply be indicators that only specific
kinds of writing instruction have an impact on reading
development.

This seems especially true in light of all

the other studies reported thus far in this section which
overwhelmingly imply a strong effect of writing
instruction on reading achievement gains.

More

importantly, none of the studies reported negative
effects, which implies that the writing programs had at
least an equal effect on reading as did the reading
programs.
The Effects of Writing in Lieu of Reading.

Other

studies have focused on the effects of different amounts
of writing in lieu of reading on reading improvement.
Christensen (1965) compared six sections of Freshmen
English where three participated in an experimental group
and three acted as a control group.

The experimental

group wrote three times as many papers and eliminated all
reading.

The study reported that the experimental group

showed as much improvement in reading as did the control
group section.

It also showed that writing in both

groups showed significant improvement.

01hekers (1971),
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working with first grade students in a Language
Experience Program, compared the reading achievement of
subjects who received early training in creative writing
with those who concentrated principally in reading
activities.

He reported that both groups performed

equally well on word recognition tasks.
The Effects of Sentence Combining Instruction on
Reading.

The largest group of studies which concern

themselves with the effects of writing instruction on
reading examined the impact of sentence combining
instruction/practice on reading gains.

Combs (1979)

synthesized the results of a number of these studies.

He

reported some rather inconsistent results which seem to
be directly linked to the dependent measure for reading
achievement.

He summarized that (1) the results of

studies using specially designed measures were generally
positive;

(2) the results of studies using c10ze tests

varied considerably, and (3) results from studies using
standardized measures were consistently non-significant
or reported negative differences.

All of which may mean

that the effect that sentence-combining practice has on
reading achievement is specific and that some instruments
are not sensitive to that specific aspect of reading.
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However, it should also be noted that several
studies have been done since then which have reported
equally ambiguous findings.

Trevi11i (1983) reported

statistically significant correlations between gain
scores in written syntactical maturity with gains in the
Stanford Achievement Test in Reading Comprehension and
the Difficult Cloze Test.

In addition, studies my McAfee

(1981), Mevelle and Searls (19815), and Mackie (1982) all
reported positive effects of sentence combining practice
on reading achievement.

A nearly equal number of

studies, however, reported nonsignificant effects.
Studies by Melvin (1980), MacNeil (1982), and

Hofman and

Kerek (1983) all presented studies that resulted in
nonsignificant differences between reading achievement
scores of subjects receiving practice in sentence
combining and those in control groups.
(Maverogenes and Golen,

One study

(1980) examined the effects of

sentence combining instruction on the reading achievement
of disabled students.

Several approaches were used for

instruction; however, none was found to have a
significant effect on reading scores.

This may be a

reflection of the ability of sentence-combining exercises
to affect reading development or a reflection of the
ability of such exercises to a.ffect the development of
disabled students.

In any case, given such inconsistent

results, it would not seem reasonable
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to assume that sentence-combining has any identifiable
effect on reading comprehension.
Summary.

Because of the diversity of the studies

examining the effects of writing instruction on reading,
it is difficult to draw conclusions which are in any way
substantial.

However, the studies presented here do

provide indications that (1) some, though not all,
writing programs have a positive effect on the
development of reading comprehension skills;

(2) though

writing may not have an effect which is superior to
reading instruction on reading,

it consistently has at

least an effect equal to reading instruction;

(3) the

amount of writing done seems to have little effect on the
development of reading comprehension, though this may be
the reflection of the dependent variables used rather
than on the relationship between reading and writing
itself; and (4) in some cases, sentence-combining
exercises have had a positive effect on reading
development.
Effects of Reading Instruction on Writing
Like the studies which examine the effects of
writing on reading, studies which examine the effects of
reading on writing have presented both positive and
negative results.

The studies which report positive

results seem to fall into three categories:

(1) those
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that implied that reading instruction is equally
effective to writing instruction for improving writing;
(2) those which demonstrated that increases in reading
exercises improved both reading and writing.
two studies in the first group.

There are

Heyes (1982) reports

that his experimental group which read extensively and
wrote once every three weeks improved equally with the
control group which read less and wrote once a week.
Similarly, Elkins (1968) compared three groups using
different techniques for teaching written composition:
(1)

intensive reading,

(2) intensive writing, and (3) a

combination of reading and writing.

She reported no

significant differences between the written compositions
of the three groups.
Several studies reported significantly greater
improvement in writing for groups which were given
reading instruction.

Devries (1973) reported that forth

grade students who only read improved more in their
writing than students who wrote once a week.

Three of

the studies focused on a specific type of reading
instruction and its effect on writing improvement.
Bereiter and Scardamelia (1984) reported that students of
all levels (grade three to graduate school) who were
exposed to single examples of literary types, showed
evidence of some pick-up of rhetorical knowledge.
Another study, using tenth graders, by Andreach (1975)
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reported that a course in organization via the use of
,

literary models resulted in significantly better
compositions in terms of organization.

In addition, a

four-year longitudinal study by Mills (1984) reported
that children who read or listened to and then discussed
children's literature as a springboard to writing scored
significantly higher in their free writing than a control
group.
Interestingly, one study by Miller (1974)
reported a program for remedial college students which
found reading instruction had positive effects on writing
but not on reading.

Another study reported significant

improvement for the experimental group in both reading
and writing.

The study, by Bossave and Quitman (1976),

used a course with its experimental group which combined
reading instruction with writing instruction.
Contrary to the studies providing positive
results, some studies presented no significant
differences in writing for groups which emphasized
reading.

Most of these studies employed one of several

reading instructional techniques.

Schneider (1971) used

a fifteen week course for remedial students at a junior
college level to examine the effects of reading
instruction on writing.

She reported no significant

differences in written composition for students in the
experimental group.

Belanger and Martin (1984) evaluated
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the compositions of students in four experimental reading
treatment classes and four control classes.

They

reported significant differences in reading but no
differences in writing.

In an earlier study, Belanger

(1978) reported similar results for a forty-minute
reading instruction treatment.

Maat's (1977) study also

reported no differences in the writing of his subjects
who were given no writing instruction but who did receive
instruction using an experimental discourse model.
Another study which used some form of discourse analysis
in the treatment group was done by calhoun (1971).

The

study investigated the effect of analysis of essays
through written exercises and discussion upon the
awareness of rhetorical techniques and the use of the
techniques in the writing of college freshmen.

Although

there was evidence of increased awareness of the
techniques in reading, none exist for writing.

It should

be noted, however, that significant correlations were
reported among all the measures of reading and writing
used in the study.
Only one study made use of an integrated reading
and writing program.

Campbell (1976) taught a college
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level course integrating reading and writing instruction
but was unable to report significant differences in
either reading or writing.
Summary.

Several studies have been reported

which examine the effects of writing on reading
indicating that writing instruction has a positive effect
on reading.

On the other hand, at least four studies

were unable to report significant differences for the
experimental group.

While those studies reported no

significant differences, it is important to note that
once again, none reported negative effects.

In other

words, reading instruction was as effective as the
writing instruction in the control group.
Summary Research on
Reading-Writing Relationships
In summary, the correlational studies reported in
almost all cases that better writers tend to be better
readers and that they read more than poorer writers.
They also indicated that better readers tend to write
more syntactically complex sentences than poor readers.
Studies which reported the effects of writing instruction
on reading and reading instruction on writing presented
very mixed results.

The majority of studies examining

writing instruction on reading (except those using
sentence combining) as well as the studies examining the
effects of reading instruction on writing, reported
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overwhelmingly positive results.

Apparently, reading

instruction affects writing and writing instruction
affects reading.

The exception to this seems to be the

sentence combining instruction and practice which has, at
best very mixed results.

Such results may, however, be a

reflection of the dependent variables used to measure
reading and writing rather than a reflection of the
reading-writing relationship.
Purpose Setting
The effects of purpose setting on reader
comprehension has been examined in a variety of ways:
(1) by examining the effects of advanced organizers and
structural overviews, (2) by comparing the effects of
question placement, and (3) by examining the effects of
different purpose setting instructions which varied in
the depth of processing expected of the reader.
Effects of the Advance Organizer
and Structural Overview
The rationale behind the first of these, the
advance organizer and the structural overview, is based
on the work of Ausubel (1963).

Who claims that the

learner's cognitive structure is organized hierarchically
in terms of highly inclusive conceptual traces under
which are subsumed less inclusive concepts as well as
specific informational data.

Thus, it is believed,
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providing the learner with an advance organizer or
structural overview written at a "higher level of
abstraction, generality, and inclusiveness than the
learning task itself"
subsumer.

(p. 29) provides the learner with a

This subsumer

••• (a) gives him a general overview of the more
detailed material in advance of his actual
confrontation with it, and (b) also provides
organizing elements that are inclusive and take
into account most relevantly and efficiently both
the particular content contained in the material
and relevant concepts in cognitive structure.
It
thereby makes use of established knowledge to
increase the familiarity and 1earnabi1ity of new
material (Ausube1, 1963, p.82).
Advance Organizers.
effects

Research investigating the

such organizers produce has provided some rather

mixed data.

Barnes and Clawson (1975) reviewed some

thirty-two of these studies.

They wrote that

The efficacy of advance organizers has not been
established. Of the 32 studies reviewed, 12
reported that advance organizers facilitate
learning, and 20 reported that they did not.
When the variables -- length of study, ability
level of subjects, grade level of subjects, type
of organizer, and cognitive level of the learning
task -- were analyzed separately, no clear
patterns emerged regarding the facilitative
effects of advance organizers. We must conclude
from this review that advance organizers, as
presently constructed, generally do not
facilitate learning (p.651).
Sledge (1978) reviewed the research on advance
organizers focusing on studies which used adolescent
subjects.

She reported four studies with positive
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results, five with mixed results, and fourteen with null
findings.

She concluded her review by suggesting the

research does not permit unqualified conclusions.

The

results, she feels may be due to flawed research designs
and inadequate controls.

She further postulated that the

utility of the advance organizer may be subject and
content specific.
However, later research by Koslow (19778) and
Luiten, Ames, and Ackerson (1979) provided other
conclusions.

Kozlow did a meta-analysis of seventy-seven

advance organizer research reports.

The dependent

variable used to represent the treatment effects in the
study were the t-statistic for the differences between
the means and the probability level of significance;
independent variables described characteristics of the
sample, treatment administration conditions, type of
subject matter, quality of the research procedures, and
characteristics of the advance organizer and learning
material.

He reported that of the ninety-nine statistics

computed for the experimental comparisons between advance
organizer and control groups sixty-eight were positive
indicating that the observed means for the advance
organizer groups were higher than those for the control
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groups.

In addition, twenty-two of the positive t-

statistics were statistically significant while none of
the twenty-nine negative t-statistics was significant.
He also reported that there were two statistics that were
zero.

Kozlow did point out, however, that some of the

facilitative effects may have been due to the
contribution of the advance organizer alone or to an
inequality in study time.

He also noted that student

inability to understand the advance organizer information
may have accounted for some of the non-significant
findings.
The study of Luiten et al.

(1979) is perhaps the

most comprehensive examination of research using advance
organizers; they applied Glass's meta-analysis to 135
studies using variables such as grade level, subject age,
organizer presentation mode, and ability.

Although

Glass's technique does not include the concept of a
statistical test for significance of the effect size,
Luiten et al. was able to report that in most of the
studies advance organizers had a facilitative effect on
retention and learning.

In addition, studies done in

recent years also seemed to indicate facilitative effects
from advance organizers (Slater, 1982; Coleman, 1983;
Alvermann and Boothby, 1984).

One of these studies

(Alvermann and Boothby, 1984) provided some possible
insights into some of the mixed results previously
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mentioned.

They found that the facilitative effects of

instruction in the use of advance organizers increased
significantly over time; an effect not previously
studied.
Structural Overviews.
which

Structural overviews,

are based on the same theoretical foundations, are

similar to advance organizers in all but format.

A.

Smith's (1978) review of the research on structural
overview, was able to identified only about seven studies
which examined the effects of structural overviews on
reading comprehension.

She reported that none of the

studies was able to provide conclusive support for the
strategy.

However, she did present some conclusions

which suggest that flaws in existing research may account
for this failure.

A more recent study by Slater, Graves,

and Piche (1985) made use of four prereading treatments:
(a) structural organizers with outline grid, which
consisted of information on the organization of the
passage and a skeleton outline depicting the passage
organization;
grid;

(b) structural organizer without outline

(c) control condition with note-taking; and (d)

control condition without note-taking.

The results

indicated that the structural organizer with outline grid
reliably and markedly facilitated comprehension and
recall, and that the structural organizer without outline
grid facilitated comprehension but not recall.
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Summary.

While research on the effects of

advance organizers on reading comprehension have had
mixed results, recent research using meta-analysis as
well as some innovative research done since 1979 seemed
to indicate that, over-all, advance organizers have a
facilitative effect on retention and learning.
further indicated

They

that one of the possible explanations

for negative research findings may be that insufficient
experience with advance organizers may have prevented
subjects from making full use of them.

It was also

suggested that the mixed research results for the use of
the structural overview might be explained by flaws in
the present research.
Question Placement
The second group of studies, which examined
differences in the effects of question placement, were
based on the theory that if students know what they are
reading for, they will read more efficiently.

The

research, however, does not seem to support the theory.
Shanahan (1983), Swensen and Kulhavy (1974), Rothkopf and
Bisbicos (1967) Gaudey (1968), Frase (1968) and Chadwick
(1972) all reported insignificant differences for
comprehension when prereading questions were used.
However, in their review of the research on

effect of
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questioning, Singer and Donlon

(198~)

point out that

adjunct questions tend to narrow student' focus of
attention, particularly when only pre-posed questions are
used.

This is born out by the research of Watts and

Anderson (1971) which compared the effects of three types
of inserted questions on learning from prose.

They

reported that subjects who received questions requiring
them to apply the principles to new examples performed
significantly better than those only asked to repeat
examples given in the text or to answer questions on the
name of the psychologist associated with the principle.
In fact, subjects asked to read for name questions
performed worse than the read-only control group.

One

possible explanation for such poor results may be that
the subjects who read only for the answers to specific
questions read at only a very superficial level.
Depth of Processing
The third group of studies attempts to provide
readers with instructions which

will increase the depth

of processing and thus enhance comprehension.

H. K.

Smith (1967) asked high school seniors to read for
different purposes:
purposes.

for details and for general

She found that good readers were more

successful than poor readers in reading for details but
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that no other differences between groups occurred.
Draheim (1983) reported an experiment in which the
Directed Reading Thinking Activity was found to be useful
in helping students discern the structure and main ideas
in an essay of high conceptual and informational density
and to recall many of them and select ones appropriate
for answering a summary analysis task.
Some of the studies made use of various study
techniques. Armbruster and Anderson (1980) studied the
effectiveness of mapping for increasing comprehension.
They reported that subjects who mapped two passages
recalled a greater proportion of idea units than did a
control group who used their own reading strategy.
Differences were also significant for a 24-hour delayed
recall following the second passage.

Ruddell and Boyle

(1984) explored how cognitive mapping assists college
students in gathering information from long prose
passages and organizing the information from a subsequent
writing task.

Their results indicated that groups using

mapping techniques scored higher on the essays, used a
greater number of cohesive ties, and wrote longer essays
than did the non-mapping group.

In a study using note-

taking techniques, Schultz and De Vista (1972) found both
note-taking and underlining had significant effects on
recall.

Meyer and Brandt (1980) had students focus on

the organizational structure of the passage.

They
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reported that this strategy seemed to be effective as a
retrieval mnemonic.

In another study, Shimmer1ick and

Nolan (1976) found that having students reorganize text
information increased recalls.
Bromley (1985)

Interestingly, a study by

indicated that the type of processing task

seemed to make little difference.

Comparing the effects

of precis writing and outlining, she found no significant
differences in either knowledge gained or attitude scores
with both groups exhibiting equally high scores.
What does seem to matter is the depth of
processing required.

Frase (1969) reported three studies

which followed the same general pattern:

readers in his

studies were given texts with a conclusion typed at the
top of each.

They were instructed to find and underline

the information needed to draw the given conclusion.

The

experiments differed primarily in the amount and depth of
processing necessary to reach each conclusion.

The

author concluded that the orienting directions produced
the anticipated effects; that is, readers recalled more
of the information necessary for processing the problem
posed than unnecessary information.

In addition,

problems requiring more processing resulted in
highovera11 levels of recall.

Schugarman (1983)

investigated the effects of paraphrase writing on sixth
grade children's comprehension and recall of an
expository science passage.

The four treatments used in
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the study were (a) paraphrasing a passage,
passage,

(b) copying a

(c) reading paraphrases of a passage, and (d)

studying the passage.

The results of the study indicated

that students who wrote paraphrases made significantly
more information elaborations than children who copied
the passage.

In addition, a correlation was found

between the number of propositions recalled and the
number of elaborations made suggesting that variation in
recall may be related to the elaborations produced during
study.

Shallert (1976) found that students asked to read

for shallower processes produced poorer recalls than
students asked to read for deeper level processes.
Dooling and Mullet (1973) examined comprehension
of them in a prose passage by using stories that were
metaphorical and difficult to understand.

By presenting

an appropriate thematic title for the material,
experimenter hypothesized that they
comprehension of the theme.

,~ould

The point at which the

thematic title was presented was varied:
before the passage,

control for

It was (a)

(b) after the passage, of (c) not

given at all (control group).

Free-recall performance

was best for the "before" group, showing that knowledge
of the theme aided retention.

Hayes and

Copeland

(1982), using techniques of inference appraisal suggested
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by van Dijk and Sternberg, investigated whether assigning
a particular writing task influenced the way readers
produced inferences about a text.

Fifty-two ninth

graders read specially prepared booklets and completed
either a paraphrasing, comparing-contrasting, or question
formulation writing task.

Students in a non-wiring

control group engaged in matching exercises.

The effects

of the different tasks were observed in students'
subsequent writing on an assigned topic related to the
reading and on a forced choice analogies test.

Results

indicated that writing in conjunction with reading did
affect inference production and differential effects
occurred across variant writing tasks.
Other researchers have examined the effects of
manipulating instructions on comprehension assessment
measures.

Hasher and Griffin (1973) found that by

manipulating directions they could induce readers to
produce recalls which were accurate or inaccurate
depending on the instructional constraints.

Subjects

were presented with titles intended to guide the subject
to derive a theme code close in meaning to that title.
The critical manipulations involved instructions
introduced after the story was read; instructions were
designed to influence whether or not the subjects relied
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extensively upon the thematic code to guide their
I

i

recalls.

One condition resulted in recalls containing

less of the actual story but more thematic intrusions
than the other condition.

Frederickson (1975,a) and

Pichert and Anderson (1977) reported that subjects given
a specific perspective to read from recalled the passage
in different ways than those not given the perspective.
Frederickson's study compared subjects who were
given different prereading instruction.

In the first

condition, they were told that they were to recount in
writing the content of the passage, but that they were
not expected to produce the passage verbatim.

In the

second condition, subjects were presented with
instructions designed to direct them to think about how
to solve a problem involving the content of the passage
while they tried to remember information from the essay.
In the third condition, subjects were given directions
about a problem solving tasks alone.

No differences were

found among groups for recall of explicitly coded
material; differences were found, however for the amounts
of derived semantic material present in subjects'
recalls.

The study by Pichert and Anderson used three

groups where each group was instructed to read the same
passage from different perspectives, that is as different
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individuals.

Two of the three perspectives resulted in

recalls which focused on different details.

It was

argued that the failure of the third perspective to
produce results was attributable to the fact that some
information was important to more than one perspective.
Baughen (1984) did a comparative evaluation of
readers' comprehension as measured by free rete11ings,
cued rete11ings, and hierarchically structured
questions.

She concluded, among other things, that (1)

free written retelling solicited a reader constructed
rendering of what was comprehended from an expository
passage and (2) cued written rete11ings focused
comprehension toward content-based information.

Another

finding reported by Baughen which is relevant to this
study was that hierarchically designed comprehension
questions probed text-based comprehension and limited the
scope of the comprehension profile that could be
generated.
Summary of Resarch on Purpose Setting
Overall, studies which examine the effects of
purpose setting through advance organizers/structural
overviews, questioning strategies, or high level
processing strategies present, at best, some rather mixed
results; however, as a group they seem to have indicated
that instructions do have an effect on comprehension.
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more specifically, instructions for production of
comprehension measures affected that production.

In

addition, the greater the depth of processing required of
the reader, the better the performance on the
comprehension measure.
Research using written Recalls
The stimuli and response are examined in prose
memory studies.

Inferences about the effects of text

characteristics are made by examining recalls from
manipulated or specially selected texts.

Inferences

about reader strategies are made based on the description
of the text structure of the recall compared with the
original text.
two parts:

Therefore, this section is comprised of

(1) a review of studies which examine the

effects of various elements of text or text types on
reader comprehension and (2) a review of studies which
examine differences among various types of readers.
Text-Based Studies of Written Recall
A variety of studies exist which concern
themselves with the effects of specific text
characteristics or text types on comprehension.

Several

authors, for example, have examined the effects of text
structure on comprehension (Meyer, 1975; Meyer, 1977;
Brennen, 1982; Kreiger, 1982; and Baljonis, 1982).

In

all cases authors reported that structure significantly
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affected readers' recalls.

Differences were reported in

terms of the amount of recall or in the appropriateness
of the inferences made by the readers.

Another study by

Marshall and Glock (1978-79) made use of manipulated
texts to investigate how other aspects of text affected
comprehension.

A variety of scripts were created where

(1) 'if-then relations were either explicitly or
implicitly stateed,

(2) adjectives were given in

comparative/superlative or in simple form,

(3) the main

idea was placed at the beginning or end of a designated
sentence.

The manipulations were found to affect the

recalls of one group of students, community college
students, but not those of a second group, ivy league
college students.
In a pair of similar studies, Roen (1984) and
Roen and Piche (1984)

investigated the effects of four

textual variables on reading rate and free recall.

The

textual variables were topic , cohesive conjunctions,
reference, and response rhetorical predicates.
Roen (1984)

While

reported significant differences in recall

due to topic and cohesive conjunctions, the Roen and
Piche (1984) study indicated that various combinations of
text-forming structures had unpredictable effects on
comprehension.
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Two different studies examined the effect of
details

and the organization of details on recall

through manipulations of text.

Phifer, McNickle,

Ronning, and Glover (1983) conducted four experiments
which examined the effect of details on the recall of
main ideas by using both manipulated and natural texts.
In comparing their results, they found that the presence
of details enhanced the recall of the major idea units.
Mohr, Glover, and Ronning (1984) conducted an experiment
which varied the number of related and unrelated details
supporting major ideas within paragraphs.

They found

that recall was determined by the number of related and
unrelated details.
Another group of studies examined the effects of
text difficulty on reader recall.

Kintsch, Kominsky,

Streby, McKoon and Kennan (1975) controlled for numbers
of words and numbers of propositions.

They reported that

reading times were longer and recall was less for texts
with many word concepts than for texts with fewer word
concepts.

In another study, Miller and Kintsch (1980)

examined readability and its effects on recall by
controlling for the number of events in the text which,
because they required greater inferencing,
processing difficulty.

indicated

They reported that the data

supported their view that the readability of a text is
determined by the way that certain text properties
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interact with the reader's processing strategies and
resources.

Lantaff (1978) reported similar findings in

his study of the effect of text difficulty and subject on
reader recall.
In a very different study, Bowe (1978) examined
the effects of character development on comprehension.
He concluded the following:

(1) stories in which

character has no clear goal or motive are poorly
recalled;

(2) characters which are clearly described

enhance comprehension;

(3) readers recall more about

characters they identify with; and (4) readers identify
with and remember more about characters who are in a like
mood with the reader.
Other researchers have made use of various
aspects of schema theory to construct special texts
designed to determine the effects of readers' schema on
comprehension.

In one study, Thorndyke (1977) used story

grammar to manipulate the hierarchy of the story
organization.

He found that subjects were more likely to

recall facts corresponding to high-level details.

He

also found that story summarizations tended to emphasize
general structural characteristics rather than specific
content.

Mandler and Johnson (1977), using their own

system for representing stories, presented a
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developmental study of recall.

They concluded that both

children and adults were sensitive to the structure of
stories although some differences were found.
Pichert and Anderson (1977) wrote texts designed
to be ambiguous.

They then had college undergraduates

read stories from one of two directed perspectives or no
directed perspective.

They found that an idea's

significance in terms of a given perspective determined
whether the idea would be recalled a week later.

Bower,

Black, and Turner (1979) investigated people's knowledge
of routine activities and the manner in which that
knowledge is organized and used to understand and
remember texts.

They found that subjects tended to

confuse in memory actions that were stated with unstated
actions implied by the script.

They also found that

reading time was longer where statements adjacent to each
other had greater distance from each other in the
underlying script and that goal relevant deviations from
a script were better remembered than script actions.
Some studies concerned with the effects of text
on comprehension did not make use of manipulated text but
concerned themselves with which specific elements of text
were recalled most frequently.

Such studies examined the

frequency of important vs. unimportant information.
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Johnson (1970) ordered what he called the

lingui~tic

subunits of passages according to their importance to the
structure of the larger prose passage.

In

three

separate experiments, various samples of learners
attempted verbatim recall of a single prose passage
immediately after reading it or after a retention
interval ranging up to sixty-three days.

The structured

importance of the linguistic units was shown to be
related to recall.

Bowen and Smiley (1977) and Taylor

(unpublished) found similar results in their studies of
readers' recalls.

The findings of Whetmore (1983) and

McGee (1981) also corroborateds the findings of these
studies; in addition, they reported that good readers
were better able to identify important idea and that the
ability to recognize important ideas affected the recall
of those ideas.
Reader-Based Studies of Written Recalls
Some researchers have focused, not on the text,
but on the reader.

In such studies, differences in the

ways various kinds of readers recall were examined.

The

subject variables included age, reading ability, prior
knowledge of the reader and instructional experience.
Most studies which used age as the chief variable
compared adults of various age groups; young, middle-age,
and old.

Mandler and Johnson (1984) and Dixon and van

Eye (1984) found no significant differences in the
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recalls of the three age groups.

Glynn, Okun, and

Britton, however, found that while vocabulary scores and
the use of organizational strategies were correlated
positively with total recall of text information, the
chronological age of the subjects correlated negatively
with recall.
Studies which compared the recalls of readers of
different abilities often examined them in terms of other
variables used in studies already cited.

Eamon (1978-79)

found that among thirty-two college students tested,
better readers recalled

significantly greater numbers of

topically relevant information than poor readers.

McGee

(1982) reported that ability to recall text was a
function of both ability and age.

He found that fifth

graders recalled more superordinate ideas than poor fifth
grade readers or good third grade readers.

Backman,

Lundberg, Nilsson, and Ohlsson (1984) studied oral
reading speed, free recall and summarization of narrative
stories as a function of reading skill, text structure
and physical factors such as paragraphing and color
cueing of clauses on various levels of importance.

They

reported that good readers out-performed poor readers on
all dependent variables.
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Several studies examined the differences in
inferencing among good and poor readers (Tierney, Bridge,
and Cera 1978-19; Weisberg, 1979; and Bridge and Tierney,
1981).

None of these studies reported any significant

difference in the amount of inferencing done by good and
poor readers.

Three studies examined differences between

normal and learning-disabled readers.

Worden and

Nakamura (1982) reported that learning-disabled college
students showed significantly less agreement on their
importance ratings of idea units.

They also reported

that as part of their study subjects selected twelve idea
units as retrieval cues before and after recall and that
normal readers varied their cue selection after recall
while learning-disabled students did not. In spite of
this difference, recall increased significantly at high
importance levels for both groups and recall did not
differ between learning-disabled and normal college
students.

Worden, Malingren, and Gabourie (1982)

compared readers from a variety of reading abilities and
reported that learning disabled adults and normal third
graders recalled significantly less than university
students and that sixth-graders and community college
students were intermediate.
Two studies examined the effects of prior
knowledge on comprehension.

In both studies, prior
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knowledge was found to correlate highly with recall
(Lang, 1980; Taylor, 1979).
A variety of studies examined the effects of
instruction on recall.

Bromley (1985) reported no

difference in the effects of precis writing and outlining
on recall.

Alvermann and Boothby (1984), studying the

transfer effects of graphic organizer instruction, found
that while subjects demonstrated no difference in recalls
after seven days of instruction, subjects receiving
instruction for fourteen days recalled significantly more
than the group which received no instruction.

Taylor and

Beach (1984) reported on the effects of text structure
instruction on middle grade students' recalls.

Their

results indicated that instruction and practice in the
procedure enhanced students' recall for unfamiliar but
not relatively familiar social studies material.

Hansen

(1977) studied the effects of instruction in rapid
reading techniques.

Although she was unable to report

significant differences in recalls of the experimental
group after one semester, at the end of the second
semester, significant differences were reported.

Babbs

(1983) examined the effects of a program designed to
develop fourth graders' metacognitive comprehension and
to teach the use of a comprehension monitoring strategy.
When prompted by comprehension monitoring cards to use
the monitoring strategy, the experimental subjects
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voluntarily took more time to read/study the recall
passage, recalled a significantly greater number of idea
units, and reported usage of a greater number of reading
strategies.
Summary of Resarch Using
Written Recalls
In genrea1, the results of recall studies
indicated the following:

(1) structure of text and text

difficulty seem to affect recalls;

(2) readers tend to

recall important ideas more than unimportant one;

(3)

reader's own sehema or prior know1dege has an impact on
recall, and (4)

instruction can have an effect on

comprehension as measured by recall although it is
apparent that the amount of time for instruction makes
some difference.
Analysis of Recalls
For the most part, researchers analyzing recalls
have not looked at the recalls as a whole, but have
divided them up using some sort of unit system which is
then counted, sorted, or mapped out.

The units are

either propositions, idea units or thought units,
sentences, or words.

In general, propositions are

considered to be composed of a predicate and its
arguments, idea units or thought units are roughly equal
to clausal units, sentences are groups of words which
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express meaning.

The majority of the work which has been

done with recall has made use of propositions,

Idea

units are also widely employed; however, use of sentences
or words as the unit of meaning is quite limited.

Only

one system was found which examined recalls
qualitatively.
Propositional Analysis
Research using propositions posit the notion that
text can best be represented by the construction of a
propositional text base which represents the meaning of
text.

Kintsch (1975), who was fairly representative of

this type of thought, based his research on the theory
that the basic units of meaning are propositions which he
defined as "n-tup1es" of word concepts where one serves
as the predictor and the remaining ones serve as
arguments, each fulfilling a unique semantic role.

The

predictor specifies a relationship among the arguments or
ideas of a proposition.

Connected, ordered lists of

these propositions represented the meaning of a text and
were called text bases.
While the operational definition of the
proposition was fairly consistent among researchers, the
manner in which the propositions were organized into text
bases varied.

Kintsch, for example, defined an ordered,

or hierarchical relationship among the propositions in a
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text base.

He defined one proposition as supordinate to

another if it contained an argument that also appeared in
a previous proposition. Recalls were then scored by
comparing propositions in the recall text with those of
the original text.

No distinctions were made as to

whether the propositions were expressed verbatim or as a
paraphrase.

All partial recall, inferences, and errors

were omitted from scoring.
Kieras (1985) made use of a method of analysis
developed from Kintsch, based primarily on the practical
manual written by Turner and Greene.

Bovair and Kiera

(1985), however, took steps to simplify the procedures
outlined by Turner and Greene.

The model they presented

operates using only the text grammar knowledge of
generalizing passage structures and the content facts in
the passage and its general knowledge: it does not make
use of content schemata.
Frederickson (1975,b) as well as Marshall and
Glock (1978-19) made use of Fillmore's case grammar to
order the propositions of a text.

The case grammar was

used to delineate the semantic relationships which exist
in the underlying surface structure of any sentence or
series of sentences.

For example, in A canary is a bird,

the relation between the subject (canary) and its
predicate (is a bird) is that one "is a subset of" the
other.

Diagrams were created to demonstrate how stative
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relations, case relations, attributive relations, etc.
created semantic hierarchies or networks capable of
making fine semantic distinctions.

Any part of a recall

that could be written in the same format as the meaning
structure of the actual passage, as delineated by the
application of case grammar was then scored as
acceptable, regardless of the surface structure
differences.

Frederickson also incorporated a procedure

for including inferences in his analysis by means of a
second scoring system.

It is important to note in

relation to this study that, in discussing this second
system, Frederickson (1975,a) pointed out that differences were present in the amount of reproduced
information.

He then stressed the importance of

considering derived, or inferred, information in the text
analysis since •.• "one might make the error of concluding
that [experimental factors] do not have important effects
on how subjects process textual materials" (p. 152).
Meyer (1975) elaborated on Frederickson's system
by including Grime's rhetorical relations in her system.
While case relations were said to occur among information
in a phrase or sentence, rhetorical relations also label
relationships among information in prose, that is, among
sentences as well as within a single sentence or phrase.
This procedure from prose analysis created hierarchically
arranged tree structures.

Nodes in the tree structure
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contained content words from the passage, and the
linesamong the nodes spatially demonstrated content
organization.

Recalls were scored in terms of whether a

unit had been recalled, as well as the order in which it
was recalled in the protocol.
Strengths and weaknesses existed in all of these
systems.

The use of propositions provided strengths in

design because experimenters were able to look at recall
in terms of very small, very specific units.

In

addition, propositions were defined clearly enough to
assure fairly high inter rater reliability for scoring.
The systems were not perfect, however.

Kintsch, for

example, provided no considerations for inferences in his
system.

Because in current theory, inferences are

believed to playa significant role in the comprehension
process, this could be considered an important deficit.
While Frederickson's system does take inferences into
account, networking systems such as his and Meyer's could
become rather unwieldy, particularly for longer passages
where their use for analyzing recalls could produce a
nearly insurmountable task.

Meyer (1975) noted that,

even when arguments of a proposition were not analyzed to
their fullest, scoring for a single paragraph of original
text took approximately forty minutes.

In addition, as

Drum (1978) pointed out, propositions in recalls often do
not have sufficient coherence for a structure or lack the
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requisite arguments, relational terms, or topical focus
needed to develop a hierarchical structure.
Consequently, such propositions have sometimes been
excluded from the score and valuable data were thus lost
or ignored. Also, as Miller (1985) suggested, systems
like Meyer's were actually representations of text, not
of readers' comprehension.
Alternatives to using propositions in a text base
have been proposed by Drum (unpublished) and Flood
(1978).

Drum suggested that differences between the

reader's construction and the original text are just as
important as the amount and original location of its
similarities with the original text.

Consequently, she

based her analysis on Kintsch's work but then scored each
propositional unit by placing it into one of four
categories which she claimed describe global but
different aspects of memory for prose.
categories were (1) text specific,
text elicited, and (4) text evoked.

The four

(2) text entailed,

(3)

One problem with

this system was that it required significantly more
subjectivity in scoring than did other systems using
propositions as the unit of analysis and that it also
lost the structural data that Kintsch's system provided.
Flood (1978), following along lines similar to
Drum, proposed an elaborate system for scoring literal
and inferred propositions.

Each of the nine categories
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of this system were said to be based on the "observed
logical operations of readers:
were as follows:
information,

(p. 99).

The categories

(1) generating text identical

(2) generating macro-micro structures, (3)

generating cause, (4) generating case frames,

(7)

generating attributes, (8) generating text erroneous
information, and (9) generating text external
information.

There were two problems with this system.

First, as indicated by the author himself, this system
was developed using non-narrative passages; therefore, in
order to apply this system to narrative materials, as in
this study, a second system would be needed to account
for literary conventions that enhance or limit
comprehension.

Second, it as developed on the basis of

observations of only two readers; such a small sampling
may not have provided the author with enough information
to match adequately the processes of all readers.
Idea unit Analysis
Another group of analysis systems make use of the
idea unit as the unit of analysis.

The definition of the

idea unit varied considerably as did the term itself.

It

was referred to as idea unit, pausal unit, clausal unit,
or thought unit.

Johnson (1970), who also referred to

idea units as "pause acceptable units," identified them
as points where a reader might pause.

He said the
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function served by pausing might be to catch a breath or
to give emphasis or enhance meaning.

Because of the

vagueness of this definition, Johnson determined the
validity of a pausa1 location by obtaining fifty percent
agreement from a group of raters.

Brown and Smiley

(1978) made use of this same definition, although they
sometimes referred to the units as "structural units."
In later research with Bransford (Bransford and Johnson,
1972), pausa1 units or idea units were defined as
corresponding to "individual sentences, basic semantic
propositions, or phrases as deemed appropriate" (p.
720).

Clark (1982) defined idea units as points where a

good reader would normally pause during oral reading; the
boundaries, he said, typically fall at punctuation points
and at connectives such as "and"
"but", and "because."

(except in lists),

Such operational definitions haa a

tendency to seem too vague to be consistent in use from
researcher to researcher.
Other researchers using idea units as the unit of
measure in recall studies have attempted to create more
specific definitions.

Generally such definitions

indicate that idea units are groups of words which convey
the sense of a single thought of feeling; or are any
subject and finite verb

(Farr, 1981).

A. Smith (1982)

developed a much more elaborate definition.
described a clausal unit as follows:

She
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••• any group of words which contain a subject and
predicate plus any accompanying modifiers.
Independent, dependent, and clearly implied
clauses were considered as idea units ••• each,
idea unit should contain a subject and a finite
verb form •••• partial statements which occur
between a capital letter and a terminal marker
were also counted as clausal units. Other
statements which lacked sentence-like features
were not counted as clausal units but were joined
to the preceding unit (p. 56).
Hansen (1977) equated what she called information
units quite simply with clauses.

Such definitions are

much more specific than those in the previous group;
however, they still require a certain amount of
subjectivity and thus demand the use of inter-raters.
Once a passage has been divided into idea units
of whatever definition, researchers scored them in a
variety of ways.

Scha11ert (1976) merely tabulated the

number of idea units recalled.

Hasher and Griffin (1978)

tabulated idea units recall, but, in addition,
categorized intrusions or idea units not found in the
original text.

The categories were related to one of two

themes presented prior to reading or neutral, that is not
thematically related.

Smiley (1977), Brown and Smiley

(1977), and Johnson (1970) all categorized the units by
importance as determined by a group of independent
raters.

Mayer (1985) used expository text in his studies

and so divided the units into explanative and nonexplanative categories.

Such categories seemed to

provide useful but limited information.
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Using an entirely different approach to the use
of idea units or information units, Hansen (1977) used an
adaptation of Pitkin's (1971) theory done by Packard
(1975) where the units were mapped out according to their
relationships.

These discourse relationships of

operations were said to be coordination, temporal,
comparison/contrast, reason, emphasis, and elaboration.
This rather interesting approach seemed to achieve some
of the same goals as the systems prescribed by
Frederickson (1975) and Meyer (1980)

in that is described

the relationships of the text; however, Hansen's had the
advantage of dealing with a more familiar linguistic unit
(i.e., the clause).
Sentence Analysis
Apparently, only two groups of researchers
(Dooling and Mullet, 1973; and Brockway, Chemi1ewski and
Cofer, 1974) analyzed recalls using sentences as the
basic unit of measure.

Dooling and Mullet had judges

score one point if the idea of a sentence was reproduced
and one-half if a sUbstantial portion was recalled.
Brockway, Chemi1ewski, and Cofer scored recalls for the
inferences, for related statements, and for new items.
The difficulty with both of these systems was that
apparently no criteria for judgments were established.
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The problem this created is evidenced by Dooling and
Mullet's report that the judges in their study differed
considerably in the overall mean number of sentences said
to be recalled.
Word Analysis
Rubin (1978) divided stories into "units
consisting of one or more grammatically defined content
words (i.e., nouns, verbs, adverbs, and adjectives)"
(p.601) using grammatical definitions based on Fries
(1952) structural grammar.

Recall protocols were scored

for the presence or absence of the units.

Protocols were

also evaluated according to type of unit recalled.
Several tasks were performed to develop sets of predictor
units (units predicted to occur in recalls most
frequently).

The tasks, briefly, were:

gist, telegram

of 20 words, telegram of 5 words, naive and memo
mnemonics, image, cloze, serial position, repetition
frequency, number of grammatical connections, and net
grammatical connections.

This seemed to be a rather

complicated procedure for analyzing recalls which
required several subjects merely to establish the forms
for judgment.

Further, as its sole purpose was to

determine which units had the greatest predictive value,
it is unlikely to produce useful information for other
kinds of research which use recalls.
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Qualitative Analysis
Systems which evaluate recalls qualitatively
seemed to be almost nonexistent; however, Irwin and
Mitchell (1983) have reported the development and
implementation of an instrument to evaluate the quality
or richness of students' post-reading retel1ings.

The

instrument was designed as an alternative to others which
measure retellings quantitatively thorough the assignment
of what they term arbitrary point values.

The purpose of

the system was said to be to differentiate among
retellings with varying proportions of readers' recall,
inferencing, and individuality of retelling style.

To

accomplish this they developed a set of criteria for use
in judging the retellings holistically.

The criteria

included many features contained in other retelling
scoring schemes but were used to identify levels of
richness rather than to assign points.

While the

instrument designed by Irwin and Mitchell did not seem to
be as conducive to statistical analysis as those systems
and did not seem to allow researchers to identify
specific differences in recalls, it did seem to eliminate
the problem of looking at recalls in a very narrow way
found in systems which assigned points to various aspects
of recall.
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Summary of Analysis of Recalls
It is apparent that none of the systems reviewed
here was ideal for recall analysis;
advantages and disadvantages.

each had its own

While propositional

analysis systems used by Kintsch, Frederickson, and Meyer
had certain design advantages, they did not seem very
practical for use in studies which make use of longer
texts.

On the other hand, the use of idea units as

proposed by Johnson, Clark, Farr, and A. Smith seemed to
have the disadvantage of being more subjective and thus
less desirable in scientific research designs but did
have the advantage of being more practical in research
which uses longer texts.

Systems which used sentences or

words as the basic unit of analysis were so rare and so
difficult to use in most research that they did not seem
to be worth consideration.
Summary
This chapter reviewed several areas of literature
which are pertinent to this study:

(1) studies which

investigated reading-writing relationships;

(2) studies

which investigated whether purpose-setting affects
comprehension;

(3) studies which made use of written

recalls in various ways, and (4) systems of analysis for
written recalls used in research.

Research studies on
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reading and writing relationships indicated that there
was a high correlation between reading and writing
development and that good readers tended to write more
syntactically complex sentences than poor readers.
Studies which examined instructional effects on reading
and writing development indicated that reading
instruction affected writing development and, with the
exception of sentence-combining instruction writing
instruction affected reading development.

Studies which

focused on the effects of sentence-combining reported
mixed results.

Research findings which seemed

especially relevant to this study indicated that (1)
reading has a significant relationship with several
composition skills and (2) reading has a significant
relationship with the quality of student compositions.
such findings imply that, for most students, there is
only a small probability that the level of reading skills
would be significantly higher than the level of writing;
thus, writing performance, as in a written recall, should
be a fair reflection of reading performance.
Studies which examined the effect of purpose
setting through advance organizers, questioning
strategies, or high level processing strategies also
presented some rather mixed results; however, as a group,
they seemed to indicate several things that are important

71
to this study:

(1) directions did seem to have an effect

on comprehension,

(2) directions for production of

comprehension measures did affect that production, and
(3) the greater the depth of processing required of the
reader, the better the performance on the comprehension
measure.
In general, the results of recall studies
indicated the following:

(1) the structure of text and

text difficulty seemed to affect recalls;

(2) readers

tended to recall important ideas more than unimportant
ones; and (3) instruction had an effect on comprehension
as measured by recall, although is is apparent that the
amount of time for instruction made some difference.

One

finding, which seemed supportive of certain aspects of
design in this study, examined readers' inferences and
supplementations as recorded in written recalls.
systems for analyzing recalls were examined.

Several

Generally

they made use of either propositions, idea units or
thought units, sentences, or words.

While propositional

analysis was found to have certain research design
advantages, it was also found to be impractical for
studies using longer text.

Idea units, on the

~ther

hand, while more practical, had the disadvantage of being
less clearly defined.

However, idea units also seemed to

allow for more flexibility in categorizing units of
analysis once they had been identified; such flexibility
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seemed especially useful for this study where several
aspects of recall were examined.

Systems which used

sentences or words as the basic unit of analysis were
found to be so rare and so difficult to use in most
research that they were described as not being worth
consideration.

The single system which was designed to

evaluate recall qualitatively did have the disadvantages
of being less conducive to statistical analysis and of
failing to identify specific differences; it did,
however, have the advantage of evaluating recalls as a
whole.

CHAPTER 3
DESIGN OF THE STUDY
The purpose of this chapter is to describe (1)
the sample population,

(2) the instruments, (3)

the

procedures in developing and ascertaining the reliability
of the scoring guides, (4) the procedures used in
gathering the data,

(5) the analysis of the data, and (6)

the summary.
Subjects
Students enrolled in reading courses at Pima
Community College in Tucson, Arizona were selected for
the sample population.

This population was selected for

use in thi s study for two reasons:

(1) students at thi s

level have been used in prior studies using written
recalls and (2) students at this level might have fewer
production difficulties than younger students.
Students in six sections of the Reading 100
series were potential subjects for the study.

Generally,

students enroll in the Reading 100 courses to fulfill
general education requirements of the college.

The

course is designed to provide individual instruction
improve students' vocabulary, comprehension, reading
rate, and study skills.
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to
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Subjects for this study were selected from the
Reading 100 classes on the basis of their total scores in
the Nelson-Denny Reading Comprehension Test, Form B.
Cohen (1982) pointed out the average reading ability for
the community college student is 9th to 11th grade;
therefore, to assure that subjects were typical community
college students, any subject reading below the ninth
grade level was eliminated from the study.

Eliminating

these subjects had an additional advantage, since the
passage used in the study had a reading level predicted
to be between sixth and eighth grades, it would seem
unlikely that any differences found in the recalls

of

the remaining subjects could be attributable to their
inadequate reading ability.
All students who were in the seven sections, or
106 students participated in the study.

Data obtained

from students with scores below the ninth grade level
were not analyzed for this study.

After eliminating

protocols of students with scores below the accepted
level, 73 protocols remained. Additional protocols were
randomly removed from three of the cells in order to
obtain equal Ns in each cell.

At the end of this

procedure there were seventeen subjects for each cell for
a total of 68 subjects.
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Instruments
The following instruments were used in this
investigation:

(1) the passage,

(2) the prompts, (3) the

interest inventory, (4) three scoring guides, (5) the
assessment guide for richness of retellings.
The Passage
The passage for this study was "The Scotty Who
Knew Too Much" by James Thurber (Thurber, 1939)
Appendix A).
reasons:

(see

This passage was selected for four

(1) it has an obvious moral

(which could, to

some degree, be considered a statement of the theme),
it has

(2)

distinctive characters (which at least one set of

readers is asked to focus on,

(3) Thurber is a well-

known, contemporary author, and (4) the passage has been
used in other studies (Mitchell and Irwin, 1983).
(1968)

A Fry

readability test predicts the range of reading

levels in the story from sixth to eighth grade level with
an average grade level of sixth.

In a pilot study a

group of comparable subjects was provided with a copy of
the passage in cloze form.

Exact word scoring resulted

in an average score for the subjects of 70.3 percent,
well above Bormouth's (1968) suggested criterion of 57
percent for independent reading level and above the 40 to
59 percent level suggested by Duffelmeyer (1983) tor the
independent level of students in the upper grades.
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The Prompts
Four prompts were developed for use in the study
(see Appendix B).

One prompt follows along the same

lines as those in previous studies:

it asked the reader

to retell the story in his/her own words including as
much of the story as he/she can remember, telling the
story as though it were being shared
had never heard or read the story

with a friend who

before.

The remaining

prompts attempted to guide the reader-writer to interact
with the text in one of three different ways to produce a
recall which reflected the respective interactions.

One

prompt drew attention to character, one to theme, and one
to reader reaction.
All four prompts were developed by using
guidelines for good writing assignments outlined by
Spondel (1981).

She suggested that assessment of any

writing task is dependent upon clear instructions.

Such

instructions should identify (1) the purpose for writing,
(2) the audience to be addressed, and (3) the form of
writing to be produced (e.g. business letter, essay,
story, etc.).
A preliminary set of prompts was developed and
used in a pilot study with a comparable group of 15
subjects.

Following the pilot study, subjects were asked

to complete a form designed to evaluate the subjects'
understanding of and reaction to the particular prompt to
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which they had responded (see Appendix C).
this instrument indicated three things:

The data from

(1) more than 80

percent of the subjects agreed as to the purpose of the
assignment,

(2) the majority (75 percent) of the subjects

supplied answers which indicated they correctly
understood the audience they were to address, and (3)
almost all (93 percent) of the subjects understood the
form the writing was to take.
As a secondary means of evaluating the prompts,
they were presented to a group of graduate students
participating in a graduate seminar for doctoral students
in the reading department at the University of Arizona.
The purpose of the study was explained to these
students.

They were then divided into groups of five;

each group was assigned one of the four prompts to
evaluate.

As a result of the evaluations done by these

subjects, the following recommendations were given:

(1)

that the definition of "theme" be clarified for the
subjects,

(2) that instructions in the reading prompt be

restated in the writing prompt, (3) that differentiation
be made between thinking and feeling,

(4) the phrase "pay

special attention to ••• " be the last phrase in the
instructions so that the subjects would remember it
better (a notion which is compatible with learning curve
theories (Bower and Hilgard, 1981», and (5) that
instructions to the subjects be included in the writing
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promp t t

0

rel't era t e th e f ocus

0

f th e promp t

('l.e., "T ry

to make the reader understand how you ••• ").
The prompts were rewritten according to these
recommendations and were re-evaluated by a group of
students comparable to those to be used in the study.
The data from this second pilot indicated that eighty-two
percent of the subjects agreed as to the purpose of the
task and 100 percent agreed on the audience and form of
writing for the task.
Interest Inventory
An interest inventory form was developed for use
in this the pilot for this study (see Appendix D).

The

instrument was used to evaluate the attitude of sUbjects
toward various aspects of the task to determine whether
attitude toward the task should be considered an
important variable. The instrument is presented in the
form of a Likert scale.

It included questions which

focused on (1) the clarity of the assignment,

(2) ease of

the writing task, (3) ease of the reading task, (4)
interest level of the writing task, and (5) willingness
of the subjects to do such an assignment again.

Space

was also provided for subjects to make additional
comments about the task.
In the pilot study using the interest inventory
with 15

subjects comparable to those used in the actual
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study, the following data were gathered:

The question

dealing with the clarity of the assignment indicated that
most of the subjects felt that the assignment was clearly
described.

All of the subjects assigned the "character

prompt" strongly agreed that the prompt was clear.

One

of the subjects assigned the "theme prompt" strongly
agreed that it was clear, the remainder agreed that it
was clear.

Of the subjects assigned the "reader reaction

prompt" one responded neutrally to the question, the
remainder agreed that it was clearly described.

Of the

subjects assigned the "free recall prompt" one strongly
agreed the directions were clear, the remainder agreed
they were clear.
The data on the ease of the writing assignment
indicated that most of the subjects felt positively about
the ease of the task.

Fifty-seven percent agreed the

task was very easy, 21 percent strongly agreed the task
was very easy, 21 percent responded neutrally.

The data

for the question on the ease of the reading task were
also generally positive.

Fifty percent strongly agreed

the reading task was very easy, 28 percent agreed the
reading task was very easy, and 21 percent responded
neutrally.
The data for the questions regarding the
subjects' interest in the reading and writing tasks were
slightly less positive.

Only 7 percent of the subjects
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strongly agreed the writing task was very interesting; 21
percent agreed, 50 percent were neutral, 14· percent
disagreed, and 7 percent strongly disagreed that the
writing task was very interesting.
Fourteen percent responded that they strongly
agreed the reading assignment was very interesting; 50
percent agreed; 21 percent were neutral; 7 percent
disagreed; 7 percent strongly disagreed it was
interesting.

This indicates a fairly normal distribution

of responses to the task so that it would be unlikely
that interest would have had a particularly strong effect
on the data.
Most subjects seemed willing to do a similar task
if it were assigned.

Fourteen

percent strongly agreed

they would be willing to do a similar assignment; 43
percent agreed; 36

percent were neutral; seven

percent

disagreed that they were willing to do a similar task
again.

No subjects strongly disagreed, which might have

affected their performance on the task.
Overall the comments made by the subjects about
the assignment were very positive.

Subjects said the

assignment was "very interesting," that "it makes a
person think about what there (sic) doing and who their
(sic) doing it to," and that "the moral was quite
true •• "

Only two negative comments were made:

that the

"story was childish," and that "I really hate to write. 1I
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The positive results obtained in the pilot study seemed
to indicate that subject interest would not affect
student performance.
Scoring Guides
Three types of scoring guides were used in the
study.

The scoring guide for Idea units (see Appendix E)

described the identification of idea units contained in
each subject's protocol.

The scoring guide for

Categorization of Idea Units (see Appendix F) outlined
the classification of idea units into four categories of
response: literal recall, inference, text-relevant
supplementary, and text-irrelevant supplementary.

The

scoring guide for Categorization of Supplementary Idea
Units (see Appendix G) outlined the classification of
those clausal units into four types:
elements of Theme,
Characterization, Reader Response, and Neutral.
Definitions and examples of each category were developed
to aid categorization decisions.
Development and Assessment of Reliability
for Scoring Guides
Criteria for each of the four scoring guides were
developed for use in this study.

In addition the

reliability of each scoring guide was assessed using
interraters.
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Scoring Guide for Idea Units
A scoring guide was developed for the
identification of idea units in each student protocol.
This instrument provides information pertinent to the
idea unit and gives examples of some possible ways in
which specific syntactic constructions could be divided
into idea units.

Sample statements were drawn from

protocols obtained in the actual study.
Development.

The idea unit was used in this

study for several reasons:

(1) since idea units are

roughly the equivalent of clausal units, they are
actually pieces of the text from which they are derived
and

can be sorted and categorized in different ways for

additional analysis;

(2) the time required for generating

the basic data is considerably less than that required by
other analytic

procedures especially propositional

analysis, so it is possible to use a longer selection of
text than is usually used in studies relying on
propositional analysis;

(3) idea units are understandable

to more researchers than are propositional units, which
are often unreadable to all but the few people who may
have studied how they derive from the text (Estes and
Wetmore, 1983); and (4) since the idea unit is
essentially equivalent to the T-unit used in writing
research, additional comparisons between reading and
writing are possible.

83

For this study, an idea unit was defined as any
group of words which contains a subject and predicate
plus any accompanying modifiers.

Independent, de'pendent,

and clearly implied clauses are considered as idea
units.

Hunt's (1970) criterion was used to determine

idea status; that is, each idea unit

contained a subject

and a finite verb form, and any partial statements which
occurred between a capital letter and a terminal marker
were considered as clausal units. Constructions, which
contained implied subjects and a finite verb form were
also considered to be idea units.

Statements which do

not contain sentence-like features were considered as
idea units but are joined to the preceding unit.

Idea

units were segmented by placing a slash mark (/) at the
termination of each idea unit.
Examples of clausal units which were given in the
Scoring Guide (see Appendix E) illustrated the manner in
which independent and dependent clauses were segmented as
idea units.

A simple sentence which consisted of one

-independent clause formed one idea unit.
this type was the following statement:

An example of
liThe Scotty

thought all the other dogs including the farm dogs were
cowards."

A sentence which consisted of one independent

clause plus one or more
more idea units.

depende~t

clauses formed two or

An example of a dependent clause was

the the following statement:

" ••• if he had any
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questions/"

Structures in which the ·subject was not

stated but was clearly implied were also considered idea
units.

An example of this type was the following

statement:

"Take me to him."

In addition, in instances

where a single subject was used with a series of verb
phrases set off with commas, each verb phrase was
considered as a separate idea unit with an understood
subject.

An example of this was the following:

"The

Scotty covered his eyes with one paw/ and covered his
nose with the other paw."

In the second unit "The

Scotty" is the understood subject.

In clauses which used

the introductory "that" but which appear in the shorter
idiom form (without the "that") were also counted as
separate idea units.
following:

An example of this was the

"The farm dog had told the Scotty about an

animal/ all the farm dogs were afraid of."
In statements which contained appositives, the
clause which was separated by a dependent clause in
apposition was counted as one unit.

The statement in

apposition was considered an idea unit if it was a
dependent clause or a clearly implied clause, as noted
above.

In marking the clausal unit, an arrow was used to

indicate the dependent clause surrounding the statement
in apposition.

The following was an example of this:

"The house/ that was next door/ had a couple of farm
dogs."

The two statements "The house" and "had a couple
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of farm dogs" were counted together as forming one idea
unit.
Interrater Reliability.

Interrater reliability

for the scoring system was obtained using two outside
raters.

Both raters were undergraduates majoring in

English at the University of Arizona who had some
background in English grammar.

Raters were given the

following items to aid them in the identification of idea
units:

(1) a copy of the Scoring Guide for

Identification of Idea Units, (2) a copy of a sample
protocol which had

already been divided into idea units,

and 3) a practice protocol.
eight protocols for

scorin~.

In addition they were given
The experimenter read the

Scoring Guide for Identification of Idea Units aloud to
the raters, who were given the opportunity to ask any
questions about the definitions and examples and the
procedures for marking.

The experimenter then went

through the already scored sample protocol
raters~

with the

during this time the raters were able to discuss

any questions they had about the identification process.
Following this, the raters and the experimenter
independently marked the practice protocol.

The

experimenter and the raters then discussed any
disagreements in

marking the protocol and clarified

definitions which were still unclear at that time.
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Upon completion of this training session, the
raters were given the eight protocols for scoring, two
from each of the three experimental groups and two from
the control group.

Agreement between each of the raters

and the researcher was determined using the following
formula (Bridge, 1977):
# agreements
# of agreements + # of disagreements

Comparison
indicated

#1

there was 97 percent agreement with rater

protocols

procedure
units

that

90 percent agreement with rater #2.

and

of

of the raters' protocols to the experimenter's

into

which

into

idea

allowed

literal

units
for

ensured

further

recall,

The division
a

consistent

categorization of

inference,

text-relevant

supplementary, and text-irrelevant supplementary.
Formation of Scoring Guide:
Categorization of Idea units
A Scoring Guide was developed for the
categorization of idea units contained in marked
subjects' protocols.

The idea units were categorized as

literal recall, inference, text-relevant supplementary,
or text-irrelevant supplementary.

A form was developed

which provided definitions for each of these categories
with examples of each.

The examples were taken from
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subjects protocols.

(See Appendix F)

Interrater

reliability for the scoring guide was then assessed.
Development.

The categorization system was based

on the the taxonomy of reading comprehension outlined by
Pearson and Johnson (1972) and on the categorization
system used by A. Smith (1982).

Her categorization

system is an adaptation of S. Smith's (1978) system, the
earlier system having been designed for use with
expository passages and the adaptations made to meet the
needs of narrative text.
as follows:

(1)

The four categories are defined

Literal Recall is a production of a

portion of text which is directly, explicitly and
precisely taken from the text or is obviously derived
from the text.

It may be a repetition and/or a

paraphrase --in which case, the reader repeats or
paraphrases a statement which closely follows text.

(2)

Inferences, referred to by Pearson and Johnson as
implicit information, are derived from the text.
Inferences are textually derived from the text; hence,
the relation between text and inference is implicit
rather than explicit.

Inference may be an interpretation

the reader interprets one or more stated ideas -- or
it may be a conclusion -- the reader draws upon
statements in the text and formulates a conclusion.

(3)

Text-Relevant Supplementary or Scriptally Inferred recall
is based on the reader's fund of previous experiences.
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In other words, the reader adds information to the text
based on his/her own background rather than on ideas
which can be directly inferred from the text.

Such

supplementations, however, must be logically linked to
the original text.

(4)

Text-Irrelevant Supplementary is

information in the recall that restates or paraphrases
text in part but adds extraneous information.

Such

information may come from the reader's background but is
not logically linked to the original text.
This particular system for categorizing idea
units was selected for use in this study because it
allows for categorization of supplemental information
which is necessary for responding to research questions
involving reader reaction.

Other systems, which usually

categorize by important and less important or
superordinate and subordinate units, do not address the
question of supplementation.
Interrater Reliability.

Two outside raters were

used to establish interrater reliability.

The raters

were both doctoral students in the Reading Department at
the University of Arizona and both were familiar with the
taxonomy described by Pearson and Johnson (1972) on which
this scoring guide was based.

Each rater was given the

following items for use in a training
Scoring Guide,

se~sion:

(1)

The

(2) a copy of the original story, (3) an

example protocol which had already been scored, and (4) a
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sample protocol to use in practice.

In the training

session, the experimenter first bad the raters read the
original story to themselves.

She then read through the

Scoring Guide with the raters and answered questions
about the examples.

The raters and the experimenter then

went through the example protocol to clarify the task
further.

When all concerned felt comfortable with the

definitions and examples, the raters and the experimenter
scored the sample protocol independently.

Comparison of

scores and discussion of units for which there were
disagreements followed.

Raters were then each given

eight protocols, two from each of the three experimental
groups and two from the control group.
Agreement between each rater and the researcher
was determined according to the following formula cited
under identification of idea units:
# of agreements

# of agreements + # of disagreements
Agreement with the researcher was 89 percent for rater #1
and

8~

percent for rater #2.

This level of agreement

seemed to indicate that the Categorization of Idea units
provided a consistent system for scoring the remaining
protocols.
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Formation of Scoring Guide:
Categorization of Supplementary
Idea Units
Additional scoring of the data was accomplished
by marking off all supplementary idea units, both

text-

relevant supplementary and text-irrelevant supplementary
idea units, which pertain to selected elements of the
recall such as character, theme, and reader reaction.
After the development of this scoring guide, interraters
were used to assess reliability.
Development.
were (1) character,
(4) neutral.

The four categories in the system
(2) theme,

(3) reader reaction, and

Character units were said to be any

supplementary units which described in greater detail any
of the characters in the story.

Theme units were said to

be any supplementary units which elaborated on the main
idea of the story.

Reader reaction units were said to be

supplementary idea units which
attitude about the story;

reflected the reader's

they included statements which

were preceded by such phrases as "I think" or "I feel";
they also included statements which reflected judgments
on the part of the reader-writer.

Neutral units were

those supplementary idea units which could not readily be
classified as belonging to any of the three
aforementioned categories; neutral units were generally
units which were related to the action of the story.
Each unit which was classed as an element was designated

91
with an initial letter which refers to the element.

For

example, an idea unit which was designated as pertaining
to characterization was marked with the letter C.

Theme

units were marked with T and reader reaction units with
an R.

Units which did not seem to fit into any of these

categories were marked with an N.
Interrater Reliability

Two outside raters were

used to establish interrater reliability.

Both raters

were from the English Department at the University of
Arizona; one was a graduate student in English Education,
the other

a professor in the composition program.

Raters were given the following materials:

(1) a Scoring

Guide which contained definitions and examples (See
Appendix G),

(2) a copy of a sample protocol which had

already been scored, and (3) two sample protocols for
practice in scoring. In the training session, the
experimenter first had the raters read the original story
to themselves.

She then read through the Scoring Guide

with the raters and answered questions about the
examples.

The raters and the experimenter then went

through the example protocol to clarify the task
further.

When all concerned felt comfortable with the

definitions and examples, the raters and the experimenter
scored the first sample protocol independently.
Comparison of scores and discussion of units for which
there were disagreements followed.

It was felt at that
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time that additional practice was necessary; therefore,
the raters and the experimenter then scored a second
sample protocol independently.

Comparison of scores and

discussion of units for which there were disagreements
followed.

Raters were them given sixteen protocols for

scoring, four from each of the experimental groups and
four from the control group.
Agreement between each rater and the researcher
was determined according to the following formula cited
under identification of idea units:
# of agreements
# of agreements + # of disagreements

Agreement

with

one

84

and

agreement

the
percent

seemed

Supplementary

to

researcher
for

rater

was 89 percent for rater
two.

This

level

indicate that the Categorization of

Idea Units provided a consistent system for

the scoring of the remaining protocols.
Holistic Scoring Guide
The holistic scoring guide used in this study
(See Appendix H) was developed by Irwin and Mitchell
(1983).

of

It is similar to holistic scoring systems

described by Cooper (1977) used to rate compositions.
The matrix used to describe the criteria takes into
account the following:

(1) degree to which reader
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generalizes beyond text;
summarizing statement;

(2) inclusion of thesis or

(3) inclusion of major points;

inclusion of supporting details;
supplementations which
coherence of recall;

ar~

(4)

(5) inclusion of

relevant/irrelevant; (6)

(7) completeness of recall; and (8)

comprehensibility of recall.

Interrater reliability for

the system were reported by the authors as being 87.5
percent for exact agreement and 100 percent for adjacent
scores.
Procedures for Gathering the Data
Community college students enrolled in seven
sections of a developmental reading course were asked to
participate in the study.

Subjects were randomly

assigned to one of four prompts providing directions for
reading/retelling

the story used in the study.

In preparation for the gathering of data in each
class, oral directions were given to the students (See
Appendix I).

Next, each student received a packet

containing a cover paper with one of the four prompts
used in the study and a copy of the story.

The packets

with each of the four prompts were placed alternately in
one pile beforehand, and were randomly distributed to the
students.

After they received their packets, students

were asked to read the directions in the written prompt
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and to read the story as directed.

Students were further

instructed that upon completion of that task, they were
to return the packet to the researcher and receive
further instructions.

The second set of written

instructions was matched with the reading instructions.
Paper for writing the recall was also provided for the
students at that time.

Sample protocols are found in

Appendix J.
Procedures in Scoring the Protocols
Scoring of the data was divided into five
phases.

The first phase focused on the identification of

idea units within protocols.

The second phase involved

the classification of idea units into one of four
categories:

literal, inferential, text-relevant

supplementary, or text-irrelevant supplementary idea
units.

The third phase

involved the classification of

all supplementary idea units into one of four
categories:

those relating to theme, those relating the

character, those relating to reader reactions, or those
relating to none of the other three categories.

The

fourth phase of scoring involved a holistic scoring of
the protocols.
Scoring of Idea units
In preparation for scoring the data, the written
protocol of each subject was copied and used for

95

slash mark at the end of each unit.

The units were

counted and the total number of units within each
protocol was recorded.
Categorization of Idea Units
Further scoring of the data involved checking off
idea units which were either literal, inferential, textrelevant supplementary, or text-irrelevant supplementary
idea units.

Each unit, as it was classified, was marked

with an initial letter which referred to the type of
recall it reflected.

For example, a statement which was

designated as being literal recall was marked with the
letter L; inferential units were marked I; text-relevant
supplementary units were marked

RS; and text-irrelevant

supplementary units were marked IS.
In scoring the protocols for ideas classified as
literal, inferential, text-relevant supplementary, or
text-irrelevant supplementary, the data drawn from
subjects' protocols were scored in terms of frequency of
items in each category.
Categorization of Supplementary
Idea units
Additional scoring of the data involved
determining whether idea units previously identified as
supplementary (either text relevant supplementary or textirrelevant supplementary) related to any of three
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categories: theme, character development, reader
reaction, or to none of the above.

Each unit, as it was

classified, was marked with an initial letter which
referred to the category to which it was designated.

For

example, a unit which was designated as being related to
theme was marked T.

units designated as being related to

character were marked C; those designated as being
related to reader reaction were marked R.

Units which

were designated as belonging to none of these categories
were marked N.
In scoring the protocols for supplementary units
classified as related to character, theme, reader
reaction, or none of the above, the data drawn from each
subject's protocol were scored in terms of frequency of
items in each category.
Holistic Scoring Assessing Retellings
The final phase of the scoring of the recall data
was the Holistic Scoring Assessing Retellings.

For this

phase of the scoring, a holistic grading session was
conducted using twelve students enrolled in a graduate
level course in Reading at the University of Arizona.
Students participated in the session as part of their
course work.

The training session was conducted by the

experimenter and a professor in the Reading Department.
The experimenter first explained the purpose of the study
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and the role the students would play in evaluating the
data.

Students were given a copy of the orjginal story

and seven practice protocols taken from the pilot study
to use as anchoring papers. The graders were first asked
to read the original story.

The experimenter then

explained that the graders should read each protocol and
rate it according to a five point scale.

Upon completion

of this task, comparisons of scores were made and papers
which received scores with differences greater than one
were discussed.

Graders also worked with the professor

in determining criteria for grading.

Graders were then

given a copy of the Guidelines for Evaluating Retellings
(See Appendix H) outlined by Irwin and Mitchell (1983)
and set of six or seven protocols to be graded.

As each

grader finished grading the protocols in his/her packet,
the protocols were gathered
second scoring.

and redistributed for a

The first and second scores for each

protocol were compared.

In cases where there was a

difference greater than one between the first and second
score, a third grader was asked to read and grade the
paper.

Six of the 68 protocols were graded a third time;

the remaining protocols received scores with differences
of one point or less.

The holistic score for each paper

was determined by adding the two adjacent scores given.
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Data Analysis Procedures
The purpose of this study was to determine the
effects of guided recall prompts on written recalls.

The

study focused on (1) the frequency with which idea units
are recalled,

(2) the type of idea units recalled (that

is literal, inferential, text-relevant supplementary, or
text-irrelevant supplementary)

(3) the type of

supplementary idea units recalled (that is those relating
to characterization, theme, reader reaction, or none) ,
(4) the quality of the recall, and (5) the attitudes of
the subjects toward the task.

Because the data are

presented in terms of frequencies, the Chi-square test
was used to analyze most of the data.

The exception to

this is the analysis used to answer question ten which
asks if there is a correlation between quantity and
quality of recall.
used.

For that question Pearson's R was

The a priori confidence level was set at .05 for

both kinds of analysis.
In reference to the specific questions addressed
in this study, various analyses were conducted.

In

determining the answers to question one which compared
the frequency of idea units in recalls which were
produced from free recall prompts with those produced
from guided recall prompts, the mean scores for subjects
in the experimental groups were computed and compared to
those in the control group to determine differences in
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responses for free recall and guided recall prompts.
Statistical significance was tested using the chi
square.

The tests for these analyses were based on the

null hypothesis that there would be no difference between
the mean frequencies for free recalls and the mean
frequencies for the guided recalls.

Thus the data from

the free recall prompts provided the expected
frequencies.
In response to questions two, three, four, and
five, which attempted to determine whether the recalls of
readers responding to free recall prompts differed from
recalls of readers responding to guided recall prompts in
type of information recalled, the following analyses were
conducted:

(1) the number of idea units for each category

of recall (literal, inferential, text-relevant
supplementary, and text-irrelevant supplementary) were
calculated; and (2) mean scores for the experimental
groups were computed and compared to those in the control
group to determine differences in recalls.
significance was tested using the chi square.

statistical
The tests

for these analyses were based on the null hypothesis that
there would be no difference between the mean frequencies
for free recalls and the mean frequencies for the guided
recalls.

Thus, the data from the free recall prompts

provided the expected frequencies.

Because of the

differences which existed in the total frequencies for
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each group it was felt that proportional data might
provide additional insights.

Statistical significance

was tested for the proportional data using the formula
outlined by Campbell and Stanley (1966, p.325):

Z=r========================
~.+h \{\ ~.~h \ ( \
( n.;flz.
J~ - fl.d: Y\c.) n:-,
In response to questions six, seven, and eight,
which attempted to determine whether the recalls of
readers responding to free recall prompts differed from
recalls of readers responding to guided recall prompts in
type of supplementations used, the following analyses
were conducted:

(1) the number of supplementary idea

units for each category (character, theme, reader
response, none) was calculated;
group were computed;
follows:

(2) mean scores for each

(3) comparisons were made as

(a) total score for character uni ts from the

guided recall prompt relating to character was compared
to the total scores for the character units from the
other three prompts,

(b) the total score for theme units

from the guided recall prompt related to theme was
compared to the total scores for theme units from the
other three prompts, (c) the total score for the reader
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reaction units from the guided recall prompt related to
reader reaction was compared to the total scores for
reader reaction units from the other three prompts.
Statistical significance was determined using the chi
square.

Because these comparisons were based on the null

hypothesis that the guided recall prompts would have no
effect on the readers' presentation of character, theme,
or reader reaction, the total score for the guided recall
prompt in question provided the expected frequency.
Because of the differences in the total frequencies for
supplementary idea units for each group, it was felt that
proportional data would provide further insights;
proportional scores were, therefore, calculated for each
category.

Statistical significance was determined using

the formula cited by Campbell and Stanley (1966, p.325):

In

~esponse

determine if

to question nine, which attempted to

the recalls of readers responding to the

free recall prompt differed

from the recalls of readers

responding to guided recall prompts in the quality of the
written recalls, mean scores for holistic scoring for the
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free recall prompt group were compared to the mean scores
for holistic scoring for the guided recall prompts
groups.

Because this analysis was based on the null

hypothesis that there would be no difference between the
quality of recalls from the free recall group and the
quality of recalls from the guided recall prompt group,
the mean score for the free recall prompt provided the
expected frequency.
In response to question ten which attempted to
determine if there is a correlation between the quality
of the recall and the frequency of idea units recalled,
the scores for frequency of idea units for all recalls
were compared to the
recalls

scores for holistic scores for all

using Pearson's R.
Summary
Four prompts were used in this study:

1) a free

recall prompt, 2) a guided recall prompt with attention
to character , 3) a guided recall prompt with attention
to theme, and 4) a guided recall prompt with attention to
reader reaction.
four prompts.

Subjects were provided with one of the

They then read the passage and produced a

written recall of the story. Upon completion of the task
subjects were given a form for evaluating their attitude
toward the task.

Subjects' written protocols were

analyzed for three purposes:

(1) to determine the idea
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units in each protocol;

(2) to categorize the idea units

according to literal recall, inferential recall, textrelevant supplementary recall, and text-irrelevant
supplementary recall; and (3) to categorize the textrelevant supplementary and text-irrelevant supplementary
idea units according to character, theme, and reader
response.
presented.

Both frequency and proportional data were
The data were analyzed to determine whether

the responses of readers provided with free recall
prompts differed from the responses of readers provided
with each of the guided recall prompts.

A final analysis

was conducted using a holistic-type scoring system to
assess the quality of the recalls.

Responses to all

prompts were analyzed to determine whether (1) the
responses of readers provided with free recall prompts
differed from the responses of readers provided with each
of the guided recall prompts and (2) correlations existed
between the quality of the written recalls and quantity
of the idea units in the recalls.

CHAPTER 4
ANALYSIS OF THE DATA
Analysis of data is reported in this chapter
concerning the comparison of the responses of readers
provided with either a free recall prompt or a directed
recall prompt.

The data analyses are presented in the

following manner:
1.

Data and statistical analyses are presented in
terms of the idea unit.

Analyses of the data are

considered in terms of total number of idea units
recalled for the experimental and control groups.
2.

Data and statistical analyses are presented
pertinent to the idea unit and categorization of
idea units according to literal recall,
inferential recall, text-relevant supplementary
recall, and text-irrelevant supplementary recall
for the experimental and control groups.
Analyses of the data relative to literal recall,
inferential recall, text-relevant supplementary
recall, and text-irrelevant recall are considered
in terms of total category frequencies and group
mean frequencies.
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3.

Data and statistical analyses are presented
pertinent to

text-relevant supplementary and

text-irrelevant supplementary units and the
categorization of such units according

to

character, theme, and reader reactions.
4.

Data and statistical analysis are presented in
terms of the quality of the recalls as determined
by a holistic scoring procedure •.

5.

Data and statistical analyses are presented in
terms of

correlations between frequency of

literal, inferential, text-relevant
supplementary, text-irrelevant supplementary and
total idea units and of supplementary

idea units

categorized as relative to character, theme, and
reader reaction in written recalls and the
quality of those recalls as determined by a
holistic scoring procedure.
The data are presented in relation to various
comparisons which are appropriate to the research
questions.

The comparisons include:

(1) the responses of

readers provided with the free recall prompt and readers
provided with the three guided recall prompts;

(2) the

responses of readers provided with the guided recall
prompt related to theme and readers provided with the
free recall prompt, the guided prompt related to
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character, and the guided prompt related to reader
reaction;

(3) the responses of readers provided with the

guided recall prompt related to character and readers
provided with the free recall prompt, the guided prompt
related to theme, and the guided prompt related to reader
reaction;

(4) the responses of readers provided with the

guided recall prompt related to reader response and
readers provided with the free recall prompt, the guided
prompt related to theme, and the guided prompt related to
character; and (5) the frequency of idea units by
category and the holistic scores for all recalls.
Interpretation of each analysis follows each summary
table for every area investigated; general discussions of
each area and a summary complete the section.
Information relative to these idea units was
reported in terms of frequencies and mean scores for
comparison.

Tests for significance were determined by

using a chi square.

The chi square test was appropriate

for this study because of the nature of the data to be
analyzed.

Chi squares, unlike other statistical

measures, provide information

about nominal data which

allows the researcher to make an inference about a
population distribution from the evidence, that is, the
frequencies contained in that distribution.
Additional information relative to these idea
units was reported in terms of the proportions of the
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specific categories of idea units to the total number of
idea units.

Statistical significance was determined

using the formula outlined by Campbell and Stanley
(1966) •

Analysis of Data for Frequency of Idea Units
Data relative to the frequency of idea units
addressed the first question

raised in this study.

Question One
The first question compared the responses of the
written recalls of students provided with the free recall
prompts

in terms of frequency of idea units with those

of students provided with the following guided recall
prompts: a) guided recall prompt which

called attention

to character, b) guided recall prompt which called
attention to theme, and c) guided recall prompt which
called attention to reader reaction.

This comparison

involved the division of recalls into idea units.
Because the question called for a comparison of
the free recall prompt to the guided recall prompts,
frequencies from the free recall prompt were used as the
expected frequencies.

Table 1 summarizes the responses

of readers to each of the four prompts (free recall,
guided prompt calling attention to theme, guided prompt
calling attention to character, and guided prompt calling
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attention to reader reaction).

Idea units are noted both

in terms of total frequencies and mean frequencies.
Table 1
Differences in total idea units for responses to
free recall prompt and guided recall prompts

Prompt

f

mean

Chi Square

Character

504

29.64

(l,N

Theme

491

28.88

(l,N

Rd. Rea.

455

26.76

(l,N

Fr. R. (a)

428

25.5

=
=
=

=
=
=

17)
17)
17)

13.49, E .005
9.27, E .005
1. 71

(a) provided the expected frequencies
Statistically significant comparisons were found
at the .005 level for the guided recall prompt which
called attention to character and for the guided recall
prompt which called attention to theme.

These data

suggested that the responses of readers to
recall prompt do

the free

differ from those responding to

the

1~9

two guided recall prompts which call attention to
character or theme in the amount of information recalled.
Discussion
The findings indicated that students provided
with guided recall prompts which called attention to
character or theme included more idea units in their
recalls than did students provided with the guided recall
prompt which called attention to reader reaction or the
free recall prompt.

The implication is that

providing

guided recall prompts which call attention to character
or theme

had a positive effect on the subjects'

understanding of the task which enabled them to produce
more extensive recalls.

This finding seems to be

consistent with the research findings of Hasher and
Griffin (1973) which indicated that instructions for
production of comprehension measures affected that
production and the findings of Frase (1969) which
indicated that readers who read for greater depth recall
more.

The fact that subjects provided with the guided

recall prompt which called attention to reader reaction
did not provide as many idea units in their recalls as
did subjects given the other guided recall prompts may be
because of the nature of that prompt.

It could be that
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focusing on reader reaction restricted the thinking of
the readers about the text in ways that that other guided
recall prompts did not.
Summary
Comparisons for frequency of total idea units
were made for recalls of subjects provided with free
recall prompts wi th recalls o'f subjects provided wi th
guided recall prompts.

The data indicated that guided

recall prompts which called attention to character and
theme had a positive effect on the amount of information
recalled.

It was concluded that guided recall prompts

can affect readers' understanding of the task which
enables them to produce more extensive recalls.
Analysis of Data for Categorization of Idea units for
Literal, Inferential, Text-Relevant Supplementary,
or Text-Irrelevant Recall
Data relative to the categorization of idea units
for literal, inferential, text-relevant supplementary, or
text-irrelevant supplementary recall addressed questions
two, three, four, and five.
Question Two
The second question compared the responses in
terms of the frequency of idea units related to literal
recall of students provided with free recalls with those

III

of students provided with the following guided recall
prompts:

guided recall prompt which called attention to

character development; guided recall prompt which called
attention to theme; guided recall prompt which called
attention to reader's reactions.

These comparisons

involved the categorization of literal idea units
reported in terms of total frequencies and mean
frequencies; they also involved the reporting of
proportional data, that is literal idea units to total
idea units for each group.
Because the question called for comparisons
between responses of readers using the free recall prompt
with those using the guided recall prompts, frequencies
for the free recall prompt provided the expected
frequencies.

Table 2 summarizes the responses of

readers to each of the four prompts (free recall, guided
prompt calling attention to character, guided prompt
calling attention to theme, and guided prompt calling
attention to reader reaction). Literal

idea units are

noted both in terms of total frequencies and mean
frequencies.
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Table 2
Differences in literal idea units for responses
to free recall prompt and guided recall prompts

Prompt

f

mean

Chi square

Character

206

12.12

(1, N

Theme

198

11. 65

(1, N

Rd. Rea.

166

9.76

(1, N

Fr. R. (a)

195

11. 47

=
=
=

17)
17)
17)

=
=
=

.62
.05
4.31,£ .05

(a) provided the expected frequencies
A statistically significant difference was
reported for the group

provided with the guided recall

prompt which called attention to reader reaction.
Statistically nonsignificant differences were reported
for the groups provided with the guided recall prompt
which called attention to character and the guided prompt
which called attention to theme. It was noted that the
group provided with the guided recall prompt which called
attention to reader reaction produced significantly fewer
literal idea units than did the free recall group.

The

data suggest that responses of readers provided with the
free recall prompts do not differ from those provided
with guided recall prompts which called attention to
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character or theme but differ significantly from the
responses of readers provided with the guided recall
prompt which called attention to reader reaction in terms
of literal recall.
Table 3 summarizes the responses of readers in
terms of the proportion of literal idea units to total
idea units for each prompt.
Table 3
Comparison of proportion of literal idea units to
total idea units for free recall prompts and
guided recall prompts

Prompt

total

literal

Prop.

z

Character

504

206

.41

1.333

Theme

491

198

.40

1.510

Rd. Rea.

455

166

.36

2.900*

Fr.

428

195

.45

R.

(a)

(a) provided the expected frequencies
*p .01

The data seemed to be consistent with the
frequency data and indicated that there were lower
proportions of literal to total idea units for the
responses to the guided recall prompt which called
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attention to reader reaction as compared to the free
recall prompt.

The implication is that readers provided

with the free recall prompt included a greater proportion
of literal idea units to total idea units than did
readers provided with the

guided recall prompt which

called attention to reader reaction.
Question Three
The third question compared the responses of the
written recalls of students provided with the free recall
prompts in terms of frequency of inferential idea units
with those of students provided with the following guided
recall prompts:

a)

guided recall prompt which called

attention to character development, b)

guided recall

prompt which called attention to theme, c)

guided recall

prompt which called attention to reader's reaction.

This

comparison involved the categorization of inferential
idea units in terms of total frequencies and mean
frequencies; additional comparisons involved the
comparison of proportions of inferential idea units to
total idea units for the group provided with the free
recall prompt and the groups provided with the guided
recall prompts.
Because the question called for comparisons of
responses of readers provided with the free recall
promp-ts with readers provided with the three guided
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prompts, frequencies from the free recall prompt provided
the expected frequencies.

Table 4 summarizes the

responses of readers to each of the four prompts

(fre~

recall prompt, guided recall prompt calling attention to
character, guided recall prompt calling attention to
theme, guided recall prompt calling attention to reader's
reaction).

Inferential idea units are noted both in

terms of total frequencies and mean frequencies.
Table 4
Differences in inferential idea units for
responses to free recall prompt and guided recall
prompts

Prompt

f

mean

Character

146

8.59

(1, N = 17) =

Theme

165

9.7

(1, N = 17) =

Rd. Rea.

136

8.0

(1, N = 17) =

Fr. R. (a)

137

8.06

Chi Square
.59
5.72,,2 .025
.01

(a) provided the expected frequencies
Statistically significant differences were
reported at the .025 level for the group provided with
the guided recall prompt which called attention to
theme.

The data suggested that responses of readers
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provided with this guided recall prompt
of inferences included in readers'

differ in terms

recalls.

Table 5 summarizes the responses of readers to
each of the four prompts in terms of proportions of
literal to total idea units.
Table 5
Comparison of proportion of inferential idea
units

to total idea units for free recall prompts

and guided recall prompts

Prompt

total

literal

Prop.

z

Character

504

146

.28

1.379

Theme

491

165

.34

.66

Rd. Rea.

455

136

.30

.66

Fr. R. (a)

428

137

.32

(a) provided the expected frequencies
No
found.
idea

statistically

significant

Contrary to the data
units,

prompts

did

the
not

data
have

were

for frequency of inferential

suggested
a

differences

that the guided recall

significant

effect

on

the

proportion of inferential to total idea units in recall.
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Question Four
The fourth question compared the responses of the
written recalls of students provided with the free recall
prompt in terms of frequency of text-relevant
supplementary idea units from those of students provided
with the following guided recall prompts: a)
recall prompt

guided

which called attention to character, b)

guided recall prompt which called attention to theme, c)
guided recall prompt which called attention to reader
reaction. This comparison involved the categorization of
text-relevant supplementary idea units in terms of total
frequencies and mean frequencies.
Because the question called for comparisons
between the responses to the free recall prompt and the
guided recall prompts, frequencies from the free recall
prompt provided the expected frequencies.

Table 6

summarizes the responses of readers to each of the four
prompts (free recall prompt, guided prompt calling
attention to character, guided prompt calling attention
to theme, guided prompt calling attention to reader
reaction)
units.

relative to text-relevant supplementary idea

Text-relevant supplementary idea units are noted

both in terms of total frequencies and mean frequencies.
Additional comparisons .were made relative to the

118
proportion of text-relevant supplementary idea units to
total idea units.
Table 6
Differences in text-relevant supplementary idea
units for responses to free recall prompt and
guided recall prompt

Prompt

f

mean

Chi Square

Character

82

4.82

(1, N

::::

17)

::::

Theme

54

3.18

(1, N

::::

17)

::::

Rd. Rea.

113

6.65

(1, N

::::

17)

::::

Fr. R. (a)

56

12.07, .2 .005
.07
58.02, .2 .01

3.2

(a) provided the expected frequencies
Statistically significant differences were found
at the .005 level for

the groups provided with the

guided recall prompt which called attention to character
and the guided recall prompt which called attention to
reader reaction.

The data suggest that responses of

readers provided with the free recall prompt differ in
terms of text-relevant supplementations from the
responses of readers provided with the the guided recall
prompts which called attention to character and reader
reaction.
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Table 7 presents the data relative to the
proportion of text-relevant supplementary idea units to
total idea units.
Table 7
Comparison of proportion of text-relevant
supplementary idea units to total idea units
for free recall prompt and guided recall prompts.

Prompt

total

Character

504

Theme

Prop.

z

82

.16

1.364

491

54

.11

.31

Rd. Rea.

455

113

.24

3.2*

Fr.

428

56

.13

R. (a)

literal

(a) provided the expected frequencies

*

p .01

Statistically significant differences were
reported for the group provided with the guided recall
prompt which called attention to reader reaction.
Contrary to the data relative to the frequency of textrelevant idea units, no statistically significant
differences were found for the group provided with the
guided recall prompt which called attention to
character.

The data suggested that the guided recall
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prompt which called attention to reader reaction had an
effect on the proportion of text-relevant supplementary
idea units to total idea units in recall.

The data also

suggested that the guided recall prompt which called
attention to character had a limited effect on the
production of text-relevant supplementary idea units.
Question Five
The fifth question compared the responses of the
written recalls of students provided with the free recall
prompts in terms of the frequency of text-irrelevant
supplementary idea units with those of students provided
with the following guided recall prompts:

a)

guided

recall prompt which called attention to character, b)
guided recall prompt which called attention to theme, c)
guided recall prompt which called attention to reader
reaction.

This comparison involved the categorization of

text-irrelevant supplementary idea units in terms of
total frequencies and mean frequencies.
Because the question called for comparisons of
responses from readers provided with the free recall
prompt with those provided with the three guided recall
prompts, the frequencies from the free recall prompts
provided the expected frequencies.

Table 8 summarizes

the responses of readers to each of the four prompts
(free recall, guided prompt calling attention to theme,
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guided prompt calling attention to character, and guided
prompt calling attention to reader reaction). Textirrelevant supplementary idea units are noted both in
terms of total frequencies and mean frequencies.
Additional comparisons were made using the proportion of
text-irrelevant supplementary idea units to total idea
units.
Table 8
Differences in text-irrelevant supplementary idea
units for responses to free recall prompt and
guided recall prompts

Prompt

mean

f

Chi Square

Character

79

4.12

(1, N = 17) = 22.5, £ .005

Theme

74

4.35

(1, N = 17) = 28.9, £ .05

Rd. Rea.

40

2.35

(1, N = 17) =

Fr. R. (a)

40

2.35

0.0

(a) provided the expected frequencies
Statistically significant differences were reported at
the .005 level. for the guided recall prompt which called
attention to character and at the .05 level for the
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guided recall prompt which called attention

t~

The data suggest that guided recall prompts

theme.

which called

attention to character or theme had a positive effect on
readers responses in terms of the text-irrelevant
supplementary idea uni ts present in the recalls·.
Table 9 summarizes the data for each of the four
groups in terms of the proportion of text-irrelevant
supplementary idea units to total idea units.
Table 9
Comparison of proportion of inferential idea
units to total idea units for free recall prompt
and guided recall prompts

Prop.

z

70

.14

2.50*

491

74

.15

2.86* *

Rd. Rea.

455

40

.09

0.00

Fr. R. (a)

428

40

.09

Prompt

total

Character

504

Theme

literal

(a) provided the expected frequencies
* p .05
**p .01
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Significant differences at the .35 level were
reported for the guided recall prompt which called
attention to character and at the .31 level for theguided
recall prompt which called attention to theme. There was
no significant difference in the proportion of textirrelevant supplementary idea units to total idea units
for the guided recall prompt calling attention to reader
response and the free recall prompt.

The proportional

data was consistent with the data for frequency of textirrelevant idea units.
The greatest number of disagreements in scoring
were relative to text-relevant supplementary and textirrelevant supplementary idea units; at least 83 percent
of all disagreements were related to these two
categories.

This suggests that the text-relevant

supplementary idea units and the text-irrelevant
supplementary idea units might be considered one category
rather than two.

Consequently, further analysis was

done comparing text-relevant supplementary and textirrelevant supplementary idea units as a single group,
supplementary idea units.

Table 13 summarizes the

responses of readers to each of the four prompts (free
recall, guided prompt which called attention to
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character, guided recall prompt which called attention to
theme, and guided recall prompt which called attention to
reader reaction)

in terms of supplementary idea units.

Table H'
Differences in supplementary idea units for
responses to free recall prompt and guided recall
prompts

Prompt

f

mean

Chi Square

Character 152

8.94

(1, N = 17) = 32.67, E .005

Theme

128

7.53

(1, N = 17) = 10.67, E .005

Rd. Rea.

153

9.00

(1, N = 17) = 33.84, E .005

96

5.65

Fr. R. (a)

(a) provided the expected frequencies
The data indicated that there were significant
differences at the .005 level for the responses of
readers provided with the free recall prompts compared to
all three of the guided recall prompts in terms of
supplementary idea units.

This provided support for the

notion that guided recall prompts induce readers to
include more information from their prior knowledge in
recalls.
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Table 11 summarizes the responses of readers to
the four recall prompts in terms of the proportion of
supplementary idea units to total idea units.
Table 11
Comparison of proportion of supplementary idea
units to total idea units for free recall prompts
and guided recall prompts

Prompt

total

supplem.

Prop.

z

Character

5(iJ4

152

.3(iJ

2.86*

Theme

491

128

.26

1. 48

Rd. Rea.

455

153

.37

5.17*

Fr.

428

96

.22

R. (a)

(a) provided the expected frequencies
*p .(iJl
Statistical differences were noted at the .(iJl
level for the guided recall prompt which called attention
to character and the guided recall prompt which called
attention to reader reaction.

Contrary to the data for

frequency of supplementary idea units, no significant
differences were found for the group provided with the
guided recall prompt which called attention to theme.
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Discussion
The analysis of data relative to the
classification of idea units as literal, inferential,
text-relevant supplementary, or text-irrelevant
supplementations suggested that guided recall prompts
affect recall in several ways.

First, it implied that

the guided recall prompt which called attention to
character had a significant effect on the amount of textirrelevant and supplementary idea units.

It could be

argued that the guided recall prompt which called
attention to character induced subjects to included more
of their background knowledge and previous experience in
their recalls.

Second, it implied that the

guided

recall prompt which called attention to theme had at
least a partial effect on the inferences included in
recalls;

this effect was noted in terms of frequency of

inferential idea units though not in proportion of
inferential idea units to total idea units.

The data

also implied that the guided recall prompt which called
attention to theme had an effect on text-irrelevant
supplementary and total supplementary idea units included
in recalls. It could be argued that the guided recall
prompt which called attention to theme induced readers to
process the text at a deeper level, thus producing more
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inferences and supplementations, a finding which is
consistent with the research reported by Frederickson
(1977). Third, it implied that the guided recall prompt
which called attention to reader reaction had significant
effects on the literal idea units, the text-relevant idea
units, and the supplementary idea units. It could be said
that the directed recall prompt which called attention to
reader reaction induced readers to pay more attention to
details and to their relationships to previous experience
thus resulting in recalls which contained more literal
idea units and more text-relevant supplementary and total
supplementary idea units.
As a whole the data relative to the
categorization of idea units as literal, inferential,
text-relevant supplementary and text-irrelevant
supplementary idea units indicated that the guided recall
prompts affected students in schema selection for the
task.

Such findings seemed consistent with the research

of Dooling and Mullet (1973), and Hayes and Copland
(1982) which indicated that prereading instructions had
an effect on the way that students interpreted the text
and on their inference production.
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Summary
Data were presented relative to the
categorization of idea units as literal, inferential,
text-relevant supplementary, or text-irrelevant
supplementary idea units.

They indicated that the guided

prompt which called attention to character had a
significant effect on the amount of text-relevant and
text-irrelevant, and hence total supplementary idea units
in recall; that the guided prompt which called attention
to theme had a significant effect on the amount of
inferential, text-irrelevant, and total supplementary
idea units in recall; and that the guided recall prompt
which called attention to reader reaction had a
significant effect on literal and total supplementary
idea units in recall.

It was concluded that guided

recall prompts affect readers' schema selection for
recall.
Analysis of Data
Categorization of Supplementary Idea units
for Character, Theme, Reader Reaction, or Neither
Data relative to the categorization of
supplementary idea units for character, theme, reader
reaction, or neither addressed questions six, seven, and
eight in this study.

Data for these units were reported

both in terms of statistical data and descriptive data.
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Question Six
The sixth question compared the responses of
students provided with the guided recall prompt calling
attention to character development in terms of the
frequency of supplementary idea units relative to
character with those of students provided with the
following prompts: a) guided recall prompt which called
attention to theme, b) guided recall prompt which called
attention to reader reaction, c) free recall prompt.
This comparison involved the categorization of
supplementary idea units

relating to character in terms

of total frequencies and mean frequencies.
Statistical Data

Information relative to these

idea units was reported in terms of frequencies and mean
scores for comparison.

Because the question called for

comparisons between responses to the guided recall prompt
calling attention to character and the responses to the
guided recall prompts calling attention to theme or to
reader reactions and the free recall prompt, the
responses to the guided recall prompt calling attention
to character provided the expected frequencies.

Table 12

summarizes the responses of readers to each of the four
prompts (free recall, guided prompt calling attention to
theme, guided prompt calling attention to character, and
guided prompt calling attention to reader response).
Idea units are noted both in terms of total frequencies
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and mean frequencies.

Data were also reported in terms

of comparisons of the proportion of readers in each group
who included supplementary

idea units related to

character.
Table 12
Differences in supplementary idea units related
to character for responses to free recall prompt
and guided recall prompts

Prompt

f

Theme

33

1. 94

(1, N

Rd. Rea. 53

3.12

(1, N

Fr. R.

31

1. 82

Char. (a) 40

2.35

mean

Chi Square

=
=

17)
17)

=
=

1.22
4.22, P .05

(1, N = 17) =

2.03

(a) provided the expected frequencies
Statistically significant comparisons were found
at the.05 level for the guided recall prompt which called
attention to reader reaction.

The data suggested that

the prompt calling attention to character had no
significant effect on readers' recalls in terms of the
number of supplementary idea units related to character.
It could further be suggested that the guided recall
prompt which called attention to reader reaction did a
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better job of focusing the attention of reader-writers on
character than did the guided recall prompt which called
attention to theme or the free recall prompt.
Table 13 summarizes the responses of readers to
guided recall prompt calling attention to character
compared to the responses of readers to the guided recall
prompts calling attention to theme or reader reaction and
to the free recall prompt in terms of the proportion of
supplementary idea units related to character to total
supplementary

idea units.

Table 13
Comparison of proportion of character idea units
to supplementary idea units for free recall
prompt and guided recall prompts

Prop.

z

33

.26

0.00

153

53

.35

1.86

96

31

.32

1.25

Character(a) 152

40

.26

Prompt

total

Theme

128

Rd. Rea.
Fr. R.

literal

(a) provided the expected frequencies
Nonsignificant
three

groups.

This

differences
data

seemed

were
to

found

for

all

contradict

the
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statistically significant data relative to the
frequencyof supplementary idea units related to character
for the group provided with the guided recall prompt
which called attention to reader reaction.

It indicated

that the effect of that prompt on production of idea
units related to character may be limited.
Descriptive Data.

In describing variability in

data relative to the categorization of idea units,
general trends as well as unique responses were
reported.

A general trend, for the purposes of this

discussion was defined as a response occurring more than
7~

percent of the time.

The number of subjects who

included supplementary idea units related to character
were noted for each group.

The general trend was for

students to include idea units related to character.
This was not true for the group provided with the guided
recall prompts which called attention to theme, however.
In that group only 52 percent of the subjects included
supplementary idea units related to character.

It should

also be noted that of the subjects provided with the
guided recall prompt which called attention to character,
88 percent included supplementary idea units related to
character while of those provided with the guided recall
which called attention to reader reaction 77 percent
included supplementary idea units related to character
and of those

provided with the free recall prompt only
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7~

percent included supplementary idea units related to

character.

These data seemed to indicate that the guided

recall prompt which called attention to character had at
least a minimal effect on readers in that a greater
number of subjects provided with that prompt included
supplementary idea units related to character than did
subjects provided with the other prompts.

It also seemed

significant that only about half of the subjects provided
with the theme prompt included supplementary idea units
related to character.
Question Seven
The seventh question compared the responses of
students provided with guided recall prompts calling
attention to theme with those provided with guided recall
prompts calling attention to character and reader
response or with the free recall prompt in terms of the
supplementary idea units present in the recall which were
related to theme.

This comparison involved the

categorization of supplementary idea units as relating
the theme in terms of total frequencies and mean
frequencies.
Statistical Data.

Because the question called

for comparisons of the responses of readers provided with
the guided recall prompt calling attention to theme with

134
the responses of readers provided with the guided prompt
calling attention to character, the guided prompt calling
attention to reader reaction, and the free recall prompt,
responses from the guided recall prompt calling attention
to theme provided the expected frequencies. Table 14
summarized the responses of readers to each of the four
prompts.

Idea units were noted both in terms of total

frequencies and mean frequencies.

Data were also

reported in terms of comparisons of the proportion of
supplementary idea units related to theme to the total
nUmber of supplementary

idea units.

Table 14
Differences in supplementary idea units related
to theme for responses to free recall prompt and
guided recall prompts

Prompt

mean

f

Chi Square

Char.

3

.18

(1, N

Rd. Rea.

2

.12

(1, N

Fr. R.

1

.~6

(1, N

Theme(a) 25

1.47

=
=
=

17)
17)
17)

= 19.36,
= 21.16,
= 23.~4,

(a) provided the expected frequencies

.2 • fiHJ 5
.2

.~~5

p

.~~5
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Statistically significant differences were found
at the .005 level for all three groups.

The data

suggested that the guided recall prompt which called
attention to theme had a positive effect on the responses
of readers in terms of the amount of supplementary idea
units used in the recall which were related to theme.
Table 15 summarizes the data for each of the four
groups in terms of the proportion of
units related to theme

supplementary idea

to total supplementary idea units

for each group.
Table 15
Comparison of proportion of theme idea units to
total supplementary idea units for free recall
prompt and guided recall prompts

Prompt

Total

Character

152

Rd. Rea.
Fr.

R.

Theme(a)

Theme

Prop.

z

3

.02

23.50*

153

2

.01

25.14*

96

1

.01

20.46*

128

25

.89

(a) provided the expected frequencies
*p .01
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Statistically
reported
the

for

all

significant

had

recall

an

prompt

effect

were

three groups which was consistent with

statistically data.

guided

differences

The implication then is that the
which

directed attention to theme

on the amount of supplementary idea units

related to them included in recalls.
Descriptive
data

relative

general

A

discussion

was

73

percent

included
noted
to

for
not

describing

categorization
well

as

trend,

of

unique

for

variability in

the

idea

units,

responses

were

purposes of this

defined as a response occurring more that
the

time.

The

idea

number

of subjects who

units related to theme were

each group. The general trend was for students
include

supplementary

idea

units

related

to

The exception to this was the group provided with
recall prompt calling attention to theme;

in

case 41 percent did include supplementary idea units

related
guided

as

general

of

guided

this

In

the

supplementary

theme.
the

to

trends

reported.

Data

to

theme.

This

seemed

to

indicate

that the

recall prompt had a positive effect on the readers

responses

in

terms

of

the amount of supplementary idea

units related to theme.
Question Eight
The eighth question compared the responses in
terms of the frequency of supplementary idea units
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related

to

between

the

recall
the

guided

reactions.

Comparisons

calling

attention

to reader reaction and

recall prompt calling attention to theme, the

recall prompt calling attention to

the

were made

recalls of students provided with the guided

prompt

guided
to

reader's

free recall prompt.

categorization

of

character, and

This comparison involved the

supplementary

idea

units as relating

Information

relative to these

the reader response.
Statistical
idea

units

well

as

Data

was reported in terms of total frequencies as
Because the question called

mean frequencies.

for

comparison

the

guided

response

of the responses of readers provided with

recall

prompt

calling

attention

to reader

with

the responses of readers provided with the

guided

recall

prompt calling attention to character, the

guided

recall

prompt

free

recall

readers

prompt, the frequencies for the responses of

provided

attention

noted

Table
each

of

both

in

terms

comparisons
to

Data

guided recall prompt calling

the

reaction
16

to

frequencies.

related

with
reader

to

frequencies.
readers

calling attention to theme, or the

the
of
were

provided

summarizes

the

also

expected

responses

of

Idea units were

four prompts.
total

the

frequencies
reported

in

and
terms

mean
of

of the proportion of supplementary idea units
reader

reaction

supplementary idea units.

to

the

total

number

of
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Table 16
Differences in supplementary idea units related
to reader reaction for responses to free recall
prompt and guided recall prompts

Prompt

f

mean

Char.

1

.(36

(1,

N

Theme(a)

(3

.(3(3

(1,

N

Fr. R.

1

.(36

(1,

N

Rd. R. (a) 14

.82

Chi Square

=
=
=

17)
17)
17)

= 12.(37,
= 14.(3(3,
= 12.(37,

.2 .(3(35
.2 .(3(35
p .(3(35

(a) provided the expected frequencies
Statistically significant results were found at
the .(3(35 level for

all three groups.

The data suggested

that the guided recall prompt calling attention to reader
response had an effect on the amount of supplementary
idea units related to reader response in the readers'
recalls.
Table 17 summarizes the data for each of the four
groups in terms of the proportion of supplementary idea
units related to reader reaction to the total number of
supplementary idea units for each group.
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Table 17
Comparison of proportion of reader reaction idea
units to total supplementary idea units for free
recall prompt and guided recall prompts
Prompt

total

literal Prop.

Character

152

1

• !in

3.33*

Theme

128

0

.01

3.75*

96

1

.01

3.20*

153

14

.09

Fr. R.
Rd. Rea. (a)

z

(a) provided the expected frequencies
*p .01

Statistically significant differences were
reported for all three groups which was consistent with
the frequency data.

The implication is that the guided

recall prompt which called attention to reader reaction
had an effect on the amount of supplementary idea units
related to reader reaction included in recalls.
Descriptive Data

In describing variability in

data relative to the categorization of idea units,
general trends as well as unique responses were
reported.

A general trend, for the purposes of this

discussion was defined as a response occurring more that
70 percent of the time.
subjects to

~

The general trend was for

include supplementary idea units related
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to reader response.

The exception to this was the group

provided with the guided recall prompt calling attention
to reader response.

In this group more than 35 percent

of the subjects included supplementary idea units related
to reader response in their recalls.

This indicated that

the guided recall prompt calling attention to reader
reactions had a positive effect on reader responses in
terms of the amount of supplementary idea units related
to reader reactions included in the recalls.
Discussion
The analysis of data relative to the
classification of story elements suggested that guided
recall prompts had specific effects on the recalls of
students.

First, while readers provided with guided

recall prompts calling attention to character did not
include more supplementary idea units related to
character, a greater number of students provided with the
guided recall prompt which called attention to character
included at least some supplementary idea units relating
to character.

Second, readers provided with guided

recall prompts calling attention to theme included more
supplementary idea units relating to theme; in addition,
a greater percentage of subjects from that group included
idea units relating to theme.

Third, readers provided

with guided recall prompts which called attention to
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reader reaction included more supplementary idea units
relating to reader reaction; additionally, a greater
percentage of subjects provided with this prompt included
supplementary idea units related to reader reaction. This
seemed to indicate that guided recall prompts affected
reader's schema selection regarding purpose for reading
and thus affected what aspects of the story they attended
to most during reading and/or recall.

These findings

were consistent with the findings of Frase (1969) who
reported that orienting directions produced recalls
reflective of those directions.

It was also consistent

with the findings of Baughen (1984) who reported that
cued written retellings focused comprehension toward
content-based information.
Summary
Data were presented relative to the
categorization of supplementary idea units.

The data

indicated that the guided recall prompt which called
attention to character had only a minimal effect on the
amount of idea units related to character in recall.
effect which did exist was that more subjects provided
with the character prompt included ideas related to
character than did readers provided with the other
prompts.

The data further indicated that the guided

recall prompt which called attention to theme had a

The
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significant effect on the idea units related to' theme
included in recall; and that the guided recall prompt
which called attention to reader reaction had a
significant effect on the idea units related to reader
reaction in recall.

It was concluded that"guided recall

prompts affected which aspect of the story readers
attended to in their reading-writing.
Holistic Scoring for Quality of Recall
Data relative to the holistic scoring for quality
of recall addressed question nine raised in this study.
Question Nine
Question nine compared the recalls of students
provided with free recall prompts in terms of quality
with those provided with the following guided recall
prompts:

a)

guided recall prompt calling attention to

character, b) guided recall prompt calling attention to
theme, c)

guided recall prompt calling attention to

reader's reaction.

This comparison involved rating

recalls using a holistic scoring system.
Information relative to quality of recalls was
reported in terms of total scores and mean

scores.

Because question nine called for comparisons between the
responses of readers provided with the free recall prompt
with those of readers provided with the three guided
recall prompts, holistic scores of responses from the

143
free recall prompt provided the expected frequencies.
Table 18 summarizes the responses of readers to each of
the four prompts (free recall, guided recall prompt
calling attention to character, guided recall prompt
calling attention to theme, guided recall prompt calling
attention to reader's reaction).

Holistic scores are

noted both in terms of total scores and mean scores.
Table 18
Differences in free recall prompt

group and

guided recall groups for holistic scores

PromEt

score mean

Chi Sguare

Char.

99

5.88

(1, N

Theme

1135

6.18

(1, N

Rd. Rea.

11313

5.82

(1, N

Fr R. (a)

813

=
=
=

17)
17)
17)

=
=
=

5,1313, E .135
7.81,
5.82,

.e
.e

.131
.135

4.7136

(a) provided the expected frequencies
Statistically significant differences were
reported at the .135 for groups provided with the guided
recall prompts calling attention to character and reader
reaction.

Statistically significant differences were

reported for the group provided with the guided recall
prompt which called attention to theme at the .131 level.

144
The data suggested that responses of readers

provided

with the guided recall prompts do differ from those
provided with free recall prompts in terms of the quality
of their recalls.
Question Ten
Question ten addressed the relationship between
the holistic scores and the frequency data used in the
study.

Data analyzed

relative to a comparison of the

the holistic score for recalls, a qualitative measure and
the frequency measures.

Using the Pearson

~,

comparisons

were made between the holistic scores and the following.
quantitative measures: frequency of idea units, frequency
of literal idea units, frequency of inferential idea
units, frequency of text-relevant supplementary idea
units, and frequency of text-irrelevant supplementary
idea units.

Table 19 summarizes these comparisons.

Table 19
Holistic scores by literal, text-relevant
supplementary, text irrelevant supplementary and
total idea units (n

=

68)

Idea units
lit.

infer. text-reI. text-irrel.

total

.48*

.38*

.1

*

P .01

.01

-.01
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Significant correlations were found for literal
and inferential idea units.

The analysis also resulted

in nonsignificant correlations between the holistic score
and the frequency of text-relevant supplementary, textirrlelvant supplementary, and total idea units.
Additional comparisons were made between the holistic
scores and the frequency of supplementary idea units
related to character, theme, or reader reaction.

Table

20 summarizes these comparisons.
Table 20
Holistic score by character, theme,

and reader

reaction supplementary idea units

Supplementary Idea Units
character

theme

reader reaction

-.02

-.02

-.03

Nonsignificant differences were found between the
holistic score and supplementary idea units related to
character, theme, and reader reaction.

The data

indicated that the holistic score was measuring, to some
extent, the amount of literal and inferential idea units
included in recalls.

It could be argued that, since

literal and inferential recall are fundamental aspects of
reading comprehension, holistic scores of reading recall
could be viewed as an appropriate measure of
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comprehension.

However, since these correlations were

not particularly high, and since there were no
significant correlations between the holistic score and
other frequency measures, it seemed that the holistic
score was also measuring something beyond those things
measured by the frequency scores used here.
Discussion
The

analysis of data relative to the holistic

scoring seemed to imply that readers provided with guided
recall prompts produced recalls of a higher quality as
measured by the holistic score than those of readers
provided with the free recall prompts.

When this is

considered in light of findings relative to the
quantitative measures used in this study, it would seem
that by providing subjects with a recall prompt which
induces them to interact with the text rather than to
just memorize it, qualitatively better recalls are
produced.

These findings were seen as being consistent

with Hasher and Griffin (1973), Frederickson (1977), and
Pichart and Anderson (1977) which indicated that
instructions for production of comprehension measures
affected that production.
The analysis of data relative to the holistic
scoring also seemed to indicate that the holistic score
was measuring something beyond those things measured by
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the frequency scores used here.

When this is viewed in

connection with the data demonstrating significant
differences between the holistic scores for recalls of
readers provided with free recalls and the holistic
scores for recalls of readers provided with the guided
recalls.

The data further implied that responses of

readers provided with the guided recall prompts differ
from the responses of readers provided with the free
recall prompt and that that difference is more than just
a difference in the amount of information supplied.
Summary
Data were presented relative to the holistic
score for recalls, a qualitative measure.

The data

suggested that the guided recall prompts had

a

significant effect on the quality of the recalls as
measured by the holistic score.

Additional data were

presented comparing the holistic score with the
quantitative measures used in this study.

Significant

correlations were found for holistic scores and literal
idea units in recall and for holistic scores and
inferential idea units in recall.

Because of this and

because no correlations were found for the other
frequency measures, the comparisons were said to indicate
that the holistic score is an appropriate measure of
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comprehension but that it measures something beyond what
is measured by the frequency scores used in this study.
Summary
This chapter reported the analysis of data
concerning the comparison of the responses of readers
provided with either a free recall prompt or a directed
recall prompt. The data were presented in relation to
various comparisons which were appropriate to the
research questions.
Comparisons were made between the written recalls
of students provided with the free recall prompts in
terms of frequency of idea units with those of students
provided with the guided recall prompts.

Statistically

significant comparisons were found at the .005 level for
the guided recall prompt which called attention to
character and the guided recall prompt which called
attention the theme indicating that these guided prompts
have a positive effect on the amount of information
recalled.

It was concluded that guideq recall prompts

affected readers' understanding of the task which enabled
them to produce more extensive recalls.

The findings

were said to be consistent with the research of Hasher
and Griffin (1973) which indicated that manipulating
directions affected comprehension measures.
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Data were also presented relative to the
categorization of idea units as literal, inferential,
text-relevant supplementary, and text-irrelevant
supplementary.

Comparisons were made between the

responses of readers provided with the free recall prompt
and the guided recall prompts in terms of the frequencies
of literal, inferential, text-relevant supplementary, and
text-irrelevant supplementary idea units.

The data

indicated that the guided recall prompt which called
attention to reader reaction had a significant effect on
the amount of literal idea units recalled, that the
guided recall prompt which called attention to theme had
a significant effect on the amount of inferential idea
units in recalls, and that the guided recall prompts
which called attention to character and theme had a
significant effect on the amount of text-irrelevant
supplementary idea units in the recalls.

It was also

noted that when the categories of supplementary idea
units were collapsed into one category, all three guided
recall prompts were observed as having a significant
effect on the amount of supplementary idea units in
recall.

It was concluded that guided recall prompts

affect recall and that the manner in which it affected
recall was specific to the prompt.

The findings were

said to be consistent with the findings of Hayes and
Copland (1982) which indicated that differences in task
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assignments affect the way readers produced inferences
about a text.
In addition, data were reported relative to the
categorization of supplementary idea units as relating to
character, theme, reader reaction, or none.
Comparisons were made between the responses of readers
provided with guided prompts calling attention to
character and the responses of readers provided with the
guided prompts calling attention to theme, the guided
prompt calling attention to reader response and the free
recall

respo~se.

The statistical data indicated that the

guided prompt calling attention to character did not have
a significant effect on the frequency of supplementary
idea units related to character.

However, descriptive

data did indicate that a greater number of subjects
provided with the guided recall prompt which called
attention to character included supplementary idea units
related to character.

The data also suggested that the

guided prompt calling attention to theme had a
significant effect on the frequency of supplementary idea
units related to theme and that the guided prompt calling
attention to reader response had a significant effect on
the frequency of supplementary idea units related to
reader reaction.

It was concluded that guided recall

prompts affected the readers' purpose for reading and
thus affected the decisions they made about what aspects
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of the story to attend to during reading and/or recall.
These results were reported as being consistent with the
findings of Dooling and Mullet who reported that
knowledge of theme affected retention.

It was also said

to be consistent with the findings of Frederickson (1977)
and Pichart and Anderson (1977) who reported that
subjects given a specific perspective to read from
recalled the passage in different ways than those not
given the perspective.
Data were then presented relative to the holistic
score for recalls, a qualitative measure.

A comparison

was made between the holistic scores of readers provided
with free recall prompts and the holistic scores of
readers provided with the three guided recall prompts
(guided prompt calling attention to character, guided
prompt calling attention to theme, and guided prompt
calling attention to reader response).

The data

suggested that the guided prompts had a significant
effect on the quality of the recalls as measured by the
holistic score.

It was concluded that guided recall

prompts have the effect of inducing subjects to produce
recalls which are qualitatively better than those
produced by free recall prompts.

Like the data relative

to frequency of idea units, these data were said to be
consistent with the findings of Hasher and Griffin
(1973), who reported that manipulating directions had the
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effect of producing recalls which were accurate or
inaccurate depending on the instructional restraints.
Using the Pearson

~,

comparisons were made between the

holistic scores and the following qualitative measures:
frequency of idea units, frequency of literal idea units,
frequency of inferential idea units, frequency of textrelevant supplementary idea units, and frequency of textirrelevant supplementary idea units. These correlations
indicated that there were no significant relationships
between the holistic scores and the quantitative measures
listed above.

These comparisons were said to indicate

that the holistic score is an appropriate measure of
comprehension and that it measures something beyond what
is measured by the frequency scores used in this study.
Generally, the data indicated that guided recall
prompts affected recalls in ways which were specific to
the prompts.

Differences were noted in total frequencies

of idea units as well as in total frequencies for
specific categories of idea units.

Differences were also

noted in the holistic scores for recall; the guided
recall prompts were seen as producing
better recalls.

q~alitatively

It was also noted that the guided recall

prompt which called attention to reader reaction did not
seem to have as great an effect on recall as the other
guided recall prompts.

It may be that readers did not

understand the expectations of this prompt as well as the
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prompt as well as the other guided recall prompts or that
what readers do when reading for reactions is essentially
the same thing they would do when reading for more
general purposes.

CHAPTER 5
SUMMATION

This chapter contains a summary of (1) the
problem,

(2)

related literature,

(3) the design and

procedures, and (4) findings of the study.

Conclusions,

implications, and recommendations for further research
are also presented.
The Problem
The purpose of this study was to examine the
effects of prompts on the quantity and quality of written
recalls.

The study examined a variety of written recall

prompts to determine whether prompts provided to the
reader-writer shape recall by aiding schema selection.
In this way a more complete picture of a reader's
comprehension may be revealed.

The specific research

questions were as follows:
1.

Do the written recalls of students provided with
free recall prompts differ in the frequency of
the idea units recalled from those of students
provided with the following guided recall
prompts:
a)

guided recall prompt which calls
attention to character
154
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, b}'

gu ided recall prompt which calls
attention to theme

c}

guided recall prompt which calls
attention to reader reaction

2.

Do the written recalls of students provided

with

free recall prompts differ in the frequency of
literal recall from those of students provided
with the following guided recall prompts:
a}

guided recall prompt which calls
attention to character development?

b}

guided recall prompt which calls
attention to theme?

c}

guided recall prompt which calls
attention to reader reaction?

3.

Do the written recalls of students provided with
free recall prompts differ in the frequency of
inferences made from those of students provided
with the following guided recall prompts:
a}

guided recall prompt which calls
attention to character development?

b}

guided recall prompt which calls
attention to theme?

c)

guided recall prompt which calls
attention to reader reaction?
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4.

Do the written recalls of students provided with
free recall prompts differ in the frequency of
supplementary information from those of students
provided with the following guided recall
prompts:
a)

guided recall prompt which calls
attention to character development?

b)

guided recall prompt which calls
attention to theme?

c)

guided recall prompt which calls
attention to reader reaction?

5.

Do the written recalls of student provided with
free recall prompts differ in the frequency of
text-irrelevant information from those of
students provided with the following guided
recall prompts:
a)

guided recall prompt which calls
attention to character development?

b)

guided recall prompt which calls
attention to theme?

c)

guided recall prompt which calls
attention to reader reaction?

6.

Do the written recalls of students provided with
guided recall prompts calling attention to
character differ in the frequency of
supplementary idea units related to

157
character with those of students provided with the
following
a)

recall prompts:

guided recall prompt which calls attention to
theme?

b)

guided recall prompt which calls attention to
reader reaction?

c)
7.

free recall prompt?

Do the written recalls of students provided with the
guided recall prompt calling attention to theme
differ in the frequency of supplementary idea units
related to theme in the frequency of supplementary
idea units related to theme with those of students
provided with the following recall prompts:
a)

guided recall prompt which calls attention to
character?

b)

guided recall prompt which calls attention to
reader reaction?

c)
8.

free recall prompt?

Do the written recalls of students provided with the
guided recall prompt calling attention to reader
reaction differ in the frequency of supplementary
idea units related to reader reaction with those of
students provided with the following guided recall
prompts:
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a)

guided recall prompt which calls attention to
character?

b)

guide recall prompt which calls attention to
theme?

c)
9.

free recall prompt?

Do the written recalls of students provided with free
recall prompts differ in quality from those of
students provided with the following guided recall
prompts:
a)

guided recall prompt which calls attention to
character?

b)

guided recall prompt which calls attention to
theme?

c)

guided recall prompt which calls attention to
reader reaction?

10. Is there a correlation between the frequency of idea
units in the written recalls and the quality of those
recalls?
Related Literature
Literature relevant to the study was identified and
reviewed.

Studies in the following ar:eas were pertinent:
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1.

Research studies which examine the relationships
between reading and writing which fall into three
general categories as suggested by Stotsky (1983):
(1) studies which correlated reading with

various

writing abilities, (2) studies which examined the
effects of writing instruction on reading, and (3)
studies which examined the effects of reading
instruction on writing.
2.

Research examining the effects of reader
comprehension through the following means:

(1)

by

examining the effects of advance organizers, (2) by
comparing the effects of question placement, and (3)
by examining purpose setting instruction which
differed in the depth of processing expected of the
reader.
3.

Research using written recalls was also examined.
Studies which examine the stimuli and those which
examine response were reviewed.

4.

Literature which described procedures for analyzing
written text were reviewed.
use of the
(2)

following:

These procedures made

(1) propositional analysis,

idea units, (3) sentences, (4) words, and (5)

qualitative measures.
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Design and Procedures
The sample in this study was drawn from subjects
enrolled in reading courses at Pima Community College in
Tucson, Arizona.

Subjects were selected on the basis of

their total scores on the Nelson-Denny Reading
Comprehension Test, Form B.

Sixty-eight students who

scored at or above the ninth grade reading level
constituted the sample.
Four prompts were used in this study:
recall prompt,
to character,

(1) a free

(2) a guided recall prompt with attention
(3) a guided recall prompt with attention

to theme, and (4) a guided recall prompt with attention
to reader reaction.

All four prompts were developed

using guidelines for good writing assignments outlined by
Spondel (1981).

Clarity of the prompts was determined

through a pilot study and revised according to feedback
from subjects as well as responses from a group of
doctoral students in the reading department at the
University of Arizona.
Subjects were provided with one of the four prompts.
They then read the passage and produced a written recall
of the story.

Three types of scoring guides were

developed to analyze the data:

(1) the

scoring guide

for idea units describes the identification of idea units
contained in each subject's protocol.

The scoring guide

for categorization of idea units outlines
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the classification of idea units into four categories of
response:

literal recall, inference, supplementation,

and erroneous recall/supplementation.

The scoring guide

for categorization of supplemental and erroneous idea
units outlines the classification of those idea units
into four types:

elements of theme, characterization,

reader reaction, and neutral.

Definitions and examples

of each category were developed to aid categorization.
The data were analyzed to determine whether the responses
of readers provided with free recall prompts differed
from the responses of readers provided with each of the
guided recall prompts both in terms of frequencies and in
terms of proportions.

Further analysis was conducted

using a holistic-type scoring system to assess the
quality of the recalls.

Responses to all prompts were

analyzed to determine whether (1) the responses of
readers provided with free recall prompts differed from
the responses of readers provided with each of the guided
recall prompts and (2) correlations existed between the
quality of the written recalls and the quantity of the
idea units in the recalls.
Analysis of the data included both statistical and,
in the case of the categorization of supplementary idea
units, descriptive measures.

Data pertinent to

comparisons of the four recall prompts were reported in
terms of frequency or raw scores and mean scores.
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-Because this was nominal data, the Chi Square test was
used to test for significance.

The data pertinent to

comparisons of the four recall prompts were also reported
in terms of proportions.

The text for significant

differences between proportions outlined by Campbell and
Stanley (1966) was used.

Data relative to questions

comparing quan.titative and qualitative measures were
reported in terms of frequency and raw scores.
Pearson

~

The

was employed to test for significance.

Descriptive data included the presentation of general
trends as well as unique responses.
Findings of the Study
Idea Units
Significant differences in frequencies were found at
the .005 level for the guided recall prompts which
called attention to character or theme.

The data

indicated that the responses of readers to the free
recall prompts differed from the responses of readers
to guided recall prompts which called attention to
character or theme in that they contained fewer idea
units.
Categorization of Idea Units:

Literal Recall

Statistically significant differences in frequencies
were reported at the .05 level for the group provided
with the guided recall prompt which called attention
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to reader reaction.

Significant differences in

proportions were also reported at the .01 level for
the guided recall prompts which called attention to
reader reaction.

The data indicated that the

responses of readers to free the recall prompt
differed from the responses of readers to the guided
recall prompt which called attention to reader
reaction in that they contained fewer literal idea
units.
Categorization of Idea Units:

Inferential Recall

Statistically significant differences in frequencies
were reported at the .025 level for the guided recall
prompt which called attention to theme.

The data

indicated that the responses of readers to the free
recall prompt differed from responses of readers to
the guided recall prompt which called attention to
theme in that they contained fewer inferential idea
units.
Categorization of Idea Units:

Text-Relevant

Supplementary Recall
Statistically significant differences were found at
the .005 level for the guided recall prompt which
called attention to character and at the .01 level
for the guided recall prompt which called attention
to reader reaction.

Significant differences in
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proportions were also reported for the guided recall
prompt which called attention to reader reaction.
The data indicated that the responses

to the free

recall prompt differed from the responses to the
guided recall prompts which called attention to
character or reader reaction in that they contained
fewer text-relevant supplementary idea units.
Categorization of Idea units:

Text-Irrelevant

Supplementary Recall
Statistically significant differences were found at
the .005 level for the guided recall prompt which
called attention to character and at the .05 level
for the guided recall prompt which called attention
to theme.

Significant differences in proportions at

the .01 level were also reported for the guided
recall prompts which called attention to character or
theme.

The data indicated that the responses to the

free recall prompt differed from the responses to the
guided recall prompts which called attention to
character or theme in that they contained fewer

of

text-irrelevant supplementary idea units in recall.
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Categorization of Idea Units:

Supplementary Recall

Statistically significant differences in frequencies
were found at the .005 level for all three guided
recall prompts.

Significant differences in

proportions at the

.0i

level were also reported for

the guided recall prompts which called attention to
character or reader reaction.

The data indicated

that the responses to the free recall prompt differed
from the responses to the guided recall prompts in
that they contained fewer supplementary idea units in
recall.
Categorization of Supplementary Idea units:

Character

Statistically significant differences were found at
the .05 level for the group provided with the guided
recall prompt which called attention to reader
reaction.

The data indicated that the responses to

the guided recall prompt which called attention to
character differed from the

responses to the guided

recall prompt which called attention to reader
reaction in that they contained

fewer supplementary

idea units related to character.
Categorization of Supplementary Idea units:

Theme

Statistically significant differences in frequencies
were found at the .005 level for the guided recall
prompts which called attention to character or
reader
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reaction and for the free recall prompt.

Significant

differences in proportions were also reported at the
.01 level for those same groups.

The data suggested

that responses to the guided recall prompt which
called attention to theme contained more idea units
related to theme than did responses to the other
prompts.
Categorization of Supplementary Idea Units:

Reader

Reaction
Statistically significant differences in frequencies
were found at the .005 level for the guided recall
prompts which called attention to character or theme
and for the free recall prompt.

Significant

differences in proportions were also found at the .01
level for those same groups.

The data suggested that

responses to the the guided recall prompt which
called attention to reader reaction included more
supplementary idea units related to reader reaction
than did responses to the other prompts.
Holistic Scoring
Statistically significant differences were reported
at the .005 level for all three guided recall
prompts.
readers to

The data suggested that the responses of
the guided recall prompts are
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qualitatively better than

responses to the free

recall prompt.
Correlation of Holistic Scores to Frequency Scores
The analysis resulted in a significant correlation at
the .31 level between the holistic score and the
frequency of literal and of inferential idea units.
The analysis also resulted in nonsignificant
correlations between the holistic score and the
frequency of supplemental, erroneous, or total idea
units and between the holistic score and supplemental
and erroneous idea units related to character, theme,
and reader reactions.

Conclusions
1.

Guided recall prompts influence reader-writers to
write more extensive recalls.

This finding is

comparable to the findings of Frase (1969) who
found that readers who were required to processes
at a deeper level produced higher levels of
recall.
2.

Guided recall prompts induce reader-writers to
interact more with text; that is, reader-writers
provided with guided recall prompts provided
increased amounts of supplementary idea units
and, in the case of the guided recall prompt

168
idea units, both of which can be interpreted as a
reflection of increased interaction with the text
particularly in light of some of the studies
which have examined depth of processing (Frase,
1969; Shugarman, 1983).
3.

Guided recall prompts have effects which are
specific to the prompts; that is, they have an
effect on the specific aspect of literature that
the reader-writer focuses on.

This finding is

compatible with the findings of Frase (1969),
Hasher and Griffin (1973), and Pichert and
Anderson (1977).
4.

Guided recall prompts seem to influence readerwriters to produce qualitatively superior
recalls, a finding which is similar to findings
of Scha1lart, 1976.

5.

The holistic score provides a good measure of
comprehension that is not the same as the measure
reflected in frequency scores.

The data seemed

to indicate that the holistic score was
measuring, to some extent, the amount of literal
and inferential idea units

included in recalls

which are both fundamental to comprehension.
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Implications
Research
1.

Because instructions have an effect on recall, it
seems that in research which uses recall as the
dependent

measure, care should be exercised in

developing reading and writing instructions.
This would seem to be as important in research on
composition which focuses on text as in research
in comprehension which focuses on readers since
audience is such an important aspect of
composition theory.
2.

Evaluation of recall should account for different
types of information recalled.

In the past

several research studies have used total
frequencies as the only measure; failure to
produce significant results may, in some cases,
have been linked to the fact that researchers
looked at recall in such a limited way.
3.

Since qualitative and quantitative measures
evaluate recall differently, both should be used
to evaluate recalls in order to get a more
complete evaluation of the recalls.
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Instructional1.

Because instructions have an effect on recall, it
seems that teachers should carefully formulate
directions for reading and writing.

2.

Because instructions have an effect on
comprehension, teachers should be careful not to
weigh comprehension assessment measures which go
beyond the established purpose for reading too
heavily.

3.

Both qualitative and quantitative assessment
measures should be used by teachers as they
provide different kinds of information to guide
classroom instruction.
Recommendations for Further Research

1.

Because the experimental prompt in this study was
more explicit than those used in most recall
studies, that is it asked subjects to "write the
story as though they were telling it to a friend
who had never heard or read the story before"
rather than asking subjects to "give a verbatim
recall" or "tell as much as you can remember"
research should be done which compares verbatim
recall prompts to guided recall prompts.

2.

Investigations should be made using different
populations.
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3.

Research should also be done using different
texts, either different narrative texts or
expository texts.

4.

Investigations should be made which make use of a
more refined categorization system which either
has the capacity to differentiate between
supplementary and erroneous idea units or which
considers them as one category.

5.

Investigations should be made which make use of
different prompts which focus readers' attention
on other aspects of text/literature.

6.

Investigations should be made which make use of
multiple versions of the same text in order to
investigate text effects.

7.

Investigations should be made which examine the
effects of writing ability of written recall.

8.

A text analysis system should be developed for
research using written recalls of narrative text
which categorized all units as related to
specific literary elements.

APPENDIX A
THE SCOTTY WHO KNEW TOO MUCH
James Thurber
Several summers ago there was a Scotty who went
to the country for a visit.

He decided that all the farm

dogs were cowards, because they were afraid of a certain
animal that had a white stripe down its back.
pussycat and I can lick you,:

"You are a

the Scotty said to the far

dog who lived in the house where the Scotty was
visiting.

"I can lick the little animal with the with

stripe, too.

Show him to me."

"Don't you want to ask any questions about him?"
said the farm dog.
"Nay," said the Scotty.

"~ask

the questions."

So the farm dog took the Scotty into the woods
and showed him the white-striped animal and the Scotty
closed in on him, growling and slashing.

It was allover

in a moment and the Scotty lay on his back.

When he came

to, the farm dog said, "What happened?"
"He threw vitriol,"

said the Scotty, "but he

never laid a glove on me."
A few days later the farm dog told the Scotty
there was another animal all the farm dogs were afraid
of.

"Lead me to him," said the Scotty.

anything that doesn't wear horseshoes."
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"I can lick
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"Don't

you

want to ask any questions about him?"

said the farm dog.
"Nah,"
hangs

out,"

woods

and

So

the

the

pointed

along.

"A

closed

in,

mighty

fancy

was

said

flat

Scotty.

"Just show me where he

farm dog led him to a place in the

out

the

little

animal when he came

clown," said the Scotty, "a pushover," and he
leading

with

footwork.

on

his

his

left

and eXhibiting some

In less than a second the Scotty

back, and when he woke up the farm dog

was pulling quills our off him.
"What happened?" said the farm dog.
"He
at

least

country,
closed
front
with

his

I

have

and

a knife on me," said the Scotty, "but
learned

now

I

am

how you fight out here in the
going

So he

the

paw

to

ward off the vitriol and covering his eyes

couldn't

front
see

dog,

beat you up."

on

other

farm

to

in

the

Scotty

pulled

paw
his

holding his nose with one

to keep out the knives.

The

opponent and he couldn't smell

opponent and he was so badly beaten that he had to be

taken back to the city and put in a nursing home.
Moral:

It is better to ask some of the questions

than to know all the answers.

1.

vitriol (vit re-ol):

literally, sulfuric acid

APPENDIX B
PROMPTS
Guided Recall Prompt for Character (reading):
On the following page you will find a copy of
liThe Scotty Who Knew Too Much ll by James Thurber.

As you

read this story think about the characters in the story,
especially about the Scotty and the farm dog:
of characters are they?

What kind

Do they remind you of some

people you know?
When you are finished you will be asked to write
the story in your own words paying special attention to
the characters in the story so that the reader of your
retelling of the story will understand the characters as
you did.
Guided Recall Prompt for Character (writing):
I would like you to write the story, liThe Scotty
Who Knew Too Much,1I in your own words.

Imagine that you

are writing the story for a friend who never read or
heard the story.

As you write pay special attention to

the characters and try to write about those characters so
that you friend will see them as you have.
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Guided Recall Prompt for Theme (reading):
On the following page you will find a copy of the
"Scotty Who Knew Too Much" by James Thurber.

As you read

this story think about the theme, which is the author's
message or moral:
you the theme?

How do the events in the story show

How does the author make his message

clear for the reader?
When you are finished you will be asked to write
the story in your own words paying special attention to
the theme of the story so that the reader of your

......

~

retelling of the story will understand the theme as you
did.
Guided Recall Prompt for Theme (writing):
I would like you to write the story, "The Scotty
Who Knew Too Much," in your own words.

Imagine that you

are writing the story for a friend who never read or
heard the story.

As you write pay special attention to

the theme, the author's message or moral, and try to
write the story so that your friend will understand the
theme as you have.
Guided Recall Prompt for Reader Reaction (reading);
On the following page you will find a copy of the
story "The Scotty Who Knew Too Much" by James Thurber.
As you read the story, think about how you feel about
what happens in the story:
does it make you feel?

What are your reactions?

How
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When you are finished reading you will be asked
to write the story in your own words paying special
attention to the feelings the story evoked for you so
that the reader of your retelling of the story will
understand how you feel about what happened.
Guided Recall Prompt for Reader Reaction (writing):
I would like you to write the story, "The Scotty
Who Knew Too Much," in your own words.

Imagine that you

are writing the story for a friend who has never read or
heard the story.

As you write pay special attention to

the feelings the story evoked for you and try to write
the story so that your friend will understand the
feelings you had about what happened as you read.
Free Recall Prompt (reading):
On the following page you will find a copy of the
story "The Scotty Who Knew Too Much" by James Thurber.
When you are finished reading you will be asked to write
the story in your own words trying to remember as much of
the story as you can.

As you read, try to think about

how you will write it in your own words.
Free Recall Prompt (writing):
I would like you to write the story, "The Scotty
Who Knew Too Much" in your own words.

Imagine that you

are telling it to a friend who has never read or heard
the story before.

As you write try to include as much of

the story as you can.

APPENDIX C
QUESTIONNAIRE

1.

What did you understand the purpose of this

assignment to be?
2.

Who were you writing this assignment for?

(In

other words, who were you supposedly telling it
to?)
3.

What form did you understand this assignment to
take:

a) essay, b) story, c)

(explain)
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letter, d) other

APPENDIX D
For the following questions, please circle the
choice which best reflects your opinion about the
statements on the questionnaire.

For example:

If you strongly agree with the statement, then
you would circle number 1.
If you strongly disagree, then you would circle
number 5.
If you feel more neutral about the statement,
then you would circle the number for the neutral
category -- number 3.
1.

This assignment was described very clearly.

Strongly
Agree
1

Agree
2

Neutral

Disagree

Strongly
Disagree
5

4

3

2.
Compared with most writing assignments I feel
this assignment was very easy.
Strongly
Agree
1

Agree
2

Neutral

Disagree

Strongly
Disagree
5

4

3

3.
Compared with most read ins assignments I feel
this assignment was very easy.

Strongly
Agree
1

Agree
2

Neutral
3

Disagree
4

strongly
Disagree
5
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4.
Compared with most writing assignments I feel
this assignment was very interesting.
Strongly
Agree

1

Agree

2

Strongly
Disagree

Disagree

Neutral

4

3

5

5.
Compared with most reading assignments I feel
this assignment was very interesting.
Strongly
Agree

1

6.

Agree

4

3

2

Strongly
Disagree

Disagree

Neutral

5

I would be wiling to do such an assignment again.

Strongly
Agree

1

Agree

Neutral

3

2

*

*

Strongly
Disagree

Disagree

4

*

10.
In your own words tell what you think of this
assignment.

5

APPENDIX E
SCORING GUIDE FOR IDEA UNITS
An idea units is any group of words which contain
a subject and predicate plus any accompanying modifiers.
Independent, dependent, and clearly implied clauses are
considered as idea units.
Each idea unit should contain a subject and a
finite verb form*and partial statements which occur
between a capital letter and a terminal marker should be
considered a clausal unit.

Statements which do not

contain sentence-like features are not to be considered
as idea units but should be joined to the preceding unit.
EXAMPLES:
INDEPENDENT - all the other dogs including the
farm dogs were cowards.
DEPENDENT
- if he had any questions he wanted
to ask him about the striped animal.
- that went to a farm for a visit.**
CLEARLY
IMPLIED

- Take me to him.

* In instances where a single subject is used with a
series of verb phrases set off with commas, each verb
phrase may be considered as a separate idea unit with an
understood subject.
** Clauses which would use the introductory "that" but
which appear in the shorter idiom form (without the
"that") are also to be counted as separate idea units.
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APPENDIX F .
CATEGORIZATION OF IDEA UNITS
DEFINITIONS AND EXAMPLES
The following are the definitions and examples to
be considered during categorization of idea

units.

In

all cases the scorer should consider what is written in
the recall as it relates to the intent of the original
text.
Literal Recall:

The reader produces a portion of text

which is directly, explicitly, and precisely taken from
the text or is obviously derived from the text.

It may

be a repetition and/or a paraphrase -- reader repeats or
paraphrases a statement which closely follows text.
TEXT

RECALL

/who went to the country
for a visit/

/The Scotty went to the
country/

/"Don't you want to ask any
questions about him?"/ said
the farm dog/

/The dog asked the
Scotty if there was any
questions./

Inferential Recall:
from the text.

Information in recall is derived

Inferences are textually derived from the

text; hence, the relationship between a text and
inference is implicit rather than explicit.
a.

Inference may be an interpretation

interprets one or more stated ideas.
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RECALL
/Scotty was again poised for battle/
/The Scotty said no/*and started after the
skunk./
b.
Inference may be a conclusion -- reader draws
upon statements in the text and formulates a
conclusion.
RECALL
/Now angry, he attacted the innocent dog./
Text-Relevant Supplementations:

Recall is based on the

reader's fund of previous experiences.

In other words,

the reader adds information to the text based on his/her
own background rather than on ideas which can be directly
inferred from the text.

Such supplementations, however,

must be logical to the original text.
RECALL
/In a place out in the country lived a dog/*who
was questioned by an unexpected visitor./
/The skunk sprayed you with his defense weapon./
/Once there was a little dog named Scotty./
Text-Irrelevant Supplementations:

Information in the

recall restates or paraphrases text in part but adds
information which is irrelevant to the text.

Such

information may come from the readers background but is
not logical to the original text.
RECALL
lOne day there was a boy named Scotty./
* Indicates the unit considered as the example. This
marker is used in cases where an example unit is best
given with one or more of the idea units which precede
and/or follow it.

APPENDIX G
CATEGORIZATION OF SUPPLEMENTARY IDEA UNITS
FOR THEME CHARACTER, AND READER REACTION:
DEFINITIONS AND EXAMPLES
The written recalls you will be examining have
already been divided into idea units, which are roughly
the equivalent of clausal units.

They have also been

labeled according to four different categories:

literal

recall, inferential recall, text-relevant supplementary
recall, and text-irrelevant supplementary recall.

Your

task will only involve those units which are labeled as
text-relevant supplementations (RS) or text-irrelevant
supplementations (IS).

You will be deciding whether

those units add most to the theme, character, or reader
reaction.

Below are some definitions and accompanying

examples of units taken from similar recalls.
Theme:

Idea units should be labeled as adding to the

theme if they add some information which enhances,
explains, or refers to the theme of this story as implied
by the moral which comes at the end of the story.

The

moral is "It is better to ask some of the questions than
to know all the answers."
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Examples:

So you should know the facts first

(RS)/ before you approach the situation
(RS)/ ••• But know too much and too little will get
you in trouble.
Character:

(RS)/

Idea units should be labeled as adding to the

characters if they add informations which enhances,
explains, or refers to any of the characters of the story
of if they add characters to the story.
Examples: The Scotty worked to prove to the
others (RS)/ that he wasn't a coward (RS) and he
could beat up anyone (RS)./
By this time the Scotty was angry with himself
(RS)/ so he took it out on the farm dog. (RS)/
Reader Reaction:

Idea units should be labeled as

presenting the reader's reactions to the story if they,
in any way, present or explain how the reader felt about
the character, theme, or plot of the story.

In many

cases the reader-writer will preface such statements with
phrases like "I think,"

"I feel," or "he should."

Examples: / ••• but he still was not a coward.
(RS)/ He was an ignorant, but brave Scotty./
Scotty's problem was the he didn't ask questions
about his prey.(RS)/
DIRECTIONS FOR MARKING
Supplemental units should be labeled (T) for
theme,

(C) for character,

(R) for reader reaction, or

(N) if none of these markings seems appropriate.

APPENDIX H
HOLISTIC SCORING GUIDE*

Generalizes Beyond

3

4

5

1

2

x

Text
Thesis (Summarizing)

x

x

Major Points

x

x

x

?

?

Supporting Details

x

x

x

x

?

Statement

Supplementations

Relev Relev

Revelv Irre1 Irrel

Coherence

High

Good

Adequ. Some

Poor

Completeness

High

Good

Adequ. Some

Poor

Comprehensibility

High

Good

Adequ. Some

Poor

The above matrix describes the evaluations in a
holistic fashion on the basis of criteria, similar to a
procedure used to grade written compositions.

This

technique is an alternative to questioning for assessment
of student comprehension of both narrative and expository
text.

*from Irwin, P. A. and Mitchell, J. N.
(1983)
A
procedure for assessing the richness of
retellings, Journal of Reading, ~, 391-396.
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Level
5

Criteria for establishing level
Student generalizes beyond text; includes thesis
(summarizing statement), all major points, and
appropriate supporting details; includes
relevant supplementations; show high degree of
coherence, completeness, comprehensibility.

4

Student includes thesis (summarizing statement),
all major points, and appropriate supporting
details; included relevant supplementations,
shows high degree of coherence, completeness,
comprehensibility

3

Student relates major ideas; includes
appropriate supporting details and relevant
supplementarions; shows adequeate coherence,
completness, comprehensibility.

2

Student relates a few major ideas and some
supporting details; includes irrelevant
supplementations; shows some degree of
coherence; some completeness; the whole is
somewhat comprehensible.

1

Student relates details only; irrelevant
supplementarions or none; low degree of
coherence; incomplete; incomprehensible.

5= highest level, l=lowest level

APPENDIX I
ORAL DIRECTIONS
You are going to participate in a study about
reading comprehension.
for your work.

You will each receive 6 points

The purpose of this study is to see how

directions (that is different directions) affect
students' comprehension and ability to retell a story
they have read.

I am going to give each of you a story with one
of four different sets of directions.
the directions carefully;

Please (1) read

(2) read the story;

(3) bring

the story to me as soon as you have finished reading.

At

that time I will give you paper to write your retelling
on as well as some additional instructions.

Please use black ink for this exercise.

If you

do not have a black pen, you may borrow one from me when
you get the paper for your retelling.
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APPENDIX J
SAMPLE PROTOCOLS
The following are sample protocols of those used
in the study.

The three protocols which appear here were

selected (1) because they represented three general
levels of quality as measured by the holistic score and
(2) because they contained features which were
representative of the range of protocols.

Spelling and

punctuation appear here as in the original protocols.
The holistic score for each of the protocols is also
presented.

***
Protocol A
Holistic Score

=

2

Compare the Scotty who knew too much to a new
co-worker on the job coming in on the first day
thinking he/she knows more than anyone else
there.
When asked if they need any information about
routines or systems they say no, and plunge into
the day.
In the middle of the shift they realize that
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a mistake was made but go on.

Then at the end of the

shift an accident happens because they did not question
the procedure and someone gets hurt.
I feel that it is more important to do things
right than to do them carelessly.
Protocol B
Holistic Score = 6
Once there was a dog name Scotty that felt that
all farm animals were cowards.
farm.
Scotty.

So he went to the

the farm dog that lived in the house met
He the farm dog explained to Scotty

there were two animals that they were afraid of,
So Scotty asked the farm do to take him to it in
the words, it was a black animal with a white
stripe down its back, before Scotty could attempt
anything the farm dog asked Scotty if he had any
question,Scotty sayed E£! just take me to him.
and as the story goes on he meets the animal and
was beaten because he didn't ask any question.
?After the first defeat he wants to know what the
second animal was, so the farm dog took him to
the barn i can beat any animal without
"horseshoes" to the farm dog to Scotty inside
before he knew it Scotty was on the ground Full
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of quills the farm dog ask what, happened, Scotty
sayed the animal through knifs at him!

Then one

thing Scotty sayed is the one thing i learned
from coming out here is that i learned how to
fight, so when he was approaching the farm dog,
Scotty took his front paw and covered his nose to
block out any foul smell and the other to block
the kniffs.

But

befor~

he knew it Scotty had

been beaten so bad By the farm dog, that he was
sent back to the city and put into the nursing
home.

Protocol C
Holistic Score

=

9

Once upon a time there was a Scotty who went
to a different environment other than his own.
There he met a dog and Scotty approached him and
told him that he had heard about an animal with a
white stripe on its back that everybody was
afraid of.

Scotty told the other dog that he

would fight that animal and prove to the scared
animals that they were all pusseycats.

So the

other dog took Scotty to the woods were the
striped animal lived.

The dog asked Scotty if he
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had any questions about the striped animal.
Scotty roughly said, "I don't need the questions,
you do."

Scotty approached the animal and

attacked him.

A little later the dog woke up

the defeated Scotty and asked what happened?
Scotty replied, "he squirted some acid in my
eyes." "Well," said the other dog, "there's
another animal who we are scared of.
him" replied Scotty.
the creature.

"Take me to

So the dog took Scotty to

"Dh what a pushover" Scotty said.

"Is there any questions?" No, of course not said
Scotty, he will be a breeze to beat.

Scotty then

attacked the creature and a little later the dog
woke up Scotty and said, "What happened."
said Scotty, "he fought with knifes."

Well,

Scotty

then said, I don't now the rules here but I am
going to beat you up.

As Scotty approached the

other dog, he covered his eyes and his noise and
that resulted in the Scotty getting the beating
of his life.
The moral of the story is that if you don't
belong in a certain place the best thing to do is
to ask questions so you can find out what is
going around you.
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