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ABSTRACT 

The purpose of the study was to examine the use of a 

prediction technique during the reading of short stories 

with surprise endings. Investigated were the effects of 

instructional setting and content familiarity upon interest, 

overa 11 read i ng comprehens i on, 1 i tera 1 comprehens i on, and 

inferential comprehension. Verbal predictions and 

supportive evidence generated at the midpoint and prior the 

story climax were also examined. 

The subjects, 54 Chapter I remedial readers in a 

metropolitan school district in Tucson, Arizona, were 

randomly assigned to experimental or control groups. The 

study spanned three days. During this time, the students in 

the individualized treatment read three stories--one of 

familiar content, one of neutral content, and one of 

unfamiliar content. Each subject in this treatment 

generated hypotheses and support for predictions at both the 

story midpoint and climax. After each story, individual 

students completed an interest questionnaire and a 

comprehension assessment. Those in the group treatment 

followed the same procedure, with predictions and supportive 

evidence shared in a small group setting of three. Those in 

the control group read without predicting. 

xi 



xii 

The data analysis yielded these findings: 

1. Overall comprehension and Ii teral comprehension 

were not affected by the prediction treatment or story 

familiarity. 

2. The control group surpassed the interest group on 

the number of inferential questions answered correctly; both 

the control group and the group prediction treatment 

subjects performed better than the individualized prediction 

treatment subjects on the inferential comprehension items. 

3. Both the familiar and the neutral selection were 

more interesting to the students than the unfamiliar 

selection. 

4. Interest scores for the control, familiar group 

were substantially higher than those for the group familiar 

treatment, the group, unfamiliar treatment, and the control, 

unfamiliar treatment. 

5. A relationship did not exist between the interest 

scores and the total comprehension scores of the three 

stories. 

6. Most predictions at"the midpoint and prior the 

story climax were inaccurate. 

7. Predictions, though diverse, could be categorized 

into approximately 14 groups at the midpoint and 14 groups 

at the cl imax. 
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8. Most predictions were supported either with 

textual information or scriptal evidence; seldom were script 

and text ideas combined. 



CHAPTER 1 

INTRODUCTION 

The purpose of this chapter is to present the (1) 

introduction to the study, (2) background of the study, (3) 

statement of the problem, (4) significance of the study, (5) 

assumptions underlying the study, (6) limitations of the 

study, and (7) definitions of terms. 

The Problem 

Many popular reading practices designed to facilitate 

reading comprehension which receive praise in both current 

literature and contemporary classroom settings employ a 

questioning strategy referred to as II p rediction ll
• Smith 

(1979) states that prediction plays a vital role in reading 

comprehension; comprehension is essentially prediction, and 

prediction lIinvolves taking a chance by betting on the most 

likely alternative ll (p. 85). 

Stauffer (1968) included the use of prediction in his 

explanation of the Directed Reading-Thinking Activity 

(DRTA). liThe DRTA provides a guided tour through the 

comprehension process which is not evaluative. Questions 

posed do not necessarily have right or wrong answers. As 

students prepare to read a section of a selection, interest 

1 
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in comparing passage content to individual prediction is 

inherent" (Van Jura, 1982, p. 15). The DRTA models the 

comprehension process in that its aim is to teach children 

the skill of extracting information of predictive value .from 

a given context. It also provides thinking-reading behavior 

which will be useful to pupils doing undirected reading 

(Stauffer, 1968). The DRTA strategy is based on the 

assumption that pupils will be more motivated and interested 

and will understand a story better if they practice making 

predictions regarding possible story outcomes. This may be 

somewhat akin to Goodman's (1970) description of reading as 

a psycholinguistic guessing game. The prediction technique 

utilized in such a fashion would be an instructional 

exception to Durkin's (1981) claim that current questioning 

strategies do not teach comprehension but merely assess 

pupil understanding of passage content. The teacher serves 

as facilitator and moderator during the prediction 

technique; the focal point is the student. 

Manzo (1968), in discussing reciprocal questioning 

strategies, encouraged educators to permit students to 

establish their own purposes for reading to aid them during 

the reading process. During Manzo's ReQuest Procedure, 

pupils are to accept an active role as questioner, a role 

traditionally reserved for the classroom teacher, and to 

employ the prediction strategy. 
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Another technique hinging upon student ability to 

predict is the SQ3R study Technique (Robinson, 1946). This 

strategy encourages pupils to formulate questions which will 

actively involve them in predicting information to be 

gleaned from the reading of a content area passage. 

Students preview the passage prior to reading to activate 

appropriate schema and to become actively involved in the 

readi ng process. 

A recently developed prediction strategy (Wood & 

Robinson, 1983) entitled Vocabulary, Oral Language, and 

Prediction (VLP) is based upon research and theory of the 

value of preteaching vocabulary, developing oral language 

facility, and the role of prediction in comprehension. 

All of these popularly taught techniques make claims 

about the value of prediction. These techniques might 

become more efficiently shaped and of increased value to 

educators if contemporary research centered upon their 

common element, prediction. Anticipation of content should 

have a positive effect on further concept development due to 

the use of prior knowledge to help propel the reader from 

one state of understanding to another (Crafton, 1982). 

Strategies, such as prediction, aid students by relating 

materials to background knowledge, values, needs, and 

interests. Therefore, prediction as a questioning strategy 

appears desirable. 
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As a major component of numerous instructional 

approaches to reading, prediction demands student 

recognition of both textual and scriptal cues (Pearson & 

Johnson, 1978). Prediction can also be influenced by degree 

of passage familiarity, a factor which varies with student 

experiential background. As a recognized component of the 

DRTA and modifications such as the Seeing-Thinking Activity 

(Valmont, 1977) and the Reflective Reading-Thinking Activity 

(Great Books Foundation, 1967), prediction has been promoted 

and described favorably in numerous journal articles. The 

theoretical framework appears sound; yet, actual research 

data to support these practices and specifically the 

prediction component proposed in these and other 

comprehension techniques are lacking. Insight into the 

usage of the prediction element is needed. 

Many of the procedures ~lhich employ prediction 

recommend usage with small groups or in individualized, 

clinical environments; however, differences--quantitative 

and/or qualitative--which may occur as a result of the 

instructional mode chosen, have never been examined. 

Background of the Study 

Van Jura (1982) claims that questioning is the most 

accessible of all methods involved in teaching reading 

comprehension, primarily because people ask questions every 

day. Students are familiar with the process. 
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The purpose in asking questions about stories read by 

pupils should be to foster reflective thinking. When a 

response is given in the form of a tentative conclusion, it 

is tested by seeking supportive evidence from the reading 

selection (Hoskisson, 1973). 

Durkin (1981) claims that research consistently 

indicates that students do retain more about text when 

questions are used, for a question increases both the 

inspection time and the cognitive effort that a reader must 

give to purposeful reading. Thus, the act of questioning 

during reading instruction is supported in the literature. 

Self-proposed questions, the optimum in motivation, 

provide the kEY for initiating inquiry, and inquiry provides 

the knowledge which can challenge or reinforce questions 

(Stauffer & Harrell, 1975). The importance of students 

raising questions is that it enables them to better set and 

refine their inquiry, and it helps them to recognize the 

wealth of information they may already possess. However, 

students are more attentive and motivated to pursue a goal 

when the topic and questions are self-declared and not 

teacher instituted. In addition, a scholar is not always 

able to specify his problem or question, but he is able to 

hypothesize a probable solution or outcome. Therefore, the 

use of prediction is an excellent alternative to teacher 

questioning in many reading situations. 
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Articles dealing with reading and thinking have been 

appearing with increasing frequency, and there is evidence 

of concern on the national scene that reading be taught as 

a thinking process. The child should be so taught that he 

becomes accustomed to reading with purpose, deciding whether 

what he is reading is reasonable and logical, and predicting 

what will be the next likely steps in the selection's 

unfolding development or probable outcome (Stauffer, 1968). 

Additional theoretical support has been given to 

instructional strategies which foster an environment in 

which students must think, discover relationships, and solve 

problems (Bruner, 1961; Gagne & Brown, 1961). Children have 

knowledge about events and persons, which provide a 

conceptual framework for interacting with the world. During 

reading, prior knowledge presents a reader with a basis for 

comprehending such that text is interpreted relative to a 

reader's schemata, the matter in which knowledge is stored 

in the brain (Anderson, Spiro, & Anderson, 1977). Knowing 

something about topics that are related to the topic in 

question influences comprehension. Knowing about that 

particular topic influences comprehension of a text on that 

topic (Marr & Gormley, 1982). 

Although children spontaneously draw inferences 

during daily activities, they do not always infer as 

consistently when confronted with a reading task (Hansen, 
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1981) .. Hansen's investigation of the effectiveness of two 

experimental methods intended to improve inferential reading 

comprehension with second grade children employed one method 

which focused on a prereading strategy in which children 

utilized previous experiences to predict events in an 

upcoming story. The second method provided practice in 

answering questions requiring inferences between text and 

prior knowledge. Instruction was applied to ten basal 

reader selections. On comprehension questions which 

fOllowed the instructional stories, the performance of 

children in both experimental groups surpassed that of the 

control group. Familiar stories did elicit more correct 

responses than unfamiliar passages; literal questions, more 

than inferential. 

The logic supporting the use of inference training is 

certainly sound; a student can think and read more ably when 

he can accurately anticipate what's coming. By constantly 

anticipating and seeking verifications of anticipations, 

both reading speed and accuracy might be increased (Guszak, 

1970) • 

In a study comparing quantity, quality, and a variety 

of responses during a Directed Reading Activity (ORA) and a 

DRTA, the DRTA proved a more profitable strategy for 

students reading below, at, or above grade level (Petre, 

1971). The DRTA also produced more quantity, higher 

quality, and a greater variety of pupil responses--even 
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when pupils had no prior instruction in the procedure. The 

DRTA setting allowed readers to do more critical thinking. 

In a similar study in which teachers' questions and 

students' responses were analyzed among a population of 

90 fourth graders in nine elementary schools in a suburban 

school district near Detroi t, Michigan, Davidson's resul ts 

(1970) bear a clear resemblance to Petre's conclusions. 

Teachers asked significantly more inferring, interpreting, 

and evaluating questions when employing the DRTA strategy, 

which, in turn, generated more hypothesizing, predicting, 

and theorizing by students engaged in the DRTA process in 

comparison to students exposed to a DRA reading 

instructional process. 

A study conducted by Freeman (1982) utilized 45 

children in two fifth grade classrooms to determine if 

interest in a basal reader story could be heightened and 

reading comprehension improved by: (1) having the children 

predict the story content from the title prior to the story 

and (2) having them predict the outcome of the story at a 

salient midpoint. The students were asked to read two 

stories from a fourth grade basal. A repeated measures 

design considered three factors: prediction, interest, and 

comprehension. Analyses of data indicated a direct 

relationship between prediction and comprehension but failed 

to substantiate the hypotheses that prediction would 
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stimulate interest, and that interest would promote 

comprehension. However, these results provided support for 

the practice of having students predict content prior to 

reading and story outcome at a salient midpoint. 

Thus, a relationship appears to exist between 

prediction and comprehension. Many reading techniques, 

especially those involving comprehension, utilize 

prediction. Strategies such as the DRTA produce more 

quantity, higher quality, and a greater variety of pupil 

responses. The use of prediction strategies results in more 

critical thinking and increased hypothesizing and 

theorizing. Prediction involves 

employing self -proposed questions. 

reading with purpose, 

Predicting is thinking 

and discovering relationships using both background 

knowledge and the ability to solve problems. 

Statement of the Problem 

This study was designed to compare t~e use of the 

prediction technique with remedial readers in individualized 

and small group settings. More specifically, the study 

investigated the following research questions: 

1. Does predicting upcoming story events aid student 

reading comprehension? 

2. Is reading comprehension affected by differences 

in story content familiarity? 
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3. Does comprehension vary if the prediction 

component is used in an individualized or group 

setting? 

4. Does predicting upcoming story events increase 

student interest in a selection? 

5. Is interest in a selection affected by degree of 

story content familiarity? 

6. Does interest vary if the prediction component is 

used in an individualized or group setting? 

7. Is there a relationship between interest in a 

story and reading comprehension? 

8. Are predictions of upcoming story events affected 

by differences in story content familiarity? 

9. Does prediction vary if used in an individualized 

or group setting? 

significance of the Study 

Recent studies have investigated the effects of 

student-generated questions on learning. Resul ts indicate 

that student generation of questions while reading improves 

comprehension (Cohen, 1983). 

It does seem important to remember that the ultimate 

goal of instruction should be for students to become 

proficient readers--independent of teacher aids. For this 

reason, students need to eventually develop their own 

purposes for reading, read to answer questions, and set new 
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purposes as needed (Wiesendanger, Birlem, & Wollenberg, 

1978) • 

Predictive behaviors should be examined since they 

are receiving increased attention in reading instruction and 

since they are involved in both the decoding and 

comprehension processes. One author (Guszak, 1972) devoted 

an entire section to helping students learn predictive 

behaviors. A basal reading series (Holt, Rinehart, and 

Winston, 1960) 

its program. 

included prediction as a basic component of 

And smith (1971) pointed out values in 

permi tting students opportuni ties to project their present 

store of knowledge during the reading act. 

Yet, prediction studies are rare in the literature 

and limited in scope. The present study was designed to 

contribute to the available knowledge base through 

examination of prediction as used in various instructional 

settings. The study also examined interest in relation to 

both instructional setting and story content familiarity. 

First of all, a basic comparison was made between the 

use of individualized prediction and small group 

predictions. The prediction strategy used in small group 

settings and often during one-on-one reading instruction is 

perhaps more popular with remedial programs such as Chapter 

I in that supplementary materials often replace basal 

readers, and teachers are able to reduce the teacher-student 
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ratio enough to find such techniques exciting, realistic, 

and successful. The ReQuest Procedure, for example, 

advocates one-to-one application; whereas, DRTA involves 

group interaction. Differences between such instructional 

modes have not been properly examined, and yet it was 

considered quite possible that interest, comprehension, and 

prediction generation could be affected by the particular 

instructional grouping environment employed. 

It was also considered that a second factor, degree 

of story content familiarity, might be affected by 

experiential background. The extent to which a student is 

able to relate to a passage is controlled in part by 

comprehension of text and knowledge of the surrounding 

world. Studies of student reading interest are presently 

quite narrow in focus. It is known that children get more 

involved in reading if the story plot or chapter topic is 

interesting to them (Asher, 1980; Estes & Vaughan, 1973). 

However, students cannot always read in areas of interest 

when basal reader series determine topic and sequence. 

Other approaches must be utilized to promote involvement. 

Among these, prediction is a strategy worthy of additional 

investigation (Freeman, 1982). 

Studies of children's interest in reading topics have 

tended to identify areas rather than degrees of individual 

interest. Asher (1980) contends that researchers 
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cannot explain instructional effects of interest unless they 

control for motivation and reading purpose. Despite 

limitations of past studies concerning the interest factor, 

it has had less of an impact on current teaching and testing 

practices than it deserves (Estes & Vaughan, 1973). 

This study examined interest in relation to both 

instructional setting and story content familiarity. 

Freeman's study (1982), which compared the instructional 

DRTA to the basic ORA, established a relationship between 

prediction and comprehension; however, the study failed to 

substantiate the hypotheses that prediction would stimulate 

interest and that interest, in turn, would promote 

comprehension. 

A limitation of past prediction studies (Hansen, 

1981; Freeman, 1982; Mitchell, Ames, & Bradley, 1984) was 

the examination of written predictions resulting in limited 

insight during data analysis. Minimal student effort along 

with lack of examiner probing placed constraints on research 

findings. The present study allowed for oral generation of 

predictions along with oral enumeration of supportive 

evidence, with opportunity for probing to occur during the 

prediction stage of data collection. 

Another variation which made this study unique was 

the surprise ending ~ormat. In the Freeman (1982) study, 

both stories contained outcomes which could be guessed at a 

salient midpoint, and both stories were folktales. Students 
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predicted from the title and at the midpoint. The present 

study allowed for increased information on the prediction 

strategy as folktales were not used, the conclusion of the 

selection was not easily inferred, and predictions were made 

at the midpoint and prior to the climax or story twist. 

Assumptions Underlying the study 

Three assumptions were made concerning this study: 

1. Students' verbal support for a prediction was an 

accurate account of their reasoning. 

2. The 11 literal and inferential 

were equi valent 

question 

and valid comprehension measures used 

instruments with which to assess students' reading 

comprehension of short stories. 

3. The five question Likert Scale Preference Measure 

was a valid instrument with which to assess student interest 

in a short story. 

Limitations of the Study 

This study had the following limitations: 

1. The availability of students was restricted to 

one school within one school district in Tucson, Arizona. 

2. Age group of students and ability level of 

students might affect generalizability to other populations. 
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3. The comprehension and story preference 

assessments were written tasks which did not allow probing 

to occur. 

4. Only one type of comprehension measure was used. 

5. The size of the sample selected was small, 

limiting generalizability and type of data analysis. 

6. Factors such as personality and risk-taking, 

which may affect student willingness to predict and to 

support predictions, were not addressed. 

7. Although efforts were made to equate the three 

stories used in the study, they were not completely parallel 

in readability, length, and supportive prediction evidence 

available. 

Definitions of Terms 

To clarify the use of terms in this study, the 

following list is provided: 

Background/Experiential Knowledge--Terms used inter

changeably to refer to shared commonalities about a topic; 

content familiarity; that which the reader brings to the 

reading process. 

Comprehension--The degree to which a student 

understands the meaning of discourse through a process of 

relating incoming information to existing knowledge. 
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Familiarity--The degree to which a student under

stands story elements such as theme, plot, setting, and 

character. 

Inferential Questions (Inferencing)--One or more 

explicitly stated facts to arrive at an idea implied by the 

author but not explicitly stated. 

Literal Questions--Questions that can be answered by 

facts explicitly stated by the author in the text. 

Plot Action--The basic unit of a story; separate 

facts following a sequence. 

Prediction--Reading behavior which links a reader's 

background knowledge to information acquired through the 

reading of text. 

Remedial Reader--In this study, a seventh or eighth 

grade student placed in a Chapter I reading program because 

of low reading achievement test scores or teacher referral. 

Schema (Plural, Schemata)--Theory which states that 

information is stored in sets in the brain. 

Scriptal Cues/Responses--Information taken from the 

reader's exper iential background. 

Story preference--Hypothetical, expressed attitude; 

child chooses between controlled stimuli to indicate 

potential behavior. 

Surprise Ending--Cl imax which could be inferred but 

is not directly stated in the story. 
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Textual Cues/Responses--Information taken explicitly 

or implicitly from the text. 

Theme--story meaning; what the story may suggest to 

the reader about life. 

Twist--Unanticipated plot action occuring towards the 

conclusion of a story. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

The first section of this chapter discusses 

literature regarding the uses of prediction as an aid to 

reading comprehension. The next section describes popular 

reading techniques which employ the prediction component. 

The third chapter section details prediction studies with 

attention given to familiarity, background knowledge, group 

and individualized presentation, and interest variables. 

Uses of Prediction 

The value of having students actively involved in the 

reading and thinking process has long been proclaimed by 

reading authorities (Huey, 1908; Henderson, 1977). In this 

section, four uses uf prediction are discussed: prediction 

as a purpose setting process; prediction as a reading

thinking process which involves critical thinking; 

prediction as a means of student control of the 

comprehension process; and advantages of prediction. 

Prediction as a Purpose Setting Process 

It has been recommended that, at least occasionally, 

strategies which allow students to play a more active role 

in purpose setting during reading should be used. Basal 

18 
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readers and reading textbooks have often suggested that 

teachers should provide children with specific purposes for 

reading (Aukerman, 1981; Singer & Donlan, 1980). Three 

types of purpose setting strategies seem to be recommended 

most frequently: (1) the teacher makes a simple statement 

which tells the children what to discover from the text; (2) 

the teacher asks questions, and the children read to locate 

answers to these questions; or (3) the teacher asks 

questions, and the children predict or guess possible 

answers to these questions. The children then read to 

evaluate the accuracy of their hypotheses (Shanahan, 1983). 

Crafton (1982) stated that students at all grade 

levels should be encouraged to anticipate what they were 

going to meet in text before they began to read, for 

anticipation allowed them to start with what they knew and 

to proceed from that point, with the reading expe~ience 

acting as a true language activity. 

Predicting, because it is reader-centered, is 

inductive in nature. Predicting activity involves learners 

in the generation of predictions and in the active testing 

or evaluation of their predictions or hypotheses (Posner, 

1973). In recent years, Stauffer (1975) emphasized the role 

of prediction in the reading process. He theorized (1969) 

that self-generated purposes in the form of predictions 

would have a different impact upon comprehension than would 
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those purposes imposed by a teacher or a text. Readers, for 

instance, would be expected to initiate more thorough schema 

acti vation because of the generati ve nature of prediction. 

Since readers must discover if their hypotheses were right 

or wrong, it was possible that predictions would require a 

more generalized or complete reading of a passage. 

Not only are teachers obliged to nurture the inquiry 

process, according to Stauffer (1971), but they should also 

vary the demands made on each mind to process data, to 

analyze variables, and to make judgments. The process of 

prediction, Stauffer (1975) declared, becomes a method for 

students to set their own purposes for reading, to question 

their predictions, and to read for further proof. Self

proposed questions, the optimum in motivation, (Stauffer & 

Harrell, 1975) provide the key for initiating inquiry, and 

the inquiry provides the knowledge'which can challenge or 

reinforce questions. Students who are encouraged, indeed 

required, to set logical purposes for reading nonfiction, 

soon discover that the ideas and sense of form of the author 

are frequently different from their own. It is the reader 

who strives constantly for more and more comprehension who 

is propelled forward by his own curiosity, and it becomes an 

intellectual achievement of some magnitude when a child 

through reading locates the answers to specific reading 

questions (Aukerman, 1981; Singer & Donlan, 1980). 
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Bruner (1966) states that a theory of instruction 

should teach a child how to participate in the knowledge-

getting process. Suchman (1965) contends that the more 

responsibility a child is given in decision-making in the 

learning environment, the more meaning the experience will 

have for the student and the more motivated that student 

will be to participate in the task. Therefore, reading 

strategies which encourage active student involvement from 

the initial purpose setting task to confirmation or 

rejection of hypotheses regarding the interpretation of 

textual information merit exploration (Lederer, 1977). A 

prereading, prediction strategy employed to strengthen 

comprehension may be a crucial determiner of individual 

reading success. 

Prediction as a Reading-Thinking Process that Involves 
Critical Thinking 

According to Stauffer and Cramer (1968), under the 

guidance of a first-rate teacher, the practice of 

encouraging students to set their own purposes for reading 

through prediction can lead to growth in critical reading 

and critical thinking abilities. They feel that it is the 

teacher's attitude regarding critical reading as a thinking 

process and her grasp of techniques to develop the skills 

that make a difference. 

Stauffer (1969) states that to be a critical reader 

requires command of three intellectually refined skills. 
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First, is the art of asking questions, the art of inquiry. 

Allied with this is the ability to make educated guesses, to 

hypothesize, to extrapolate. A critical thinker does not 

raise questions in an intellectual vacuum. He conjectures 

about answers. Second, he processes information according 

to the way his questions or reading goal dictates 

programming. Third, he validates answers by testing his 

suspicions. Either he proves his point to the group by oral 

reading, or he tries the ideas to see if they work, or he 

does both. 

Smith (197S) also asserts that it is the student, not 

the teacher, who must initiate the process of comprehension 

and learning. He maintains (l979) that comprehension is 

essentially prediction, and that prediction is the "prior 

elimination of unlikely alternatives" (p.8S). Readers 

reduce the range of alternatives by using their background 

knowledge to ask questions and to anticipate what may occur 

next in a given selection. Prediction is a necessary 

component of comprehension, because alternatives must be 

narrowed in order to process information within short term 

memory constraints. Because the ability to predict relies 

on prior knowledge and the ability to generate inferences 

(Rumelhart & Ortony, 1977; Spiro, 1977, 1980), it requires 

the use of scripts (i.e., schemata or knowledge) to expand 

upon text. The key to inferencing may be the ability to 
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establish relationships between similar previous experiences 

and text (Hansen, 1981). 

Opportunities for discussion before, after, and 

during reading encourage different types of thinking to 

occur. If reading discussions are varied and different 

types of thinking processes are encouraged during 

discussion, then students enjoy a stimulating learning 

experience. 

Readers are looking for meaning all the time. 

Predictions that reflect student experiences, interest, and 

knowledge are the basis for human understanding. In order 

to make sense of confusing experiences, students order them 

into linked webs of meaning. Just as in life, in the world 

of stories, readers use what has been read to generate 

patterns of expectation about possible outcomes and the 

manner in which a story will fit together as a whole. 

Anticipatory systems are modified as new clues are 

encouraged 

prediction 

(Jackson, 1983). It has been suggested that 

takes place both during advanced stages of 

reading competency, as a successful reader tries to "guess" 

the author's message, and at beginning stages of reading, 

where the prediction processes focus more intently on 

individual word recognition and story organization. 

Each prediction activity performed is dependent upon 

expectations about that particular hypothesizing activity. 

Such expectations are a result of knowledge of the world. 
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Students are in a constant state of anticipation about how 

each activity will "turn out" based upon past experiences 

and the ability to generalize from past experiences to new 

situations (Beebe & Phillips-Riggs, 1980). 

The reading-thinking act involves active questioning 

and reader involvement. Prediction as an aid to 

comprehension surpasses teacher questioning and text work. 

Prediction involves anticipation of story events and thus, 

facilitates learning. When students are allowed to set 

their own reading purposes through prediction, they become 

critical readers. Prediction is thus challenging both 

present teacher and textbook comprehension techniques. 

Prediction as a Means of Student Control of the 
Comprehension Process 

Questioning, long considered supplementary to the 

reading act, has received a new emphasis in relation to 

higher-level thinking skills. Types of questions can 

i nf 1 uence comprehens ion. Prediction as a questioning 

alternative employs'many positive aspects. such as active 

student involvement and anticipation. Prediction 

facilitates learning, for as a reader predicts, he sets his 

own purposes for critical comprehension. Thus, prediction 

as a learning tool is challenging teacher directed and text 

made comprehension checks. 

Because reading is an activity and because a child 

predicts or hypothesizes about the outcome of every activity 
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engaged in, he must surely make use of questions or 

expectations about the material to be read if he is to 

understand the material (Beebe & Phillips-Riggs, 1980). 

Stauffer and Cramer (1968) propose that purposes and 

predictions reveal comprehension of the events and concepts 

in the story. Therefore, it is unnecessary to ask a group 

to retell story events. It is also unnecessary to ask 

pupils to recall irrelevant details. The reader, whether 

child or adult, who knows how to set a purpose for reading 

and to predict where the story will go has at his disposal 

an effective technique for making accurate evaluations while 

reading. He is effective because he is required to examine 

the adequacy of his own set for reading while he reads. 

According to Cramer (1970), questioning after the fact 

cannot accomplish this goal. 

It has been said that teachers need to involve young 

readers as active predictors since predicting the directions 

a text might take leads readers to think actively about the 

message (Durkin, 1981; Pearson & Spiro, 1982). It helps 

them use and further develop their schemata, their knowledge 

structures of stories, nonfictional topics, and the world. 

It's using the information learned from reading that counts. 

What is the value of asking students questions when they 

could be generating their own questions, determining what 

else they would like to know about a topic and where and how 

they can find it? (Crafton, 1982). 
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Olshavsky and Kletzing (1979) believe that the 

prediction strategy is of key importance in the 

comprehension process because it implies that students are 

not only comprehending the author's litera~ message but also 

going beyond the information given in the text to predict 

the content and the way the author will present it. 

Anderson (1977) found that procedures that force a reader to 

predict do facilitate learning. Andre (1979) stressed that 

only when questions lead the learner to process material in 

ways he would not otherwise have done would questions truly 

influence learning. 

Advantages of Prediction 

There are many recogni zed advan tages to us i ng a 

prediction technique. It's a different approach to reading 

that requires limited teacher preparation. Prediction 

operates at multilevels. Words, sentences, paragraphs, 

chapters, essays, and books can all be predicted; thus, 

prediction can be applied in various reading tasks. Both 

beginning and mature readers are able to use prediction as 

they search for meaning and anticipate story outcomes. 

Prediction utilizes student knowledge of the world and is a 

comprehension aid which surpasses both teacher questioning 

and textbook comprehension checks. 

For years, Directed Reading Activities (Betts, 1946) 

were the primary format for basal reader lessons. The ORA, 
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based on sound psychological and educational principles with 

a step by step format, proved easy to follow. And yet, 

since its inception, educators have been searching for 

alternatives, not because the DRA is not valuable, but 

because it becomes boring for both teachers and students if 

used daily. Today teachers may choose a predictive strategy 

spontaneously for prediction activities require little 

teacher preparation and draw most of their energy and ideas 

from the children themselves. 

Since prediction operates at all levels, one sentence 

leads the reader to predict, in general terms at least, what 

the next sentence will say. If the next sentence brings a 

sudden shift of content, the reader is jarred. Simply put, 

sentences, paragraphs, and larger uni ts of discourse should 

mirror a reader's predictions. Reading is a highly complex 

cognitive process during which layers upon layers of 

predictions operate concurrently (Troyka, 1980). 

strategies with the Prediction Element 

Many techniques which contain a prediction element 

were developed and implemented in a classroom reading 

environment. Numerous journal articles presented underlying 

theory and objectives, listed steps to be followed, and 

praised the instructional contributions of the strategies. 

Smith (1978) stated that prediction was the 
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basis of comprehension; therefore, reading strategies which 

employed the prediction element should be utilized during 

reading instruction. This section of the chapter describes 

pred i ct ion techniques. The Vocabulary, Ora 1 Language, 

Prediction strategy and Semantic Webbing are discussed first 

as they are two prereading techniques. A reading 

instructional strategy section follows in which the Seeing

Thinking Activity is explained, and the Directed Reading

Thinking Activity (DRTA) is described. A variation of the 

DRTA, the Reflective Reading-Thinking Activity, follows 

next. The comprehension strategy section concludes with 

descriptions of Manzo's ReQuest Procedure and Barnes' 

Specific Comprehension Strategy. A section on content area 

reading techniques includes comments on the SQ3R Study 

Method, the Expectation Outline, Prediction Guides, and the 

Paragraph Frame. Four final prediction strategies 

emphasizing story structure conclude the section describing 

prediction techniques. 

Prereading Strategies 

Prereading strategies allow students to activate 

related experiential knowledge on a topic to be read and to 

anticipate story lines before reading actually begins. A 

student who is reading with a well-defined purpose has an 

investment in the reading task and reads actively in search 

of evidence to support, refute, or reformulate original 
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hypotheses. Two popular prereading prediction strategies, 

the Vocabulary, Oral Language, Prediction technique and 

Semantic Webbing, are presented in this section on 

prereading techniques containing a prediction element. 

VLP: Vocabulary, Oral Language, and Prediction. The 

Vocabulary, Oral Language, Prediction (VLP) approach (Wood & 

Robinson, 1983) to prereading is a technique that involves a 

merger of two types of prereading strategies, vocabulary and 

prediction. VLP is based upon research and theory on the 

value of preteaching vocabulary, the need to develop oral 

language facility, and the role of prediction in 

comprehension. 

The VLP strategy for prereading has two primary 

purposes--to provide a means for preteaching vocabulary 

using oral language activities which reinforce each word's 

structural and semantic characteristics and to use 

vocabulary as a basis for predicting what might happen in a 

reading selection. 

A reading selection's key vocabulary is used as a 

springboard for predicting content. Thus, the instructional 

benefits of preteaching vocabulary, predicting possible 

events or outcomes, and setting purposes for reading are 

combined. 
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Once students understand the vocabulary, they can be 

asked to use the words to predict what the story may be 

about, or if part of the story has already been covered, to 

anticipate what might happen next. Prediction questions can 

be developed in specific areas to provide background 

information and to lay groundwork for new knowledge. In 

this sense, responses serve as student-generated purposes 

for reading. Predictions can be recorded on the board to be 

confirmed, rejected, or modified during reading to 

correspond with the actual events in the selection. 

This structured or reciprocal exchange between 

teacher and students greatly expands children's thinking and 

language behaviors (Manzo, 1980). A study by Anastasiow 

(1979) supports the relationship between well developed oral 

language and reading success. Because of its effectiveness 

in achieving several instructional tasks at once, the VLP 

strategy can be considered an expedient, mUltipurpose 

learning aid. 

Semantic Webbing. Semantic Webbing (Freeman & 

Reynolds, 1980) focuses on comprehension. As Reid (1981) 

pointed out, "The ability of the reader to comprehend or 

recall stories is affected by the structure of the story and 

the correlation of its schema with the reader's story 

schema" (p.455). A strategy that enables students to 

literally see the relationships of story structure is 
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Semantic Webbing. This technique constructs a visual 

display emphasizing ways for readers to organize and 

integrate concepts of a stcry in aiding text comprehension. 

The unifying elements run throughout the Semantic Webbing 

procedure. First, it establishes a relationship that exists 

between students' schema and the text's message. Second, it 

develops critical thinking skills that sharpen and define 

the relationship. Reading-thinking skills include skills of 

prediction and purpose setting. 

In Semantic Webbing the teacher identifies an aspect 

of the story that the students should think about especially 

clearly. This aspect is written on the board inside a 

circle posed as a core question. Justifications for each 

hypothesis are given and recorded in yet another set of 

branches, called strand supports, which radiate from the 

hypothesis. As a last preparation step, strand ties are 

drawn between strands related to each other in ways the 

teacher or students wish to emphasize. Then the students 

read the relevant section of the story to find the answers 

to the core question and to find out which, if any, of their 

supporting reasons are correct. The procedure can be used 

for just one central issue in the story or can be repeated 

as new issues need to be clarified. 

Semantic Webbing provides little in the way of 

vocabulary or background development and is therefore most 
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appropriate for stories about familiar topics or themes. 

Development in the skills of prediction, purpose setting, 

and critical reading take place as constructing the Semantic 

Web requires a reader's interaction wi th the text's message 

through active participation in the reading process. 

Reading Instructional Strategies 

According to Smith (1975), a reader is looking for 

meaning all the time. If any possibility of meaning is to 

be found in a text, the predicting reader is the one who 

will find it. Smith (1978) asserts that it is not possible 

to read meaningfully without prediction. And since it is 

only through reading that children learn to read, it follows 

that the opportunity to develop and employ skills of 

prediction must be a critical part of learning to read. 

Smith states that prediction is the basis of comprehension; 

therefore, reading strategies which employ the prediction 

element should be utilized during reading instruction. Five 

prediction instructional strategies will be discussed in 

this section of the text: the Seeing-Thinking Activity, the 

Directed Reading-Thinking Activity, the Reflective Reading

Thinking Activity, the ReQuest Procedure, and the Specific 

Comprehension Str2tegy. 

Seeing-Thinking Activity. One way to introduce the 

behaviors of examining evidence and predicting is through 
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Seeing-Thinking Activites (Valmont, 1977). "The advantage 

of such an activity is that it provides a non-threatening 

milieu in which students of any age or grade level ma~{ feel 

free to express thei r thoughts" (p. 173). 

Seeing-Thinking Activities reveal a drawing of a 

common object in stages. After each part is disclosed, 

students examine available evidence and make predictions 

about what they think the object will eventually become. 

Students give reasons for their predictions. 

One advantage of introducing predictive behaviors 

through the use of pictures or illustrations is that the 

complications of word recognition difficulties are not 

present. These activities aid in establishing predictive 

behaviors without extraneous interference. 

Prior to formal reading instruction, Seeing-Thinking 

Activities can be employed to develop pupil readiness for 

engaging in predictive behaviors. 

Seeing-Thinking Activities can 

Later) more complex 

be conducted using 

illustrations which depict either a single event or a simple 

story. In complex Seeing-Thinking Activities, predictions 

and discussions center around unillustrated activities which 

could logically precede, follow, or be related to the 

pictured event. 

The Directed Reading-Thinking Activity. The Directed 

'Reading-Thinking Activity (DRTA) is a strategy that is 
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easily applicable to daily classroom usage and one that 

allows pupils to become both critical thinkers and critical 

readers. The primary objective of the Directed Reading

Thinking Activity is to develop skill in reading critically. 

The keystone of a DRTA is inferential thinking. The DRTA 

fosters critical awareness by moving students through a 

process that involves prediction, verification, judgment, 

and ultimately extension of thought (Vacca, 1981). The 

basic steps of a Directed Reading-Thinking Activity include: 

1. establishing a purpose for reading, 

2. adjusting rate of reading to the declared purposes 

and to the nature and difficulty of the material, 

3. achieving reading purposes, 

4. developing comprehension, and 

5. completing fundamental skill training activities 

of discussion, further reading, additional study, or writing 

(Stauffer, 1969, pp. 41-42). 

The DRTA strategy is based on the assumption that 

pupils will be more motivated and interested, and will 

understand a story better if they set their own purposes for 

reading. Stauffer (1969) states that when readers have 

become involved in the dynamics of a purpose-setting 

session, the self-commitment on an intellectual as well as 

an emotional level has tremendous motivating force. The DRTA 
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involves making an initial prediction about story content, 

read i ng a preselected segmen t to ver i fy or change the 

prediction, and discussing and repeating the process 

throughout the story. The strategy is student-centered, 

predictive reading. 

In a DRTA lesson, oral reading is purposeful. 

Students repeat their hypotheses and then read portions of 

the story that offer proof for or against the hypotheses. 

For skill development, children grow in their ability to ask 

appropriate questions, set their own purposes, and find 

proof for their answers. Some critical and inferential 

reading skills may also be developed as students offer 

different kinds of proof. 

Stauffer and Cramer (1968) suggest that one aim of 

the Directed Reading-Thinking lesson is to teach children 

the skill of extracting information of predictive value from 

a given context, either non-fictional or fictional in 

nature. The information each pupil extracts depends on how 

the information fits into his store of experience and 

knowledge. Purposes differ for individual readers, 

depending upon their background experiences, group 

experience, and the content of the material. The Directed 

Reading-Thinking Activity, in providing a verbal abstract 

structure of "read, predict, read, prove", may facilitate 

the student-centered, personal processing structure which is 
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recognized by theorists as being essential to learning. A 

DRTA can be used at all levels to improve students' reading

thinking skills by encouraging students to establish their 

own purposes for reading. 

The DRTA does not restrict itself to one type of 

question. As students predict the content of the next 

passage, the opportunities for divergent questioning seem 

apparent. The strategy initially calls for divergent 

thinking during group discussion of the story, but as the 

participants interact with the events and get more 

information to support their predictions, convergent 

thinking occurs. 

Two types of questions which tend to be most 

frequently asked during the DRTA procedure are the 

interpreting, inferring question (What will happen next?) 

and the evaluative question (Why do you think so?) 

(Davidson, 1978). Students base their responses on facts 

they have gathered through reading and world knowledge. 

These two types of questions tend to keep students focused 

on the material being read. They become task-oriented when 

they read to find out if their predictions are accurate. 

Such questioning also assures students of their freedom to 

respond and encourages them to make further predictions. 

The reading group becomes a free discussion group with 

pupils assuming responsibility for their own thinking. This 
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technique naturally leads to further interest in 

questioning, to classroom interaction, and to the use of 

other reading-thinking acti vi ties. Pupi 1s free to question) 

but also responsible for proof, learn to have the strength 

of their convictions and the courage to deal with ideas. 

According to Stauffer and Cramer (1968), it is from the 

context of Directed Reading-Thinking Activities that 

scholars will emerge who know what it means to hypothesize, 

to search for evidence, to suspend judgment, to select 

relevant information, and to test for accuracy. "The hope 

of discovery and the discipline of accuracy are the 

benchmarks of the reader seeking maturity and of the scholar 

seeking truth. In the final analysis, it is the art of 

question asking that provides the commitment and the motiva

tion of a scholar, and that is what counts" (p.SO). 

The great need to discover how children use language 

naturally and to devise instructional strategies that 

closely replicate the natural use of language are emphasized 

by Smith (1977) and Goodman (1970). The Directed Reading

Thinking Activity may be one strategy which will greatly 

facilitate children's attempts to solve the problem of 

learning to read (Hoskisson, 1976). 

Reflective Reading-Thinking Activity. 

tive Reading-Thinking Activity (RRTA) 

Foundation, 1967), convergent thi nking 

In the Ref1ec

(Great Books 

is required 
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initially. The reflective thinking, thinking to a purpose, 

engaged in by the participants, requires a suspension of 

judgment, such as a conscious effort to hold back evaluation 

until all evidence is collected and interpreted. 

Reflecti ve thinking beg ins wi th a problem and moves 

toward a solution by sifting, relating, and ordering a flow 

of ideas. There is no clear end, except an answer to the 

question that satisfies the understanding of the leader and 

participants. 

Questions of interpretation are used primarily since 

they require the participant: (1) to begin with a tentative 

conclusion, a prediction; (2) to turn to the book to find 

evidence that justifies this tentative conclusion'; and (3) 

to make an inference that can be disputed in a way that does 

not occur with responses to questions of fact. 

The participant starts with the conclusion, a 

prediction about meaning, and then shows which facts in the 

book justify his answer. Questions of interpretation 

require that discussion be directed back and forth from the 

students' opinions about meaning (conclusions) to the words 

of the author (Hoskisson, 1973). 

The Reflective Reading-Thinking Activity is based on 

the assumption that the purpose of a discussion leader is to 

conduct an exercise in reflective thinking by asking 

questions that will increase his knowledge as well as the 

participants' about the selection being discussed. RRTA, as 
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engaged in by the participants requires a suspension of 

judgment. Students must make a conscious effort to hold 

back evaluation until all evidence is collected and 

interpreted. 

Not every story is suitable for use as an RRTA, but 

those that are generate excellent discussions. Reflective 

Reading-Thinking Activities are designed to promote deep 

thinking based on author meaning. 

ReQuest Procedure. Manzo's ReQuest Procedure (1979) is 

especially appropriate for students who need guidance in 

thinking above the literal level. The six steps of the 

ReQuest Procedure include: 

1. preparation of materia1--stories at an appropriate 

level with appropriate stops within the selection for making 

predictions, 

2. development of readiness for the strategy, 

3. development of student questioning behaviors, 

4. development of student predictive behaviors, 

5. silent reading activity, and 

6. follow-up activities. 

ReQuest facilitates student involvement in problem 

solving and necessitates teacher awareness of the students' 

levels of involvement. In ReQuest, both students and 

teacher read just the title and the first sentence of a 

story and look at the picture on the page. They then 



40 

exchange questions. The teacher answers all student 

questions, hypothesizing where necessary and modeling the 

way to think about possible answers. The teacher praises 

the students for asking questions above the literal level. 

Purposes and motivation arise from the questions that are 

asked, since these questions emerge from the students' 

concerns and experiences. Skill development centers around 

developing higher-level questioning and thinking skills 

through teacher reinforcement and modeling. 

A few paragraphs into the selection, the students 

should be encouraged to predict what will happen in the 

remainder of the story and then should read to the end to 

see if they were right. Other useful activities may emanate 

from a reconsideration and discussion of student prediction. 

An evaluation form (Dishner & Searfoss, 1974) can be 

used in conjunction with the ReQuest Procedure. In 

examination of the prediction element, the form asks: 

Did the teacher attempt to: 

1. elicit prediction at the earliest point? 

2. elicit more than one prediction? 

3. ask students to support other students' predictions? 

4. request ranking of predictions according to their 

likelihood? 

5. refrain from making value judgments about 

students' predictions? 
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6. elicit evaluations of predictions? 

7. ask students to compare actual with predicted 

content? 

I f these quest ions can be answered "yes", then the ReQues t 

Procedure has been performed. Legenza (1974) advocates 

using the ReQuest Procedure with pictures at the 

kindergarten level. 

Specific Comprehension Strategy. The Specific 

Comprehension Strategy (SCS) (Barnes, 1976) has received 

support from both reading and psychological fields. 

Throughout the implementaton of SCS, the child is asked to 

employ problem solving, critical reading skills by thinking, 

hypothesizing, finding evidence to support hypothesized 

s ta temen ts, suspend i ng persona 1 j udgmen t, and mak i ng 

decisions as more information is acquired to support and 

clarify answers or to alter original ideas and purposes. 

A child is given the opportunity during SCS to share 

ideas identified as important. Group interaction and a non

threatening exchange of ideas among classmates are permitted 

as each idea is accepted by the teacher. The child is given 

opportunity to choose the idea felt to be most important 

from those generated by the class and is permitted to change 

an original guess. Then, either working separately or with 

a classmate who has identified the same idea as being most 

important, the child is asked to re-examine the reading 
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selection in order to locate supporting evidence to 

substantiate the position taken. 

Using the Specific Comprehension Strategy, students 

gather specific pieces of information within the passage to 

support chosen, important ideas. These pieces of 

information, of which there should be at least two 

suppporting statements, are organized into an outline format 

which the student fills in and which provides the student 

with an external structuring system to be used while seeking 

to mesh new ideas with personal theory of the world in order 

to "make sense" of the selection. 

By using a student-based reading strategy, by 

allowing the student to form personal questions and purposes 

for involving himself in the reading process, and by giving 

each child a specific external structure by which judgments 

can be made as to the validity of responses, children have 

the opportunity to participate in a more meaningful learning 

situation. The Specific Comprehension Strategy contains the 

above three instructional elements (Smith, 1975); and 

therefore, is ultimately more effective in the development 

of an individual's comprehension abilities. 

Content Area Reading Strategies 

In content area reading, it is imperative that the 

reader learn to take advantage of all clues or sources of 

information (Stauffer & Cramer, 1968). Students establish 
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their own purposes for reading by formulating predictions 

regarding the outcome of a story or what they expect to find 

in a content area selection. Since students know little of 

the incidents described in content area readings, many 

opportunities for making predictions exist (Van Jura, 1982). 

The teacher regulates the amount of mater ial read by 

stopping periodically to allow students to verify 

predictions, reflect upon them or refine them, and formulate 

new theories based on the additional information. The major 

thrust of the overall procedure is on the process of problem 

solving (Davidson, 1982). In this section, four content 

area reading strategies which feature prediction are 

presented. 

SQ3R Study Method. SQ3 R (Robi nson, 1946), a popular 

study method, hinges upon student ability to formulate 

questions. During the initial, survey step, students 

predict what the assignment will entail by examining the 

summary, head i ngs, key vocabu lary, and other clues. Then, 

during the questioning step, they form queries which predict 

the information to be contained in the reading selection. 

Expectation Outline. Another content area strategy 

which employs the prediction element is the Expectation 

Outline (Spiegel, 1981). The Expectation Outline is best 

used with a factual story. 
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To create an Expectation Outline, students are asked 

to tell what they expect to learn. As students suggest 

questions, the teacher groups related queries on the 

chal kboard wi thou t commen t. When all quest ions have been 

contributed and categorized, the instructor directs the 

class' attention to one group of questions at a time and 

asks children to make up a heading or title for each set. 

Next, the children read the story to find answers to those 

questions, reading aloud their proof. 

Prediction Guides. Formal Prediction Guides can be 

written by teachers. The most common type consists of a 

list of statements pertaining to a unit to be studied. 

Students are asked to place a check next to each statement 

they believe will be proven correct by the material they are 

about to study. After reading, viewing, or listening, they 

are asked to check those statements which they then believe 

to be right (Nichols, 198::S). 

Paragraph Frame Technigue. In the Paragraph Frame 

Technique (Nichols, 1983; Uries, et. a1., 1977), after 

reading just the title or opening paragraph, text such as 

the following is completed: "From the title/paragraph, I 

predict that this chapter will be about 

-----------------------------------. The reason I believe this 

is " 
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Properly used, prediction is a simple but highly 

effective method of encouraging students to learn content 

material. 

Story Structure 

Four strategies which help primary grade children 

develop an increasingly complex sense of story structure 

include: (1) Circle Stories, (2) Story pictures, (3) Story 

Maker, and (4) Story Patterns (Smith & Bean, 1983). By 

starting with a concrete, visual representation of story 

events, children have a basis for making predictions, 

exploring outcomes, and creating their own stories. Their 

comprehension is enhanced, and their enthusiasm for reading 

and writing continue to grow. 

Starting with simple narratives, children begin to 

form and recognize a predictable structure for stories that 

helps them anticipate events and outcomes (Sadow, 1982). 

Through these strategies, children acquire the ability to 

predict events and outcomes in a variety of stories and 

to guide the construction of their own original stories. 

Circle Stories. Circle Stories capitalize on a 

visual diagram to guide students' comprehension, 

1981). 

discussion, 

The main and writing of stories (Jett-Simpson, 

character starts at one location and, after a series of 

adventures, returns to the starting point to live happily 
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ever after. After the teacher reads the story aloud, the 

class recalls the story to decide the sequence of events to 

be pictured in the circle diagram. 

Story pictures. In Story pictures, the major 

categories in Mandler and Johnson's (1977) story grammar 

help guide students' comprehension. Children are told that 

for this simple story, the ending is not evident. 

Therefore, they must infer the long range consequences of a 

character's action. 

story Maker. The Story Maker, a more complex diagram 

using story structure, develops in the form of a tree with 

many simultaneous story lines (Rubin, 1980). The teacher 

presents a prepared tree and explains each level, models its 

elements, and shows how a variety of stories may be 

developed. Students are to resolve the story problem with a 

satisfactory, believable ending. Because it is a group 

effort, several satisfactory plot lines will develop to 

serve as illustrations for the benefit of all. 

story Patterns. The teacher initiates story Patterns 

by reading aloud to the children a very short picture book 

with a simple theme. The children are to discover the story 

pattern by recalling the story and visualizing the structure 

by sketching ideas on the board in a vertical sequence. 

During and after this process, the story is read and retold 
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until the idea of pattern is firmly established. The next 

step in this lesson is for the children to create a new 

story using the same pattern. Story Patterns provide a 

common language for reading and discussing future stories in 

terms of cause-effect relationships}which become readily 

apparent when they are treated visually. 

Summary of Strategies with the Prediction Element 

In summary, prediction can be considered a logical, 

effective substitution to teacher and textbook questions. 

The use of the prediction strategy involves the students 

actively and provides individualized purposes for reading. 

Prediction is of key importance in the comprehension process 

and often leads students to be critical readers. 

Reading strategies containing a prediction element 

are numerous, well-defined, and theoretically supported. 

They exist in instructional phases ranging from prereading 

acti vi ties to content area techniques. They are popularly 

employed in many educational settings. 

The Vocabulary, Oral Language, and Prediction 

technique and Semantic Webbing are prereading student aids 

using prediction. Numerous comprehension techniques with a 

prediction strand have advantages which include: purposeful 

oral reading, problem solving, higher level questioning, 

critical reading, and language development. 
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Prediction Research Literature 

If prediction is considered as an element which might 

aid reading comprehension and interest, then a data base 

should be established to support the inclusion of such a 

technique in popular instructional practices. To date, such 

evidence favoring a prediction element is limited. This 

section of the chapter chronologically presents studies 

which have probed the use of prediction. 

The study of prediction is a rather recent 

phenomenon, beginning around the 1970's with comparison 

studies. Initial research attempted to compare the 

predominantly employed Directed Reading Activity to the 

newer, more student-oriented Directed Reading-Thinking 

Activity. This led to further comparative analyses, such as 

a comparison of the Directed Reading-Thinking Activity and 

an offspring technique, the Reflective Reading-Thinking 

Activity. 

Next, prediction studies sought to evaluate just the 

prediction element's effect on comprehension. The question 

of the relationship of prediction and ability was raised/and 

in teres t was exam i ned. 

considered. 

Story content familiarity was 

Recent studies are more narrowly focused and more 

attentive to the "hot" topics of the times, relating 

prediction to inferential comprehension, mental imagery, 

prereading strategies, reciprocal teaching, and 
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comprehension monitoring. Still, the underlying basic 

question (Does the use of prediction enhance reading 

comprehension?) has received limited support. 

Comparisons of the DRA and the DRTA 

Petre study. In a study by Petre (1971), the quality 

and variety of responses of fourth grade children 

participating in two different group instructional 

procedures, a Directed Reading Activity (DRA) and a Directed 

Reading-Thinking Activity (DRTA), were examined. 

Fourth grade students were placed in groups of five 

based on ability (above, at, or below fourth grade 

instructional level) and were taught 12 lessons with either 

a DRA as outlined by the 1967 edition of the Scott 

Foresman Basic Reader Series or a DRTA as presented in the 

1960 edition of the Winston Basic Reader Series. Pupil 

responses were recorded and analyzed using the Ohio Scales 

(Wolf, et. a1., 1967). Petre considered the following 

independent variables in his analyses: quantity of 

responses, qual i ty 0 f responses, and var iety of responses. 

Independent variables included: ability level, reading 

method, and sex. 

From his findings, Petre concluded that: (1) The DRTA 

strategy allowed more quantity, higher quality, and wider 

variety in pupil responses; (2) pupils who received 

instruction by a DRTA strategy were superior in their 
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qualities of responses and did more critical thinking; 

(3)boys and girls did equally well in their responses to 

DRTA instruction; and (4) the DRTA as a group instructional 

procedure may be used as effectively with pupils who read 

above, at, or below grade level. 

The materials used, it might be suggested, were quite 

different than those found in today's basal readers and 

supplementary reading materials. Indeed, stories used for 

the ORA probably were substantially different in content, 

familiarity, length, readability, and other pertinent 

structural elements from those employed for the DRTA. No 

mention was made of equating the 24 reading selections used 

in this study. Thus, interest and background knowledge 

could have been confounding variables, leaving results and 

implications of the study susceptible to criticism. 

Davidson study. Davidson (1970) in good part 

replicated the Petre study but added another dimension -

the nature of the questions teachers ask. She also used the 

Ohio Scales for classifying teacher questions and pupil 

responses. Teacher questions were classified as: (1) 

gathering specific facts; (2) clarifying; (3) interpreting, 

inferring; (4) analyzing; (5) applying; (6) summarizing, 

concluding; and (7) evaluating. Pupil responses were 

classified as: levell, random responses; level 2, literal 

responses; level 3, giving illustrations, applying, and 
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interpreting; level 4, imagining, hypothesizing, and 

theorizing; and levelS, evaluating, judging, using 

criteria. Levels 1 and 2 represented noncritical levels of 

thinking; levels 3, 4, and 5 represented critical levels 

that went beyond literal meaning. 

In Davidson's study, it was discovered that teachers 

using a DRTA strategy asked chiefly interpreting, inferring 

questions, such as: What do you think will happen next? Why 

do you think so? Whereas, teachers following a DRA strategy 

asked chiefly gathering specific fact questions, such as: 

What is the name of the story? What did you find out about 

the main character? 

In reference to pupils, Davidson note~ that pupils 

directed by DRTA strategies made responses which were 

chiefly critical and representative of higher levels of 

thinking as compared with DRA directed pupils who made 

chiefly noncritical responses that didn't go beyond the 

literal level. Davidson also found the DRTA procedure 

effective regardless of student reading level. 

Grob1er study. Grob1er (1971), inspired by the Petre 

and Davidson studies, contrasted the behavioral expression 

of aggression as fostered by DRTA open-communication 

strategies with the behavior displayed by children 

participating in DRA closed-wheel or closed-communication 

strategies. Grob1er was concerned with what the two reading 
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strategies do to pupils. Teachers have always been 

interested in both reading achievement and reading's 

influence on people. The specific question Grobler asked 

was: Wi 11 chi Idren who have been ta.ught to read in an open-

communication structure (DRTA) be able to channel aggression 

behaviorally more constructively than children taught in a 

closed communication structure (ORA)? 

As was true in the Petre and Davidson studies, 

Grobler conducted his study with fourth grade children. For 

the purposes of the study, he defined constructive behavior 

as observable task-oriented activity aimed at complying with 

the demands of the task; destructive activity as that which 

adversely affected the person in regard to goal-directed, 

task-oriented activity; and neutral behavior as activity 

that was not clearly recognizable as either constructive or 

destructive. Grob1er found that the ORTA approach tended 

to generate a greater degree of constructive behavior and 

less destructive behavior. The study, it must be 

recognized, represented ex-post facto research, however. 

Comparison of the ORTA and the RRTA: Biskin, Hoskisson, 
and Modlin study 

The Biskin, Hoskisson, and Modlin (1976) study was 

designed to compare the effects that specific questioning 

strategies have on children. First and third grade remedial 

readers listened to two stories and then recalled what they 
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could remember individually. The children were treated 

identically except that those in the control group did not 

engage in systematic discussion, whereas one experimental 

group followed a Directed Reading-Thinking Activity format 

and the other applied the Reflective Reading-Thinking 

Activity instructionally. 

The researchers assumed that the predictive 

treatment, the Directed Reading-Thinking Activity, would 

result in better recall of characters, story events, and 

plot because predictions resulting from questions dealt 

mostly with what was going to happen in the story. The 

predicted events related to the development of the problem 

and required pupils to think about what they had learned 

from a story. They also had to relate the text to their 

background knowledge. By making predictions, pupils 

committed themselves to a wide variety of alternatives for 

discussion. 

The ref lect i ve stra tegy, the Reflecti ve Read i ng

Thinking Activity, required that after a story was read, the 

trained questioner began a group discussion by asking 

children a basic question. A good basic question had to be 

supported by at least eight follow-up questions that probed 

the point at issue. The reflective treatment was supposed 

to have a greater effect on theme recall because responses 

to the basic question and follow-up questions were designed 
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to probe a subject's thinking at a deeper level of meaning 

than the DRTA. 

The results of this study suggested that the RRTA was 

more effective in oral discussion than was the DRTA. In all 

cases where there were significant differences, the 

reflective strategy produced greater recall than either the 

predictive strategy or the control condition. One possible 

reason for the slightly better recall of plot under the RRTA 

treatment might be that the follow-up questions associated 

with this treatment were generally chronologically ordered. 

Therefore, the subjects viewed the sequential order of the 

story as in the DRTA but in greater depth because of the 

necessity to defend a position during the reflective RRTA 

treatment. 

Biskin, Hoskisson, and Modlin tried to distinguish 

the "better" method for conducting a reading comprehension 

discussion rather than just addressing the issue of 

prediction 

valuable. 

instructionally, which 

The DRTA was descr ibed 

may have been more 

as the "predictive" 

treatment, while the RRTA was labelled the "reflective" 

strategy. However, the RRTA is also considered to be a 

prediction approach (refer to previous section on prediction 

strategies) • 

The Biskin, et. al. study was quite limited in that 

it did not actually address silent or oral reading 
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comprehension, but instead, assessed students' comprehension 

of a listening exercise. The children were quite young, and 

subsequent research (Omanson, Warren, & Trabasso, 1978) 

emphasized the limitations in employing primary age children 

in predictive comparisons. Also, the Biskin, et. al. study 

focused on remedial students, so results should not be 

generalized to other populations. 

prediction and Cued Information: Hammond Study 

A study by Hammond (1979) found that predictions led 

to higher recall for cued information with no significant 

negative impacts upon the recall of non-cued information for 

fifth graders. This study was difficult to interpret in 

that, first of all, the youngsters were all quite 

experienced with the prediction technique, and because of 

this, it was possible that the treatment was actually more 

than just the question provision described. Second, there 

was no control group. All subjects in the two conditions 

received prequestions, making it possible that the 

prequestions might have had no real impact upon the 

comprehension of the children. Finally, the predictions 

were given aloud in a reading group; therefore, it was 

difficult to determine whether the results of the study were 

due to prior knowledge brought about by the shared informa

tion (schema sharing) or by an increased depth of processing 

(schema activation) caused by prediction (Shanahan, 1983). 
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Prediction and Ability: Olshavsky-Kletzing Study 

The first purpose of the study by Olshavsky and 

Kletzing (1979) was to determine whether poor readers could 

predict as well as good readers when they read easy 

materials. The second purpose was to determine what effect 

the difficulty of the material had on readers' predictive 

ability. 

The subjects were 140 tenth and eleventh grade 

students at a high school in a small midwestern city. The 

dependent variables were scores on multiple-choice 

prediction questions and the subjects' written predictions. 

After two of the sections for each story, a page was 

inserted for the subjects to write what they thought would 

occur next. The directions were: "Write what you think 

will happen next in the story." 

The results supported the first hypothesis, that good 

readers made significantly more accurate predictions than 

poor readers. Both good and poor readers were better at 

predicting coming events in a concrete story than an 

abstract story, but good readers were superior on both types 

of story structure. 

The differences cited could be due to the better 

comprehension of the good readers. The results of this 

study showing that good readers are better predictors 

combined with an earlier finding that good readers formulate 

hypotheses more frequently, may imply a basic difference in 
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how good and poor readers approach reading. Poor readers 

may be content to read at a literal level, comprehending 

only what the author gives them; whereas, good readers not 

only comprehended what they read but also use inferential 

thinking to read ahead or grasp the intentions of the 

author. 

Prediction and Inferential Thinking: Hansen study 

The Hansen (1981) study investigated two experimental 

methods intended to improve inferential reading 

comprehension with second graders. It was reasoned that a 

prereading strategy which focused on making connections 

between prior knowledge and information in print would 

heighten children's awareness of inferencing possibilities, 

thus increasing the likelihood that they would draw 

inferences spontaneously. Drawing from the time-on-task 

position, it was thought that increasing the number of 

opportunities for students to draw inferences would also 

increase their spontaneous) inferential behavior. 

Text familiarity was a considered variable. Each 

child read silently two expository selections which differed 

in terms of the familiarity of the topic, one being more 

familiar and the other less familiar. 

This inferential study contained a prediction 

element. In one treatment, the experimenter selected three 

important ideas from the story and introduced them one at a 
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time via a two-step procedure. First, a question was asked 

which related to some possible previous experiences of the 

children; and second, the children were requested to 

hypothesize something similar that might hap~en in the 

story. After oral responses to the first question, the 

children recorded their own experiences on the first flap of 

their "brains" (a sheet of grey paper). Then hypotheses 

pertaining to the story were discussed, and each child 

wrote his or her hypotheses on colored strips. They then 

wove these strips into slits previously cut into the 

"brains". They were told that when they read, they should 

do the same thing, that is, combine knowledge they already 

had in their brains with predictions about what would occur 

in the story. They were told that this would help them 

understand information in the story (McCormick & Hill, 

1984). The procedure was repeated with two questions for 

each of the other two important ideas. 

The question group's primary focus was a steady diet 

of inferential questions. The control group received 

traditional story introductions and the topical mix of 

literal to inferential probes. 

On comprehension questions following the 

reading of the instructional stories, the performance of the 

children in both experimental groups surpassed that of the 

control children. Scores on an experimenter-designed test 
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tended to favor the experimental groups, especially the 

group receiving practice in answering questions. A free

recall measure produced no differences among the groups. 

Several factors of the design of the Hansen study 

might be considered limiting. The Hansen study did use 

younger children, second graders. The prediction strategy 

was employed prior to reading only, and predictions required 

pupils to relate background experiences to possible upcoming 

story events. written predictions were generated by the 

youngsters. Only two passages were used, one considered 

familiar and the other "less" familiar. Degree of 

familiarity was vague. 

Prediction and Mental Imagery: Gambrell Study 

Gambrell (1981) hypothesized that mental imagery 

facilitated access to prior knowledge and therefore enhanced 

the ability to infer and make text-relevant predictions. 

First grade and third grade pupils served as subjects for a 

study in which the experimental group was instructed to make 

pictures in their head to help them remember the story as 

they read. Control subjects were told simply to think about 

what they were reading to help them remember. The story 

read was divided into five sections based upon prediction 

points, logical points in the story where predictions about 

forth-corning events could be made. Numerous stops in a 

lower grade level passage could have made the reading 
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process a labored, tedious effort. Student interest might 

be greatly affected by such an approach to prediction. 

Following each section of a story, a prediction question was 

posed: "What do you think is going to happen next in the 

story?" One probe ("Anything else?") was allowed. Thus, 

in this study, subjects responded to open-ended prediction 

questions. 

Immediately following the silent reading of each of the 

five sections of the story, the subjects responded to the 

pred i ct ion quest i on, and thei r recorded responses were 

scored for reference to explicit facts and prediction. 

Results supported the hypothesis that induced mental imagery 

does enhance the ability to infer and make text predictions 

for third grade students but not for the younger subjects. 

Prediction's Effect on Comprehension and Interest: Freeman 
Study 

Freeman (1982) conducted a study to determine if 

interest in a basal reader story could be heightened and 

reading comprehension improved by: (1) having the children 

predict the story content from the title prior to reading 

the story and (2) having them predict the outcome of the 

story at a salient midpoint. Subjects, 45 children in two 

fifth grade classes, were asked to read two stories from a 

fourth grade book of a basal reader series. 

In this Freeman study of prediction, interest, and 

comprehension, subjects expressed their interest in each 
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story before reading, at the midpoint of the story, and 

after reading. A brief introduction to the task was 

provided in which the examiner elicited a definition of 

interest from class members. Then suggestions were written 

on the board and deletions and modifications made until a 

sense of the concept was established in relation to the 

task. 

Analyses of the data indicated a direct relationship 

between prediction and comprehension, but failed to 

substantiate the hypotheses that prediction would stimulate 

interest and that interest would promote comprehension. 

Freeman explained prediction's lack of influence on the 

interest element in two ways. First, the length of the 

stories and the thickness of the text packet may have 

deterred enthusiasm. Second, there was the possibility that 

subjects did not view the interest scales as being an 

integral part of the procedure. Freeman's results did 

provide support for the practice of having students predict 

content prior to reading and story outcome at a salient 

midpoint. 

The interest scale used in the Freeman study was only 

a five item Likert scale, which may not have been sensitive 

enough to the treatment. A prediction stop prior to the 

story climax, where interest should have been strongest, was 

not employed. These two factors may also have influenced 

the results of the Freeman study. 



62 

Prediction and Instructional Format: Shanahan Study 

Research related to individualized reading is 

limited, both in quantity and quality. Interest in the 

subject is relatively new, having come about as recently as 

the late 1950's, although a few studies were reported 

earlier. Groff counted 38 studies which did draw 

comparisons of some kind. However, of these comparative 

studies, by far the majori ty were inconclusive and subject 

to question (Johnson, 1968). 

One study that explored the influence of both 

prediction and instructional format (Shanahan, 1983) 

examined the ~se of prediction and prequestions as purpose

setting devices. This study explored the effects of 

prequestions, questions provided prior to reading, and the 

influence of a prediction strategy upon the amounts and 

types of information recalled by children in grades three 

through six. Subjects read a 900-word expository article on 

kangaroos written at a third grade level. For this design, 

subjects were randomly assigned to the following four 

groups. 

1. Control Group. Subjects in this group were 

provided with no specific reading purposes in the form of 

questions or predictions. These subjects were asked to read 

the article silently, and immediately after that, they 

completed the post-test. 
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2. pre-Questions Only. Subjects in this group were 

asked to read a massed list of prequestions silently while 

the investigator read them aloud. Then they were asked to 

read the passage and to complete the post-test. These 

subjects were told that the pre-questions would cue them as 

to what information was important to remember during the 

reading assignment. 

3. Individual Predictions. Subjects in this group 

were asked to read the prequestion list, but they were also 

directed to write answers to each question, individually. 

They were asked to guess when they did not know an answer. 

After writing answers to the 16 prequestions, these subjects 

read the passage and completed the post-test. 

4. Group Prediction. Subjects in this group were 

asked to generate answers to each of the prequestions 

orally. Students shared their predictions aloud in a group. 

Each student heard at least three predictions per question. 

No judgments as to the accuracy of the predictions were 

made, and there were no attempts to achieve consensus. 

The results indicated that there was no difference in 

the post-test performance of the control group or the 

combined purpose-setting groups in regard to the total 

amount of recall. An examination of the means of the four 

groups suggests, however, that the questions-only group and 
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the group predictions treatment did not do as well as either 

the control group or the individual predictions group. 

It was found that individual predictions were more 

effective in enhancing recall than were group predictions. 

Students who predicted individually did about 10% better on 

the test than did those who shared their predictions aloud. 

According to Shanahan, predictions required a more thorough 

activation of schemata or a deeper processing than did the 

question treatment where half of the post-test questions 

were cued, used as prequestions, and half were non-cued, not 

used as prequestions. 

The intersection vectors indicated that the control 

group did better than the combined experimental groups on 

the non-cued questions, but that the experimental groups 

were superior on the cued information. prequestions have 

usually been found to enhance the recall of question

relevant or non-cued information (Anderson & Biddle, 1975; 

Frase, 1968; Frase & Schwartz, 1975; Rothkopf & Bisbicos, 

1967). It was also found that there were no significant 

differences between the questions-only group and the 

combined predictions groups, with the predictions groups 

being superior on the cued information. 

The use of prediction for purpose setting seems to be 

a more reasonable strategy than the use of questions only 

for directing children's reading, according to the Shanahan 
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research, since the individual predictions group did 

slightly better than the other three groups on total recall. 

A major limitation of the Shanahan research in 

generalizing to an instructional setting is that all 

treatments were completed prior to reading. Seldom in 

classroom reading situations do students perform just 

prereading strategies. More popular is the use of 

interspersed predictions or questioning. 

Prediction and Reciprocal Teaching and Comprehension 
Monitoring: Palinscar and Brown Study 

Two studies emphasizing reciprocal teaching and 

comprehension moni toring employing the prediction variable 

and individualized/small group format are reported by 

Palinscar and Brown (1983). In the first study, individual 

teaching was conducted, and in the second, the investigator 

worked with small groups of two students. Subjects were 

trained in the skills of summarizing, questioning, 

predicting, and clarifying. Students received explicit 

instruction, extensive modeling, and repeated practice in 

concrete versions of these activities. The students were 

constantly reminded to engage in these activities while 

reading, indeed to read for the purpose of performing these 

activities for themselves. Students were also constantly 

reminded that these activities were to help them improve and 

monitor their own comprehension, shown that their 
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performance improved dramatically when they did so, and told 

that they should always engage in them while reading for 

academic purposes. 

In the first study, a comparison was made between two 

interventions: locating information, where practice was 

provided in using the text intelligently in order to answer 

explicit and inferential questions, and reciprocal teaching 

intervention. Only the reciprocal teaching procedure was 

featured in the second study. 

The most successful intervention was a sequence where 

locating information was followed by reciprocal teaching. 

Students in the first study showed a dramatic improvement in 

their ability to answer comprehension questions on 

independently read texts. In addition, qualitative 

improvement in students' dialogues reflected their 

increasing tendency to concentrate on questions and 

summaries of the main idea. 

In the second study, transfer tests measured the two 

most frequently engaged in activities during the reciprocal 

teaching sessions, summarizing (Brown & Day, in press) and 

predicting questions that might be asked concerning each 

segment (Wong & Jones, 1981). Data analysis revealed a 

definite improvement in the quality of students' dialogues 

during the course of training. At the outset, students 

required more assistance with dialogues and made more 

incomplete/incorrect or detailed summaries than they did on 
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the last intervention day. Both main idea questions and 

paraphrases increased over time. 

In summary, the main finding of the second study was 

that students diagnosed as experiencing particular problems 

with reading comprehension improved considerably as a result 

of participating in reciprocal teaching sessions. In 

addition to a dramatic increase on daily comprehension 

measures, the students also improved their percentile 

ranking in the classroom, gaining an average of 37 

percenti 1e points. There was also encouraging evidence of 

transfer to new tasks. 

General results of the Palinscar and Brown study were 

impressive. Training resulted in reliable transfer to 

dissimilar tasks; summarizing, predicting questions, and 

detecting incongruities all improved. This was an 

impressive finding given prior difficulty with obtaining 

transfer of cognitive skills training (Brown & Campione, 

1978, 1981; Brown, Campione, & Day, 1981). Second, sizeable 

improvements in standardized comprehension test scores were 

recorded for the maj or i ty of the subj ects. Thi rd, the 

effect generalized to the classroom setting. And last of 

all, the intervention was no less successful in natural 

group settings conducted by teachers than it was in the 

laboratory when conducted by the experimenter. 

As to format of treatment, even though the 

intervention was one-to-one in the first study, in small 
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groups in the second study, and in larger, naturally 

occuring groups in the third study, which was not discussed, 

the same pattern of results were obtained (Palinscar & 

Brown, 1983). 

Prediction and content Familiarity: Langer Study 

Familiarity of content is an important variable to 

consider when studying children's comprehension. In the 

Langer ( 1984) study, good readers made significantly more 

accurate predictions than poor readers with both multiple 

choice and short answer, written response formats. A 

concrete style story led to significantly more accurate 

responses from all readers. By definition, a concrete style 

presents information directly. It may be possible that such 

a style is easier to comprehend at a literal level, thereby 

allow i ng the reader to make inferences based on tha t 

understanding. 

The study by Langer considered text familiarity, but 

viewed it as an issue of concrete or abstract style writing. 

Results were limited by the written response format. 

Predicting News Story Content: Watanabe, Hare, and Lomax 
Study 

A study by Watanabe, Hare, and Lomax (1984) attempted 

to examine students' ability to predict news story content 

from headlines. Six good and six poor middle school readers 

were asked to predict the content of ten news stories, 
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relying only upon the headlines for clues. The activity 

proved difficult for good and poor readers alike. Students 

frequently either simply restated headlines or provided 

responses which totally missed the mark. A class of 

undergraduate college students, on the other hand, had no 

problems with the activity. 

During the treatment condition, students practiced 

prediction strategies. They were asked to predict the 

content of news stories from the headlines, read the 

articles, and prove or disprove the accuracy of their 

predictions citing story content. Students discussed 

individual support for predictions with the teacher. 

During testing, headlines were listed in a random 

order on three sheets of paper, allowing generous spaces for 

written predictions after each one. Children were asked to 

be specific in their predictions. 

Of the four groups that existed: (a) a control group 

with no newspaper-related instruction, (b) a group that 

received headline reading instruction only, (c) a group that 

received prediction-making practice only, and (d) a group 

that received both instruction and practice, those who 

received specific instruction in two headline reading 

components (vocabulary and syntax) and prediction-making 

practice improved in their ability to predict news story 

content from headlines over students who received no 

instruction or practice in these skills. 
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Summary of the Prediction Research Literature 

It appears that in some studies, regardless of age, 

higher level thinking is a product of the prediction 

strategy. In contrasting research, however, good readers 

predict more accurately and hypothesize more frequently. 

Good readers make more accurate predictions with multiple 

choice and response formats. 

The prediction element as a prereading strategy 

allows students to draw inferences. Prediction as a 

questioning strategy prior to reading is supported in the 

literature. 

There is a direct relationship between prediction and 

comprehension. Students can be trained in prediction, and 

such training will transfer to dissimilar tasks, with 

improvement in the prediction of questions. Given practice 

in prediction, pupils improved, for instance, in their 

ability to predict from headlines. 

Prediction resear·ch began around the 1970's and 

examined prediction, comprehension, and interest. 

Comparative studies between prediction strategies followed. 

Prediction's effects on comprehension, interest, and story 

content familiarity were next examined. More recently, 

prediction studies have considered inferential 

comprehens i on, menta 1 imagery, preread i ng techn iques, 

reciprocal teaching, and comprehension monitoring. 



CHAPTER 3 

DESIGN OF THE STUDY 

The purpose of th i s chapter is to presen t: (1) a 

description of the sample, (2) a description of the 

passages, (3) a description of the development of the 

instruments, (4) procedures for administering the study, and 

(5) a descripton of the analysis of the data. 

Description of the Sample 

Fifty-four Chapter I students attending Amphitheater 

Junior High School in the Amphitheater School District of 

Tucson, Arizona served as subjects in this repeated measures 

research design which addressed student use of prediction 

during the reading of three selections with surprise endings 

varying in content familiarity. 

At the time of data collection, this particular 

middle school had a current enrollment of 868 seventh and 

eighth graders and a high mobility rate, 38% during the 

1983-1984 school year. The school's academic expectations 

were diversified due to the extreme socio-economic dichotomy 

of the population serviced. The ethnic makeup of Amphi 

Junior High during the 1984-1985 school year was: 159 
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Hispanics, 29 Blacks, 17 Native American Indians, 30 Pacific 

Islanders, and 633 Caucasians. 

Pupils were eligible for Chapter I services if their 

recent California Achievement Test (CAT) scores on the total 

reading component fell below the 36th percentile. A student 

experiencing difficulty in a content area course could also 

be considered for Chapter I services if an instructor 

submitted a simple referral form. Chapter I ethnic 

breakdown at the time of the study was: 34 Hispanics, 3 

Blacks, 3 Native American Indians, 13 Pacific Islanders, and 

32 Caucasians. 

Of the 83 pupils enrolled in the junior high Chapter 

I program in October, 1984, 76 were administered the 

Gates E2 Reading Test. The seven students not administered 

the Gates Test were ESL or new students. Of the 76 tested 

individuals, 19 students whose comprehension reading score 

fell below a fourth grade level were eliminated from the 

target population before random sampling occurred to insure 

that the students selected for the study would be able to 

read independently the three low vocabulary-high interest 

selections to be used in the study. This left 57 remaining 

possible participants. Stratified random sampling was 

employed to divide these pupils into 18 groups of three, 

with the remaining three students serving as alternates in 

case of the absence of a subject during the data collection 
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period. Groups of three were randomly assigned to group 

treatment, individualized treatment, or no treatment. 

Junior high school students were utilized in this 

particular study since the extent of pupil background 

knowledge was a basic consideration in the analysis of 

predictions and because age and grade level do affect the 

degree of experiential knowledge accumulated. In the 

Omanson, Warren, and Trabasso study (1978), eight-year-old 

children drew more inferences than five-year-olds. It was 

hypothesized that this was a consequence of the insufficient 

prior knowledge of the younger children. young children do 

not lack the ability to draw inferences, nor do they lack 

memory capacity. What they do often lack, however, is prior 

knowledge, which, in turn, may limit their ability to draw 

an inference in a particular situation. Therefore, it was 

reasoned that junior high readers possess prior knowledge 

and should be able to hypothesize during the reading of a 

low vocabulary-high interest story. 

Remedial readers were targeted for this study as it 

has been suggested that good readers predict more frequently 

(Olshavsky, 1976-77) and more accurately (01shavsky & 

Kletzing, 1978) than poor readers. Thus, it would appear 

important to know the effects of a prediction strategy on 

the comprehension of remedial readers. I f prediction 

affects comprehension, implications for teaching would be 

suggested. 
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Another reason for selecting a Chapter I population 

for the study was that short stories with surprise ending 

formats which lend themselves to the use of a prediction 

strategy can often be found in high interest-low vocabulary, 

supplementary reading materials similar to those used in the 

Chapter I program at Amphi Junior High School. 

All the Chapter I students during the fall, 1984 

semester received instruction and application exercises in 

the SQ3R study technique employing prediction and completed 

at least one cloze activity weekly; therefore, students had 

been exposed to the prediction strategy at the word, phrase, 

and passage level and had had consistent opportunity to 

practice the technique and to discuss answers from both 

semantic and syntactic perspectives. Some had also 

participated in the VLP strategy (Wood & Robinson, 1983) 

during social studies lessons. 

No control was imposed for age or grade level 

(seventh VB. eighth) since pupils cannot easily be classed 

under grade or age during the junior high school years. The 

research of Kail, Ingraham, and Danner (1977) strongly 

suggested that the ability to infer and predict improved 

with age and was dependent upon the ability to access and 

manipulate information from memory. Thus, it was reasoned, 

that variations in the prior knowledge of this target group 

would not be large. All would be able to utilize a 
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significant background knowledge to predict story content. 

Control for the following other factors was also not 

established: instructional reading class period, ethnic 

classification, and sex, because these variables were. not 

considered of interest in the research design. 

Description of the Reading Selections 

The second main task in the research design for this 

study involved choosing the reading selections to be read by 

the Chapter I subjects. Three short stories containing 

surprise endings were selected to be utilized in the study. 

It was felt that surprise endings would allow for a large 

range of predictions. These stories would also require 

student use of both literal and inferential comprehension 

skills. Supportive evidence could be collected from both 

explicit and implicit textual statements, as well as from 

student background experience. Evidence would build for 

making predictions at the midpoint and prior to the climax, 

posing a very active. reading comprehension task. 

Low vocabulary-high interest materials were used to 

ensure that all subjects would be able to silently read the 

selected passages and to provide appropriate, enjoyable 

stories for a middle school, remedial population. Readings 

were selected from supplementary, remedial type materials 

which lend themselves to the use of prediction by offering 
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appropriate and logical breaking points in plot, easy 

reading vocabulary, and surprise endings. 

Several procedures were used to select familiar, 

unfamiliar, and neutral stories. The researcher first 

pooled 97 stories from five different series containing 

stories with surprise endings. Next, this group was 

narrowed to include only those stories which were from three 

to five pages in length, eliminating 42 stories at this 

point. 

Next, the remaining stories were read and the 

surprise endings examined. Twenty-five stories were thought 

to not truly have a surprise ending and were eliminated from 

further consideration. 

The researcher then rendered a personal judgment as 

to the degree of content familiarity of each of the 

remaining 30 stories, i.e., whether the story was basically 

familiar, unfamiliar, or neither familiar nor unfamiliar. 

Criteria used to determine familiarity included: concepts, 

character development, abstract versus concrete story 

descriptions, degree of naturalness in story rendition, 

vocabulary usage, and ease in comprehension. The researcher 

listed and counted familiar references, that is)concepts in 

the story to which the students could relate, and unfamiliar 

concepts, that is, ideas and terminology which were unusual, 

and a second label of familiar, neutral, or unfamiliar was 

given. If the two ratings differed, the story was 
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eliminated from further consideration. This left eight 

familiar stories, ten neutral stories, and 12 unfamiliar 

stories. 

Next, the number of words in each short story was 

determined, and stories with fewer than 550 or more than 

1050 words were discarded so that the final three selections 

would be relatively equivalent in length. Twenty-eight 

selections remained: six familiar, ten neutral, and 12 

unfamiliar. 

A character count was then taken, and the number of 

main characters and supporting characters was determined. 

If the story had more than three main characters or less 

than one main character, it was eliminated from 

consideration. A story could also contain no more than 

three supporting characters to qualify. One neutral story 

was eliminated. 

another manner. 

Thus, stories were kept equivalent in 

Last of all in the story selection process, three 

samples were taken from each story and a Fry (1977) readabi-

lity average calculated. The three samples were taken 

uniformly: (I) the first 100 words of the story; (2) 100 

words beginning from the middle paragraph; and (3) the last 

100 words of the selection. If a story was beyond a 

beginning fourth grade reading level, it was not considered 

for this study since the subjects who were to read passages 
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independently only functioned at or slightly above a fourth 

grade reading level. 

Of the remaining 26 stories, the researcher attempted 

to select three highly familiar, three unfamiliar, and three 

neutral stories for the final stage of selection. This 

decision was an arbitrary one and was made at this point in 

time since the criteria of content familiarity, word number, 

character count, and readability served to eliminate only 

four of the 30 remaining stories. In the case of the six 

familiar selections, the researcher's choice was limited. 

However, the 12 unfamiliar stories allowed the researcher 

the opportuni ty to consider other var iables, such as junior 

high school interest, background knowledge, and concept 

development. 

Last, to select three short stories from those 

qualifying, the expert opinion approach was followed. 

Thirteen junior high school reading instructors in the 

Tucson area judged the nine short stories as to familiarity. 

All experts ranked the nine short stories selected by the 

researcher, using the procedures described below. 

The reading instructors who volunteered received 

written instructions and criteria for evaluating story 

familiarity (Appendix A), as well as an oral description of 

the procedure. Each teacher was given a stack of nine 

stories judged to be similar in terms of surprise ending, 
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length, character number, and readability. The stories in 

each set were randomly ordered, and the teachers were asked 

to read them in the order given. 

Each instructor was asked to read and rank the 

stories as to familiarity. Teachers were instructed to 

award points to each story based on degree of familiarity. 

The most familiar story was to be awarded nine points; 

whereas, the least familiar selection should receive one 

point. 

Points were then totalled across examiners--with a 

possible high score of 117 points (13 teachers rating a 

story nine) and a low of 13 (13 teachers rating a story 

one). The top, bottom, and middle stories were incorporated 

into the study (Appendices B and C). Now the study 

contained one story of highly familiar content, "Not Lucky 

Enough", another story with many unfamiliar aspects, "The 

Story of an Hour", and a third selection that was neutral in 

content, "Zoo", serving as a control on the familiarity 

variable. 

Stopping points for the purpose of prediction were 

then established for the three short stories. Since 

Davidson (1982, p.S7) said that it was possible to "beat the 

DRTA to death" by establishing too many stops or asking so 

many questions that students felt they were being 

interrogated, only two stops followed by two questions were 

employed. The two stopping points chosen by the researcher 
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were similar across selections in that: (1) the first stop 

occurred approximately halfway through a selection, at a 

point where enough evidence had been presented for the 

reader to predict what might happen next and (2) the last 

stop was placed immediately before the sentence which 

contained the final piece of important evidence which 

allowed the student to comprehend the story ending. 

Stauffer and Cramer (1968) suggested the use of 

prediction after one-half of the predictive evidence was in; 

therefore, the first prediction stop was appropriately 

placed. Several predictive behaviors could be incorporated 

into the act of reading; however, predicting the outcome of 

a story is probably the most widely recognized and taught 

predictive behavior (Valmont, 1977). Jackson (1983) 

suggested that concentrating on a pupil's final response-

those reactions to the unexpected climax--was important. 

Thus, the placement of the prediction stop prior to the 

surprise ending was also supported in the literature. 

Instrumentation 

This study required the development of two 

instruments: (1) an interest inventory and (2) a 

comprehension measure. A description of each instrum'ent 

follows. 



81 

Interest Inventory 

Immediately after reading a selection, a student was 

asked to respond to a five item interest inventory. Four of 

the five items, taken from the interest measure used in a 

similar prediction study by Mitchell, Ames, and Bradley, 

(1984), required the student to respond on a nine point 

scale to queries concerning relative feelings toward a story 

(Appendices D and E). The remaining item required students 

to grade the passage according to their interest in the 

selection. 

The interest inventory was included as an aid to 

interpretation of data since several authorities (Olshavsky, 

1977; Asher, 1980) had suggested that readers' use of 

strategies was related to their level of interest in the 

material read. The large span of available responses made 

the instrument sensitive to varying degrees of interest 

ranging from "disliked very much" to "liked very much". 

Students were asked to circle the number on the line which 

represented their reaction to the question, and both 

extremes of the scale, one and nine, were chosen by subjects 

in answer to each question. 

Comprehension Measure 

For each selection, a written, short-answer 

comprehension assessment was developed. In data collection, 
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the comprehension measure immediately followed the interest 

inventory. 

Originally, the researcher listed inferential and 

literal questions thought appropriate for each story. Then 

a team of three reading specialists verified that the 

queries were indeed representative of the comprehension 

class indicated. If a judge considered a question poorly 

worded, he revised it to meet the approval of the other two 

judges. There were five slight modifications of this 

nature. Another three of the original questions were 

discarded due to disagreement concerning the question label. 

This left "Not Lucky Enough" with four inferential and 11 

literal items, "Zoo" with four inferential and six literal 

items, and "The Story of an Hour" with four inferential and 

seven literal items. 

Next, an item analysis was conducted prior to actual 

data collection using a heterogeneous grouping of students 

from the target school, Amphitheater Junior High School. 

Two classes of eighth grade pupils read the short stories 

indi vidually wi thout employing the prediction strategy and 

answered the questions. Fifteen students read "The Story of 

an Hour", 18 students read "Zoo", and 14 read "Not Lucky 

Enough". An item by item percentage correct was calculated. 

Percentages ranged from a high of 100% to a low of 13%. 

Test items were matched by percentage correct to select 

equivalently difficult items for the three comprehension 
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measurements. Two more items were written at this time for 

"The Story of an Hour" to equate the number of literal and 

inferential questions on the unfamiliar story to the 

comprehension assessment for "Not Lucky Enough". All three 

questions were approved by the three member team of reading 

specialists. One new literal question also had to be 

written and then judged by the reading specialists to be 

also truly literal for the comprehension measure of the 

neutral story, "Zoo". Each test then had seven literal and 

four inferential questions. Thus, 11 questions were 

generated in two domains for all three stories. Guszak 

(1967) found that more than 70% of questions asked by 

teachers were factual with less than 15% being at an 

inference level or higher. Therefore, the ratio of questions 

on the comprehension assessments was typical of that of a 

normal) instructional measurement. 

All test i terns on the comprehens i on assessmen t 

instruments were written as questions requiring a short, 

written response of a word, phrase, or sentence. All 

queries used in the study accounted for two types of 

knowledge: reading between the lines that which is not 

explicitly stated (inferential comprehension) and recalling 

facts that the author presented explicitly in the text 

(I i teral comprehension) (Appendix E). 
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Procedure of the Study 

Assignment of Subjects 

Data for this sample were collected at Amphitheater 

Junior High School in April, 1985. Prior to the date set 

for collection, a letter requesting parental consent for 

subjects to participate in the study was sent to the 

parents/guardians of each Chapter I seventh or eighth grade 

student who met the criterion specified. Stratified random 

samples were then completed. Sets of three students were 

drawn at random from class periods. Random assignment of 

the sets of three subjects to each treatment group, 

instructor, recorder, story, and testing area were made. 

Treatment Conditions 

Fifty-four students were randomly assigned (in groups 

of three) to the following treatment conditions: 

1. Group Treatment. Students predicted upcoming 

story events in a small group setting while reading a 

familiar selection, a neutral selection, and an unfamiliar 

selection. 

2. Individualized Treatment. A student read 

independently and predicted for a familiar selection, a 

neutral selection, and an unfamiliar selection. 

3. Control Group. Students read independently a 

familiar selection, a neutral selection, and an unfamiliar 

selection without being asked to use a prediction strategy. 
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The treatments were designed to examine the use of 

prediction in a small group setting of three and as a tool 

to be employed while reading independently. The treatments 

also were designed to examine the influence of story content 

familiarity; thus, a familiar selection, a neutral 

selection, and an unfamiliar selection were utilized. 

The rationale for comparing a group prediction 

strategy with an individualized activity centered somewhat 

on the limited attention, at least in print, extended at 

present to the individualized DRTA. Individualized DRTAs 

are necessary and logical extensions of the group directed 

reading-thinking process. Many of the essential reading

thinking skills of the scholar could be more efficiently 

taught in a group situation. But, if teachers are to 

develop independent learners who are both orderly and 

thorough in their methods of study, students must be allowed 

some opportunities for self-regulated, inquiry-type reading. 

This suggests, clearly, that both group and individualized 

reading situations need to be employed (Stauffer & Harrell, 

1975). Although the directed reading lesson was 

conveniently and efficiently taught and illustrated in group 

situations, there was no logical reason why the same 

technique could not or should not be applied individually 

(Cramer, 1970). Therefore, this study placed students both 

in small groups and individualized settings to predict text 

content of stories varying in familiarity. 
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Administration of Treatments 

Four individuals were involved in the administration 

of treatments. The researcher, a three-fifths time reading 

instructor at the school, and three other reading 

specialists, the full-time junior high school reading 

instructor and two part-time junior college reading 

teachers, delivered all control, group, and individualized 

treatments. Four reading aides, two employed as reading 

assistants in the junior high school program and two 

students from a junior college reading class, coded and 

supervised following instructions given for the study. As 

many as three data collections took place simultaneously 

each class period, six periods daily, for three consecutive 

days. 

Four work areas were available for data collection 

and were assigned at random to individualized treatments, 

group treatments, and control groups. Two were office/work 

areas with chairs and counter space available. Two of the 

work areas were classrooms. All were familiar areas of the 

Chapter I environment. 

Because it was important that the surprise endings 

not be revealed to other subjects, students were asked to 

sign a promissory note before beginning the first story. It 

did not appear from the small number of correct predictions 

that students discussed the climax to any of the three 

stories with other students participating in the study. 
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Students in the individualized and group treatments 

initially were given the following instructions: "You will 

be reading the first part of the story. When you come to 

the word stop, you will be asked what you think will happen 

next and why. I can help you with any of the hard words. 

At the end of the story, you will be telling how much you 

liked or disliked the story. You will also be answering 

questions, so read carefully." Those in the control setting 

were given similar directions but told to ignore the stops 

and read the whole story in one setting. All subjects read 

the stories silently. 

Upon completion of the first reading, two questions 

were asked of students in individualized settings: "What do 

you think will happen next?" and "Why do you think so?" The 

purpose of the repetition of the initial question was to get 

the pupil to present as many possible alternatives as he 

could. This was an attempt to stimulate divergent thinking 

--to draw on the background experience of the pupil. If a 

student was reluctant to respond, he was encouraged to make 

a guess and informed that there was no "right" or "wrong" 

answer, so any reply was acceptable. The instructor 

accepted all predictions, and while the instructor 

questioned and probed, the recorder noted in abbreviated 

format the responses on the appropriate 

Prediction/Supportive Evidence Classification System Form 
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(Appendix F). The instructor repeated lengthier answers to 

allow the recorder ample time for notetaking. The student 

was asked after each prediction to provide support for his 

hypothesis. This answer was also recorded by the assistant. 

The student was allowed to read the next section of the 

story after five predictions with supportive evidence were 

generated or upon replying that he had no more ideas. 

The group treatment followed a similar procedure. 

However, group members took turns responding to the two 

questions, and the order of group members responding was 

counterbalanced for each story. Group members were probed 

for only three predictions each and supportive evidence to 

maintain an administration time fairly equivalent to that of 

the individualized treatment. The question ~What do you 

think will happen next?~was used to invite anticipation and 

speculation about events to corne. It was also meant to call 

into play the use of ideas garnered thus far. To make 

educated guesses, pupils needed to put to work ideas 

obtained. This meant that they had to screen ideas and 

make a decision about events to corne in light of the events 

that had already occurred (Stauffer & Cramer, 1968). 

The teacher was allowed to probe for conjectures, but 

the number given insured that all were sufficiently 

questioning in attitude to go on. No one could spell out 

all such circumstances, nor would one want to. At times, 
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all in a group offered different conjectures. At other 

times, one prediction tended to be repeated by other group 

members. The students in the group setting were involved as 

individuals and as a group in predicting, based on the 

information revealed to them in the story. They also 

modified their suggestions in light of information 

contributed by classmates. All had to do some thinking and 

all had to make a decision. All subjects were given 

sufficient time to think and reflect during the prediction 

and purpose setting session. Every effort was made to 

involve each subject in the discussion. The teachers were 

careful not to consciously or unconsciously reward those 

predictions that would subsequently prove to be accurate. 

Instructions at the second story stop were identical to 

those given earlier except that this time the pupils were 

asked to respond to: "How do you think the story will end?" 

The purpose at this point was to reduce the number of 

alternatives while remaining as creative as possible within 

the limits of probability. 

After the second set of predictions and supportive 

evidence were contributed, pupils returned part two of the 

selection and were given the ending to read. As each turned 

in the conclusion of the story, he received the interest 

inventory. Students were separated at this time to 

individually complete both the written interest inventory 
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followed by the written comprehension assessment. Both the 

instructor and the recorder remained in the area to answer 

questions and provide encouragement. On the last 

measurement, the comprehension assessment, students were 

instructed to attempt each question and to guess if they 

weren't certain of an answer. 

Analysis of the Data 

Scoring of the Interest Inventory 

A score of 41 was possible on the interest 

measurement. The first item on the assessment was worth 

five points. The remaining four questions were worth a 

possible nine points each. Thus, 41 total points was the 

highest score obtainable on the interest inventory. The 

answers given on the five Likert Scale items totalled for 

each individual became the student's interest score. 

Scoring of the Comprehension Instrument 

The researcher consu 1 ted with a second tra i ned 

reading specialist to determine what were to be considered 

correct and incorect responses for each of the 11 

comprehension questions on the three comprehension 

assessment instruments. Sample student answers were shared, 

categorized, and labelled by the two judges as acceptable, 

worth one point, or unacceptable, worth 0 points (Appendix 

G). Using the Scoring System for the Comprehension 
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Instruments, the researcher then corrected each 

comprehension assessment, grouping correct responses into 

three scores: correct responses on the four inferential 

questions, correct responses on the seven literal questions, 

and a total comprehension score for the 11 item assessment. 

Scoring of the predictions and Supportive Evidence 

Predictions were categorized (Appendix H) by the 

researcher to evaluate the divergency of responses. 

Supportive evidence was also classified by the researcher as 

textual, if it was taken literally or inferentially from the 

text; scriptal, if it was taken from experiential 

background; or text/script, if it was a combination of the 

two classes defined above (pearson & Johnson, 1978). 

Researcher classifications of all predictions and supportive 

evidence given were checked by the full time junior high 

schoo 1 read i ng teacher. Discussion was employed when 

opinions differed between the two individuals until an 

acceptable answer classification was agreed upon by both the 

researcher and the reading specialist for all student 

predictions and supportive evidence. 

A count was taken of each prediction category and for 

each of the three classes of supportive evidence to 

determine prediction and supportive evidence divergency. A 

correct set of predictions was generated by the researcher 

for each story. This was easily done as each midpoint and 
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surprise ending revealed a definite happening which could be 

percei ved by the reader. Al though all student predictions 

were accepted as logical and permissible during the reading 

phase of the story, accurate predictions did exist at both 

stops and could be identified and were supportable with a 

number of textual and scriptal clues. Therefore, when final 

accuracy of predictions was considered, responses had to 

agree with the researcher's decision. This actually did 

not create problems as few predictions at the midpoint or 

the climax were either complete or correct. 

Analysis of the Hypotheses 

To determine the effects of prediction on 

comprehension, a three (treatment) x three (story) mixed 

design ANOVA was performed with total comprehension scores 

as the dependent variable. Two additional ANOVAs using the 

same mixed design format were conducted using the literal 

comprehension and inferential comprehension scores as 

dependent variables. Statistical significance for these and 

all subsequent analyses was determined at alpha = .05. The 

Tukey Post Hoc procedure was used to determine specific 

group differences. 

The effects of prediction of story events and 

outcomes on interest in reading the selections was analyzed 

using a three (treatment) x three (story) mixed design ANOVA 
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with scores from the interest scale as the dependent 

variable. 

A correlation between interest scores and overall 

comprehension scores was computed to determine if a 

relationship existed between interest in a story and reading 

comprehension. The Pearson r Product Moment Correlation was 

used for this analysis. 

In considering the familiarity issue, the actual 

number of predictions across stories was calculated. It was 

assumed that "more familiar" selections would generate a 

greater number of predictions than "less familiar" 

selections. The accuracy of predictions across the two 

treatments and across the three stories was also considered. 

No statistical tests were used in the analysis of 

predictions and supportive evidence since the number of 

hypotheses allowed per group member and per individual 

predicting were not equal. Since the degree of probing was 

arbitrarily established, i.e., individuals were encouraged 

to hypothesize five times whereas group members were allowed 

only three guesses each, statistical analysis using 

percentages could be computed during data analysis for 

individual groups but not to compare the two treatments. 

To determine if the prediction of upcoming story 

events was affected by the type of instructional setting, 

the percentage of correct predictions across the 

individualized and group settings was examined. The number 
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of different responses was categorized for' a divergent 

production score. And supportive evidence was labelled 

ei ther textual, scr iptal, or textual/scr iptal. Percentages 

were calculated. Once again, statistical tests could not be 

used because the number of hypotheses and supporti ve 

evidence allowed an individual during a group treatment 

differed from that allowed an individual in the singular 

prediction setting. 

In conclusion, a descriptive analysis was provided 

for the verbal delivery of predictions and supportive 

evidence. Interesting misconceptions, likeness and 

variation in oral predictions, and use of text and script 

information was discussed. The oral questioning for 

predictions and supportive evidence was of major interest in 

this study as it could reveal the problem solving techniques 

used by the Chapter I remedial readers and their 

comprehension and interest in low vocabulary-high interest 

materials varying in the familiarity of content. 



CHAPTER 4 

RESULTS AND DISCUSSION OF THE STUD¥ 

The purpose of this chapter is to present the results 

of the study relevant to the nine research questions. The 

results and discussion are presented under the following 

major headings: 

Reliability of the Comprehension Instruments 

Findings Related to Comprehension 

Prediction and Comprehension 

Story Familiarity and Comprehension 

Type of Prediction Setting and Comprehension 

Discussion of Findings Regarding Comprehension 

Findings Related to Interest 

Effect of Prediction Upon Interest 

Effect of Story Familiarity Upon Interest 

Effects of Prediction Setting on Interest 

Discussion of Findings Regarding Interest 

Relationship Between Interest and Comprehension 

Discussion of Correlations 

Qualitative Analysis of Predictions 

Accuracy of Predictions 

Variety of Predictions 

Quantity of Predictions 
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Source of Predictions 

General Discussion of Findings 

Reliability of the Comprehension Instruments 
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In order to interpret the findings related to the 

three comprehension tests used in this study, it was 

necessary to ascertain their reliabilities. The Kuder

Richardson-20 reliability coefficient was selected to 

analyze the internal consistency of the instruments. 

The essential assumption of the Kuder-Richardson 

reliability formula is that the items in a test are 

homogeneous in the sense that every item measures the same 

general factors of ability as do the others. Reliability 

coefficients were calculated for the 11 comprehension 

questions for each of the three assessment instruments. All 

calculations were computed across the three treatment 

populations (Table 1). 

The comprehension instruments for all three 

selections, the familiar, the neutral, and the unfamiliar, 

had similar reliability coefficients (.67, .68, and .55, 

respectively). When the three coefficients were tested for 

significance, all were found to be statistically higher than 

o. The reliability coefficients were based upon three 

assessments containing a limited 11 questions each. This 

made a higher reliability score very difficult to attain. 
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Table 1 

Reliability Coefficients of the Three Comprehension 
Assessments 

Comprehension Number Number of Reliability 
Instrument of Items Subjects Coefficient 

Familiar story 
"Not Lucky Enough" 11 54 .67 

Neutral story 
"Zoo" 11 54 .68 

Unfamiliar story 
"The Story of an Hour" 11 54 .55 

Findings Related to Comprehension 

Three of the research questions of this study were 

concerned with the effects of certain variables on story 

comprehension. In the subsections that follow, the basic 

data and statistical test results are presented. Following 

these subsections, an interpretive discussion of the 

findings is presented. 

Prediction and Comprehension 

The first research question of this study was 

concerned with whether predicting upcoming story events 

aided student comprehension. The two independent variables 

were prediction setting and story content fami liari ty wi th 

repeated measures on the story variable. A two-way mixed 
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design analysis of variance revealed that there were no 

significant differences in total comprehension scores of 

those who predicted while reading and those who did not 

(Tables 2 and 3). When the literal comprehension scores 

alone were analyzed with a 3x3 ANOVA, again no significant 

differences were discovered between subjects who received 

the prediction treatments and those who did not (Tables 4 

and 5). 

Table 2 

Means and Standard Deviations of Total Comprehension Scores 

Num. Individualized Group Control 
of Prediction Prediction Group 
Items 

Mean S.D. Mean S.D. Mean S.D. 

Familiar Story 
"Not Lucky Enough" 11 6.17 2.17 5.39 2.77 7.06 2.20 

Neutral Story 
"Zoo" 11 5.17 1.61 6.33 3.02 5.61 2.26 

Unfamiliar Story 
"The Story of 
an Hour" 11 5.11 2.21 5.83 2.63 5.72 1. 73 
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Table 3 

Analysis.of Variance of Total Comprehension Scores 

Source of Variat.ion Mean Square DF F Significance 
of F 

Main Effects: 
Prediction treatment 5.71 2 .87 
Familiarity 6.23 2 1.17 

Interaction 
prediction x 
Familiarity 7.89 4 1.49 

S/A 6.60 51 

SB/A 5.31 102 

Total 161 

*p< .05 

Table 4 

Means and Standard Deviations of Literal ComErehension 
Scores 

Nun. Individualized Group Control 
of Prediction Prediction Group 
Items 

Mean S.D. Mean S.D. Mean S.D. 

Familiar Story 
"Not Lucky Enough" 7 4.00 1.60 3.72 1.94 4.39 1.67 

Neutral Story 
"ZOo" 7 3.50 1.5 4.11 2.11 3.28 1.88 

Unfamiliar Story 
"The Story of an 
Hour" 7 3.17 1.46 3.39 1.95 3.61 1.16 
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Table 5 

Analysis of Variance of Literal Comprehension Scores 

Source of Variation Mean Square DF F Significance 
of F 

Main Effects: 

Prediction Treatment .69 2 .17 
Familiarity 5.80 2 2.14 

Interaction: 
Prediction x 
Familiarity 2.79 4 1.03 

S/A 3.98 51 

SB/A 2.71 102 

Total 161 

*p<.05 

Finally it was found that a significant difference 

did exist between the scores on the inferential items of 

students who predicted and those who did not (Tables 6 and 

7). Those who did not predict did better on the inferential 

items than did those in the group prediction treatment. 

Both the control group and the group prediction treatment 

subjects performance on the inferential test items surpassed 

that of those who predicted individually. 
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Table 6 

Means and Standard Deviations of Inferential Comprehension 
Scores 

Individualized Group 
Prediction Prediction Control 

Number 
Story of Mean S.D. Mean S.D. Mean S.D. 

Items 

Familiar story 
"Not LUCky Enough" 4 2.22 .97 1.67 .48 2.67 .94 

Neutral story 
"Zoo" 4 1.67 .58 2.22 1.27 2.33 .67 

Unfamiliar story 
"The Story of 4 1.94 1.08 2.33 1.15 2.33 1.05 

an Hour" 

Table 7 

Analysis of Variance of Inferential Comprehension Scores 

Source of Variation Mean Square OF F Significance 
of F 

Main Effects: 
Prediction Treatment 3.64 2 3.87 * .05 
Familiarity .27 2 .43 

Interaction: 
Prediction x 
Familiarity 2.04 4 3.24 * .05 

S/A .94 51 

SB/A .63 102 

Total 161 

*p< .05 
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Story Familiarity and Comprehension 

The second research question concerned the effects of 

story familiarity on reading comprehension. The hypothesis 

was tested by three two-way mixed design analyses of 

variance. The first two-way ANOVA was done on the total 

comprehension scores,and no significant differences were 

found among the scores for the familiar, unfamiliar, and 

neutral stories (Tables 3 and 8). Also, no significant 

differences existed in the literal comprehension scores of 

the three stories (Tables 5 and 9) or on the inferential 

comprehension scores of the three stories (Tables 7 and 10). 

Table 8 

Means and Standard Deviations of Total Comprehension Scores 
for Prediction Treatments 

Prediction 
Treatments 

Familiar Neutral 
"Not Lucky Enough" "Zoo" 

Mean S.D. Mean 

6.83 2.39 7.22 

Unfamiliar 
"The Story of an Hour" 

S.D. Mean S.D. 

2.12 6.56 1. 76 

Type of Prediction Setting and Comprehension 

The third research question of this study was: Does 

comprehension vary if the prediction component is used in an 

individualized or group setting? The data were analyzed 
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using a 3X3 mixed design ANOVA on the total comprehension 

scores, and no significant differences were found (Table 3). 

A two-way analysis of variance was then calculated on both 

the literal comprehension scores and the inferential 

comprehension scores (Tables 5 and 7). Once again, 

significant differences were not obtained at the literal 

comprehension level. 

Table 9 

Means and Standard Deviations of Literal Comprehension 
Scores for Prediction Treatments 

NUll. Familiar Neutral Unfamiliar 
of "Not Lucky Enoughll "Zoo" "The Story of an Hourll 

I tans 

Mean S.D. Mean S.D. Mean S.D. 

Prediction 
Treat:nents 7 4.28 1.52 4.91 1.51 4.44 1.18 

Table 10 

Means and Standard Deviations of Inferential Comprehension 
Scores for Prediction Treatments 

NUll. Familiar Neutral Unfamiliar 
of "Not Lucky Enough" "Zoo" "The Story of an Hour" 
I tans 

Mean S.D. Mean S.D. Mean S.D. 

Prediction 
Treat:nents 4 2.56 1.12 2.31 .98 2.15 .93 



104 

However, on the inferential items, a main effect 

occurred when the prediction setting was varied, and an 

interaction was also indicated. The Tukey Post Hoc Test 

revealed that the no treatment or control group answered 

significantly more inferential test items than did those 

subjects predicting in a group setting. Also, both the 

control group and those predicting in a group setting 

significantly surpassed those predicting individually on the 

number of inferential items correctly answered. Although an 

interaction was noted during the Analysis of Variance, it 

was not strong enough to be detected by the Tukey Post Hoc 

Test. 

Discussion of Findings Regarding Comprehension 

The use of prediction did not seem to improve the 

reading comprehension of the students who read the three 

passages used in this study, except in the area of 

inferential comprehension. There are numerous possible 

explanations for these results. 

possible reasons cited for the lack of improvement in 

the realm of comprehension include: the low number of 

comprehension items on the three assessments, the unfamiliar 

nature of the surprise ending story, the narrowness of the 

familiarity variable in choosing three distinctly different 

selections in content and vocabulary load, the lack of 

teacher instruction or modeling during the prediction 
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strategy, the incorrect use of imagery, and the limited 

exposure to the prediction treatment. 

It could be that the comprehension measurements did 

not include enough items for significant differences to be 

noted. The limited number of items generated for the three 

tests was controlled by the narrow story content and by the 

need to break down each selection into an equal number of 

literal and inferential questions. Thus, the number of 

total test items, seven literal and four inferential, was 

extremely low. Likewise, the significant difference 

occurring on the inferential answers could be attributed to 

the small number of four test items representing this area. 

A second reason that the use of prediction may not 

have improved overall reading comprehension of the three 

passages could be due to both the nature of the surprise 

ending story and the content of the particular stories used 

in the study. For instance, surprise ending stories may not 

be "predictable" enough for the technique to affect 

comprehension. Very few students were able to hypothesize 

correctly at the midpoint or at the conclusion of the three 

selections since the endings were bizarre and surprising. 

They may also be unpredictable for most readers. The 

success of the story itself depends upon this very factor. 



106 

The overall comprehension means of the students 

reading the three selections in either treatment or the 

control groups (Table 2) reveal that the stories were not 

easily comprehended by the subjects in this study. Even 

after completing the full selection, only 14 of the 54 

subjects (25%) could correctly reveal the climax of the 

familiar story "Not Lucky Enough". On the neutral story, 

"Zoo," 12 subjects (22.2%) correctly answered the 

comprehension question based on the story's surprise ending, 

and on the unfamiliar selection, two subjects (29.6 percent) 

recognized the story's conclusion. 

Another comprehension consideration concerning 

surprise ending stories is that they may be difficult to 

classify on a familiar/unfamiliar scale because of the very 

unexpectedness or unfamiliarity of the surprise ending 

element. Perhaps the categories of familiarity were not 

clearly defined in this study, though it had been explained 

to the panel of expert judges, the junior high school 

reading teachers, that the exercise of labelling nine 

stories along a spectrum of familiarity ranging from most 

familiar to least familiar content must be done with their 

Chapter I students' interests and abilities taken into 

account. The judges were asked to consider story concepts 

and vocabulary and relate these to the remedial reading 

students' experiential background and abilities to 

comprehend text events. Calculating an average score for 
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each selection was the procedure followed since concensus 

as to the most familiar and least familiar selections was 

never reached. Merely taking the top-ranked story, the 

middle story, and the low story in determining the 

familiarity issue might have been misleading. Many teachers 

did display serious disagreements in their sequencing of the 

nine selections. 

It is quite possible that a prediction format such as 

the one followed in this study cannot be effective by just 

having students complete the two-fold process of predicting 

and providing supportive evidence through questioning with 

"What will happen next?" and "Why do you think so?" 

Although in format, the procedure used is extremely similar 

to that of the DRTA, which is student centered and 

controlled, perhaps if misconceptions and inaccuracies are 

to be avoided, the teacher must interrupt the process, at 

any necessary point, to clarify, point out essential cues, 

or allow rereading of a section for clarification if overall 

comprehension is to improve. This argument is strongly 

supported by occurrences during the oral 

prediction/supportive evidence stage of this study. In 

several instances, pupils in both the individualized and 

group settings were led astray by vocabulary and story 

detail. For example, in "The story of an Hour", Louise is 

said to "drink in the very elixir of life through the 

window". Some students, however, ignored the last phrase 
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when comprehending elixir in the context of the sentence and 

stated at the first stop that Louise had a drinking problem. 

Because teacher intervention was not used to clarify this 

inaccuracy, students were still predicting at the story 

climax when Louise dies of a heart attack that the drinking 

problem is the cause of her death. This concerning 

situation is one of comprehension, vocabulary knowledge)and 

use of context. There were other similar comprehension 

problems in this study that could also have been addressed 

through teacher intervention. For instance, on one 

occasion, incorrect imagery was presented to the detriment 

of group comprehension. During the prediction/supportive 

evidence segment of the fam i I iar story, "Not Lucky Enough", 

group interaction resulted in the sharing and acceptance of 

what seemed a minor adjective addition. The first speaker 

referred to Glen, the boy in the wheelchair, as the "Ii ttle 

boy". Both members of the small group treatment carelessly 

accepted this addition to the text, and when the teacher 

failed to clarify the incorrect concept immediately, Glen 

remained the "little boy" throughout the 

prediction/supportive evidence oral stage of the treatment. 

As a result, all three group participants were unable to 

surmise that Glen could be the teenager driving the car 

which collided with Ron's, the surprise climax of the story. 

Jongsma (1971) in his discussion of the Cloze 

Procedure, a well known and popularly used prediction 
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strategy, was convinced that the completion of numerous 

cloze exercises would not automatically increase reading 

comprehension, as alone it is not the key to the successful 

application of the instructional technique. The discussion 

following the completion of the cloze procedure, according 

to Jongsma, is the instructional element which provides 

comprehension growth and contributes to the instructional 

value of the reading technique. Results of this prediction 

study support Jongsma's contention. Completing a prediction 

technique which is student-directed without teacher 

training, modeling, or comprehension instruction is most 

likely limited in its effectiveness as a valuable reading 

comprehension technique. Thus, another explanation for the 

lack of improvement in reading comprehension by the 

prediction treatment might be that when using stories with 

surprise endings, children need instructional techniques 

which will lead them to more readily discover clues in text 

and in their experiential backgrounds rather than a mere 

application of a prediction technique, which assumes that 

the activation and combination of such information during 

the act of hypothesizing will occur naturally. The predic

tion technique in this study was employed in isolation 

without teacher input, resulting in a lack of student com

prehension, inaccurate vocabulary connotations, misuse of 

imagery, and inability to link textual and scriptal 

information. Teacher involvement could have aided students 
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in the recogni tion of important, supporting story detai ls. 

It could have displaced misconceptions and inaccuracies in 

text processing as they occurred or during a discussion 

following silent reading. Teacher instruction could have 

built recognition and understanding of the popularly 

encountered surprise ending story structure used in many 

high interest-low vocabulary materials. 

If the teacher does not choose to discuss and clarify 

during the reading of a surprise ending story, feeling that 

students do build interest quickly and often find 

interruptions irritating, a discussion following the 

conclusion of the reading should be considered to strengthen 

comprehension skills. Certainly in this study such a 

discussion for comprehension purposes merited consideration, 

for often students remarked at the end of a reading 

selection, "I don't get it." The comprehension was 

obviously not present for many students, so to what avail is 

a prediction strategy if no follow-up instruction is 

provided? A comprehension check at such a time is most 

certainly unnecessary. Students need instead training or 

review of the cues building to the surprise climax or an 

explanation of the actual story conclusion. Perhaps 

attention to individual reading errors could be provided at 

this time. 

Also, in the discussion of teacher instruction as an 

addition to the prediction technique as presently practiced, 
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modeling may be a key ingredient missing in the 

conceptualization of this instructional comprehension 

strategy. Students may require training in the ability to 

recognize and combine both textual and scriptal cues since 

both are necessary in the act of prediction. In this study, 

pupils proved unable to cite text and schema together in 

their evidence to support a prediction and depended in full 

and equally upon either textual information or experiential 

background. Therefore, predictions were usually both 

limited and inaccurate. 

Last of all, comprehension may not have improved with 

the use of prediction due to the limited treatment provided. 

Only three stories were presented over a three day time 

span. Comprehension, both overall and literal, may have 

improved with increased exposure to the treatment through 

additional exposure to the prediction strategy via more 

stories of a surprise ending format. Increased practice may 

also have improved risk-taking factors and student oral 

involvement in hypothesizing and supplying supportive 

information for their hypotheses. 

Several explanations may be offered in response to 

the prediction strategy's lack of effect in a group 

setting--particularly in the area of inferential 

comprehension. Reasons can also be provided for the lack of 

improved comprehension in the individualized setting. 
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First of all, students predicting in groups might 

have been considered to have an advantage over individual 

predictors as group members were allowed to interact with 

peers, hearing predictions and supportive evidence cited by 

others on multiple occasions. Surprisingly though, what 

happened in the study was detrimental to group comprehension 

in two specific ways. First, those hearing one correct 

prediction accurately supported did not recognize it and 

continued with their own far-fetched hypotheses. Second, 

those hearing an earlier incorrect prediction often adopted 

it, thus making the climax impossible to ascertain due to 

misconceptions at the midpoint. 

A second reason that group members may have been 

unsuccessful in recognizing a correct prediction was that a 

correct prediction was almost never offered. And even if a 

correct prediction had been offered, most subjects appeared 

to be deep in thought during the oral speculation stage, 

possibly thinking and awaiting their next turn to predict 

and support, at the expense, of course, of listening to 

their classmates' reasoning processes. 

Last of all, the prediction format as presented to 

the group, three students taking turns offering three 

predictions each, did slow down the si lent reading process 

in comparison to the individualized treatment, where a sub

ject usually quickly volunteered five predictions with 

supportive evidence moving back into the story line 
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expediently. Individual predictors may have suffered, too, 

by the large number of predictions allowed at two stopping 

points. Prediction stops may have proved a nuisance because 

of the very surprise ending nature of the three selections. 

In summary, many explanations exist for the lack of 

increased comprehension during the individualized and group 

treatments. Multiple causes may have interacted to limit 

comprehension gains for pupils in both prediction 

treatments. 

Findings Related to Interest 

Three of the research questions of this study were 

concerned with the effects of certain variables on students' 

interest in reading stories varying in degree of 

familiarity. In the subsections that follow, the basic data 

and statistical test results are presented. Following those 

subsections, an interpretive discussion of the findings is 

presented. 

Effect of Prediction Upon Interest 

The fourth research question of this study was: Does 

predicting upcoming story events increase students' interest 

in a selection? The data were analyzed with a two-way 

ANOVA. No main effect was found for prediction. 
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Effect of story Familiarity Upon Interest 

The fifth research question was concerned with 

whether interest in a selection is affected by the degree of 

story content familiarity. A significant main effect was 

found using a two-way ANOVA (Tables 11 and 12). The Tukey 

Post Hoc Test indicated that the interest scores on both the 

familiar and the neutral story were higher than the scores 

on the unfamiliar story. Thus it appears that of the three 

stories, the neutral selection was the most interesting and 

the unfamiliar selection of least interest. 

A significant interaction was also present between 

the treatment group and the story familiarity variable 

(Tables 11 and 12). Since a significant interaction was 

found on the interest scores, a graphic depiction is 

presented to visually display the differences which occurred 

amongst the interest means of the three selections read 

(Figure 1). The three significant differences noted when 

interaction was analyzed using the Tukey Post Hoc Tests 

were: 

1. Students receiving no treatment were more 

interested in the neutral story than those receiving group 

prediction treatment were in reading the familiar story. 

2. Interest scores of the control group for the 

familiar story were significantly higher than the interest 

scores of the group prediction treatment for the unfamiliar 

story. 
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Table 11 

Means and Standard Deviations of Interest Scores 

Story 

Familiar story 
"Not Lucky Enough" 

Neutral story 
"Zoo" 

Unfamiliar story 
"The Story of an Hour" 

The total possible score 

Table 12 

Indi vidualized 
Prediction 

Mean S.D. 

27.17 7.06 

29.94 7.30 

27.58 8.01 

Group 
Prediction 

Mean S.D. 

24.83 7.26 

27.06 6.95 

23.39 6.80 

on the interest measure was 

Analysis of Variance of Interest Scores 

Source of Variation Mean Square OF F 

Main Effects: 
Prediction treatment 210.79 2 2.35 
Familiarity 248.35 2 5.14 

Interaction: 
Prediction x 
Familiarity 122.57 4 2.54 

S/A 89.78 51 

SB/A 48.35 102 

Total 161 

*p< .05 

Control 

Mean S.D. 

32.94 6.14 

29.56 6.23 

23.72 11. 72 

41.00. 

Significance 
of F 

* .01 

* .05 
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The following is a graph of the interaction for the 

interest means where A refers to the prediction treatment, 

ll=Individualized; 2=Group; 3=No Treatment) and B is the 

familiarity variable (l=Familial.ri 2=Neutrali 3=Unfamiliar). 

Cell 
Means 

Figure 1 

40 -

35 -

30 -

25 -

20 -

Bl B2 
story Familiarity 

Graph of Interaction for Interest Means 

A3 
A2 

B3 



117 

3. Subjects in the no treatment group expressed a 

greater interest in the familiar story than the unfamiliar 

story. 

Effect of Prediction Setting on Interest 

The sixth research question addressed the effect on 

interest of prediction treatment in individualized or group 

settings. A two-way ANOVA (Tables 11 and 12 and Figure 1) 

was calculated on interest scores and a significant 

interaction was found. In two comparisons, group prediction 

may have actually decreased student interest scores. For 

instance, the score on the no treatment, familiar story was 

significantly higher than the score on the group treatment, 

familiar story as measured by the Tukey Post Hoc Test. 

Discussion of Findings Regarding Interest 

The control group's interest score was higher on the 

familiar story than was the score for the group treatment on 

the unfamiliar story. The significant interaction between 

interest and prediction suggests that reading silently an 

entire passage without interruption generated higher 

interest for subjects than did reading in a small group 

setting with two stops built in for the purpose of 

hypothesizing. Students appeared to have a greater interest 

in familiar reading techniques, such as silent, 
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uninterrupted individualized reading, similar to that 

assigned the control group in the study. Subjects may not 

have been interested in the story due to the use of a new 

comprehension technique, group prediction. 

Perhaps the short story with the surprise ending 

should be read without pausing for reflection to maintain a 

high level of student interest. Possibly the nature of 

prediction as employed in this small group setting was 

distracting in that at both stops all three pupils were 

allowed three conjectures. Interest may have been drained 

during this somewhat lengthy treatment. Or the thrust of 

the task may have moved in their minds from reading and 

understanding to formulating predictions and supportive 

evidence. In other words, the process may have been 

interpreted as two, somewhat unrelated reading tasks. 

Mean scores from the interest assessments suggest 

that story preferences were present. The highest mean 

(32.94) was obtained by the control group reading the 

familiar story without interruption for prediction purposes. 

The lowest interest means (23.39 and 23.72) belong 

respectively to the groups predicting during the reading of 

the unfamiliar story and to the control group reading the 

unfamiliar story. The spread in mean scores tends to reveal 

that most student interest was in the familiar selection 
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while the unfamiliar selection caused, in several contexts, 

a lack of interest. 

Inte~est mean scores revealed that the neutral story 

"Zoo" was of more interest to those in the two prediction 

settings, individualized and group, than were the familiar 

and unfamiliar selections. This might suggest that with an 

interesting story, prediction could be a stimulating 

approach. 

The large spread occurring in the mean interest 

scores, based on the reading of three stories differing in 

familiarity, could also be explained by the varying need to 

provide instruction in multiple contexts depending upon 

behavioral objectives and the particular reading task. 

Interest means suggest that students reading the familiar 

and neutral stories were more interested in these particular 

selections. possibly the easy story structure and the 

surprise ending element maintained a high level of interest 

and motivation, and interruption for comprehension purposes 

would be both unnecessary and annoying to the reader. Yet 

these same readers reading the unfamiliar selection, "The 

Story of an Hour", were not as interested as those in the 

individualized prediction treatment. Perhaps subjects 

benefit most from opportunities to speculate and weigh 

answers against text and experiential background and to 

listen to alternatives when the story text is most 

difficult. Last of all, interest scores for groups reading 
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and predicting in a group setting were lower than their 

individualized prediction and control group counterparts. 

Once again, the two stops allowing three predictions from 

each team member may have served to limit the level of story 

interest. Reading may be a personal activity where students 

prefer individualized or no instruction to small group work. 

Relationship Between Interest and Comprehension 

The seventh research question for this study dealt 

with the relationship between interest in a story and 

reading comprehension. For each of the three stories, a 

Pearson r Product-Moment Correlation was computed for the 

comprehension scores and the interest scores (Table 13). 

The correlation between interest scores and total 

comprehension was not significant for any of the three 

selections used in this study. All correlations were low: 

+,.16 for the familiar selection, +.14 for the neutI'a1 

selection, and -.07 for the unfamiliar selection. 

Discussion of Correlations 

Although definite interest preferences were noted, 

accompanying gains in comprehension did not result. As with 

the Freeman study (1982), there was a failure in this 

research study to substantiate the hypotheses that 
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Table 13 

Pearson r Product-Moment Correlation for Interest 
Scores and Total Comprehension Scores 

Selection 

Fami liar story 
"Not Lucky Enough" 

Neutral story 
"Zoo" 

Unfamiliar story 
"The Story of an Hour" 

Pearson r 

+.16 

+.14 

-.07 

Level of Significance 
.05 level, 52 df, 1 tail 

.231 

.231 

.231 

prediction would stimulate interest and that interest would 

promote comprehension. This would suggest that a student 

may indicate a preference for a story of neutral or familiar 

content over one unfamiliar in content; however, this 

interest does not necessarily guarantee an accompanying 

increase in understanding and/or background knowledge. 

Perhaps Pearson and Johnson's (1978) implication that a 

causation relationship exists between interest and 

experiential background is limited in its generalizability. 

Perhaps students in this study were interested in the 

"surprise ending" story structure when the accompanying 

content was only moderately difficult. Students have 

displayed a preference for work of moderate difficulty 

(Kleinfield, 1975; Maehr & Sjogren, 1971). Yet subjects may 



122 

still have had difficulty comprehending the messages in the 

selections due to their limited reading skills. 

Qualitative Analysis of Predictions 

The eighth research question was concerned with 

whether predictions of upcoming story events were affected 

by differences in story content familiarity, and the ninth 

research question asked if prediction varied if used in an 

individualized or group setting. 

findings and discussion will 

To address these issues, 

be presented in four 

subsections: accuracy of predictions, variety of 

predictions, quantity of predictions, and source of 

predictions. A summary will conclude the discussion of 

hypotheses eight and nine. 

Accuracy of Predictions 

To address these questions, the issue of accuracy was 

first considered. If familiarity is an influential 

variable, then this should be reflected in the "correctness" 

of predictions, i.e., more students should have been able to 

successfully predict story events and outcomes for the 

familiar story than for the unfamiliar story. If 

instructional mode is important, then differences between 

the predictions of those in individualized settings and 

those in a small group setting should also be noted. 

On the familiar story, "Not Lucky Enough", 

(Appendix C) three of the 46 predictions generated by those 
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subjects in the individualized treatment (6.5%) were correct 

in guessing at the midpoint that Lake High would win the 

basketball game. None of the 18 students was able to 

predict in the 45 hypotheses generated the surprise ending 

of the story, tha t the boy in the wheelcha i r was in the same 

car accident as Ron. In the group prediction treatment, 

only one prediction (2.0%) of the 50 generated suggested 

that Lake High would win the game at the midpoint. Eight of 

the 45 predictions (17.8%) at the climax were that Ron would 

discover who the boy in the wheelchair was; however, only 

two predictions (4.4%) correctly surmised that Glen was the 

boy in the other car. 

On the neutral story, "Zoo", (Appendix C) 23 of the 

56 predictions (41.1%) dur i ng the i ndi vidual i zed treatment 

at the midpoint were correct in suggesting that the 

spaceship would locate where others could pay to visit; 

however, this can't be considered an inference for it was 

stated explicitly in the story. Only two of the 53 

generated hypotheses (3.6%) correctly predicted the 

selection's outcome. In the group treatment, 13 of the 51 

predictions (25.5%) correctly hypothesized at the midpoint 

that others would visit the Zoo, and three of the 47 final 

predictions (6.4%) correctly revealed the climax. 

The unfamiliar selection, "The story of an Hour", 

(Appendix C) received 11 accurate predictions from a total of 
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42 generated by individual s predicting at the midpoint 

(26.2%). Six stated that Louise would die which was 

correct; five predicted that her husband would live, which 

was also correct. No one combined both of these ideas fo?: 

an accurate, total prediction of the surprise ending. On 

the final prediction, only two pupils from a total of 48 

generated hypotheses (4.2%) guessed of Louise's death. In 

the group treatment, 18 of the 45 generated predictions 

(40.0%) correctly stated at the midpoint that Louise would 

die or her husband would live. Prior to the climax of "The 

Story of an Hour", two of the 45 (4.4%) predictions offered 

in the group setting suggested that Louise would die, which 

was true. Twenty-two (48.9%) of the 45 predictions stated 

that her husband was not dead, which was also true. 

However, only three accurate predictions (6.7%) surmised 

that Brently lived and Louise died. The prevalent 

conclusion (48.9%) was that Louise's husband Brently 

was ali vee 

In terms of correct predictions at the midpoint, the 

neutral story received the most with 36 correct predictions 

followed by 24 for the unfamiliar story. Only six 

predictions correctly surmised an upcoming event on the 

familiar text. However, it must be emphasized that these 

predictions, though correct in anticipating upcoming story 

events, did not correctly anticipate the surprise ending for 

the story. At the climax, individuals and groups did not 
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differ much in their ability to predict the twist. The 

majority of hypotheses were incomplete or incorrect. 

In conclusion, the accuracy of the predictions in 

this study was not affected by the individualized or group 

treatment mode or degree of story content familiarity. 

Several possible explanations may be offered to explain the 

lack of prediction accuracy. First of all, many students 

saw the story as ending before the surprise ending. It 

could be that the story format was deceiving to the 

students. If they were unaccustomed to surprise ending 

stories, they may not have accepted the abrupt ending. 

The total comprehension scores (Table 8) indicate 

that students on the average could answer only 6.56 - 7.22 

of the 11 test items on each of the three selections. The 

question related directly to the comprehension of the story 

climax was answered satisfactorily by 14 subjects on the 

familiar story (25.9%), 12 subjects on the neutral story 

(22.2%), and 16 subjects on the unfamiliar story (29.6%) 

following the completed reading of the selection. This 

explains why many subjects responded at the conclusion of a 

story reading, "I don't get it." story endings were 

comprehended by only approximately one-fourth to one-third 

of the subjects in the study. 



126 
variety of Predictions 

TO consider the variety of predictions generated, 

student predictions were categorized (Appendix G and Table 

14) • For "No t Lucky Enough", 13 ca tegor i es were! gener a ted 

at the midpoint by individual predictors and 12 categories 

were counted at the climax. Five of the predictions 

occurred at both the midpoint and the climax. Seven of the 

predictions were common to both treatment groups. Group 

members predicted 13 possible events at the midpoint and 11 

differing hypotheses at the story's climax. Once again, 

five of the prediction categories appear at both the 

midpoint and the conclusion of the story. Seven of the 

predictions were offered by members of both treatment 

groups. 

For the neutral story "Zoo", individuals predicted 13 

different events at the midpoint and generated 12 varying 

predictions at the climax. Three categories overlapped. Six 

predictions were generated by subjects in both the 

individual and group settings. Group members predicted 22 

categories at the midpoint and generated 15 different 

predictions at the climax. Five predictions were generated 

at both the midpoint and the climax. Four predictions were 

offered by subjects in both treatment groups. 



Table 14 

Midpoint and Climax Prediction Categories for the 
Three Stories Generated During Individualized and 
Group Prediction Treatments 
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Midpoint 
Comnon 

Climax Comnon 
to both 

I&G 

I-Dverlap G-overlap 

I G G 

Fcmiliar Story 
IINot Lucky Enoughll 13 13 

Neutral Story 
II Zoo" 13 22 

Unfamiliar Story 
liThe Story of an 
Hour II 12 10 

I = Individualized Treatment 

7 

6 

4 

I G M-C M-C 

12 11 7 5 5 

12 15 4 3 5 

16 13 4 3 5 

G= Group treatment 

Indi viduals predicting the ending of the unfamil iar 

selection, liThe Story of an Hour", spanned 12 categories at 

the midpoint and 16 categories at the climax. Three 

categories overlapped at the midpoint and the climax. Four 

predictions were offered by both treatment groups. Group 

subjects predicted within ten categories at the midpoint and 

13 categories at the climax. Five category predictions from 

the midpoint are maintained and repeated at the climax. 

Four predictions are shared by both treatment settings. 
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In considering the familiarity issue, those 

predicting in a group setting on the neutral story produced 

the greatest variety of answers. However, it must be 

mentioned that many prediction categories were based on 

specific background knowledge and thus contained just one or 

two predictions. It could be that predictions on this story 

varied as a student in one group appeared to compete for 

attention with absurd answers, generating new but farfetched 

predictions with each additional turn. 

In conclusion, students were able to predict at both 

the midpoint and the climax. However, students did not 

always change their predictions at the midpoint after 

reading a section developing new ideas and providing more 

clues. Predictions are supposed to be diverse at the 

midpoint but should become convergent at the climax as only 

one clue remains hidden to the surprise ending. This did 

not happen in this study. Predictions remained just as 

categorically diverse at the story's conclusion. This could 

be due to an element of the study design. Students 

predicting individually were encouraged to provide five 

predictions, and students predicting in a group setting were 

prompted for three predictions. Although students were not 

asked to vary their predictions, they may have assumed that 

they should avoid repeating previously stated hypotheses. 

Perhaps predictions remained divergent at the climax 

due to the nature of the bizarre story endings of the three 
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selections used in the study. Certainly subjects could not 

be expected to converge on the correct story climax if they 

were still unable to understand the story twist even after 

reading the final segment of the story. 

It could be that with a conventional text containing 

an ordinary, expected ending, predictions do remain 

divergent at the midpoint and become convergent at a 

stopping point prior the climax. However, this was 

certainly not the case with the three surprise ending 

stories used in this study. Thus, the variety of 

predictions obtained prior the story climax could be linked 

to story structure. In conclusion, much individualized 

thinking did OCCllr during the three prediction treatments, 

even by those subjects placed in a group setting. 

Quantity of Predictions 

The total number of predictions generated was next 

considered. Quantity of predictions is important as 

prediction is said to be a diverse activity in which many 

responses can be provided and supported by various cues in 

the text and experiential background. The 18 subjects in 

the individualized setting were encouraged to make five 

predictions at the story's midpoint and at the climax. The 

18 subjects in the group treatment were encouraged to make 

three predictions at the midpoint and three predictions at 

the story climax. Therefore, for each story there were 180 
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predictions possible for individuals predicting and 108 for 

those predicting in group treatments. 

Subjects reading the familiar story, "Not Lucky 

Enough", generated at the midpoint and the cl~max a total of 

186 predictions. Not necessarily unique or different, 91 

(Table 15) of these were made during the individualized 

treatments and 95 were generated during the group settings. 

Those predicting the upcoming plot for the neutral selection 

produced 210 predictions. For "Zoo", III of the predictions 

were made by individuals; the remaining 99 were generated by 

subjects in the group treatment. During the unfamiliar, 

"The story of an Hour", 91 of the 180 total predictions were 

generated during the individualized treatment, and the 

remaining 89 during the group format. 

Each story generated a roughly similar number of 

predictions even though numbers were actually encouraged to 

differ between the two prediction treatments since 

individuals were allowed to suggest 180 hypotheses in 

comparison to the 108 possible hypotheses allotted group 

members. However, the quanti ty of predictions offered for 

each story still remained basically the same for those in 

the individual and group treatments. The largest difference 

was on the number of predictions generated for the neutral 

story, "Zoo". For "Zoo", more individual hypotheses (Ill) 

were made than the number (99) generated by the group 

treatment members. 
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It is difficult to speculate about the quantity of 

predictions which might have resulted had students in both 

treatments not been limited in the number of hypotheses that 

could be generated. Group members may have received aid in 

their prediction generation through their opportunity to 

hear the ideas of classmates. Repetition of hypotheses did 

occur frequently in both the individualized and group 

prediction setting. Therefore, when the issue of quantity 

is discussed in relation to predictions generated, the 

uniqueness of individual hypotheses is not implied. 

Repetitions, in other words, were counted in the number of 

predictions generated during both treatment settings. 

Table 15 

Quantity of Predictions 

Individual Group 
Predictions Predictions 

Familiar Story 
"Not Lucky Enough" 91 95 

Neutral Story 
"Zoo" 111 99 

Unfamiliar Story 
"The Story of an Hour" 91 89 
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Source of Predictions 

Research questions eight and nine, which examine 

prediction, must also study the supportive evidence provided 

by each pupil each time a prediction was made. Students 

were asked to respond to the question, "Why do you think 

so?" It was anticipated that in predicting at the midpoint 

and especially prior to the surprise ending that pupils 

would combine experiential knowledge with textual cues to 

support their theories. However, this rarely happened. 

Most students, after hypothesizing, did support their 

predictions (Table 16). On the familiar story, "Not Lucky 

Enough", all individualized and group predictions were 

supported with a form of textual/scriptal evidence at both 

the midpoint and the climax. 

justified all their hypotheses. 

For this story, students 

Of the 58 predictions made 

at the midpoint of "Zoo" by those in the individualized 

treatment, all were supported. At the climax of the story, 

52 of the 53 predictions were provided with support. Those 

in group treatments predicted 52 possible events at the 

midpoint of "Zoo", 48 of which were supported. At the 

climax, group members made 47 predictions with support 

provided for 42 of them. On "The Story of an Hour", the 

unfamiliar selection, 41 of the 42 predictions made by the 

individual subjects at the midpoint were followed with 

supportive evidence. And at the climax, 46 of the 48 

predictions were given support. Group members predicted 45 
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Table 16 

SUEEortive Evidence for Oral Predictions 

Selection Midpoint stop Climax Stop 
Individual Group Individual Group 

.p .p .p .p 
Pi Pi Pi Pi 

.p • ..-1 Q) .p • ..-1 Q) .p • ..-1 Q) .p • ..-1 Q) 

>< S-! U) s:: >< S-! U) s:: >< S-! U) s:: >< S-! U) s:: 
Q) C) I 0 Q) C) I 0 Q) C) I 0 Q) C) I 0 
8 U) 8 Z 8 U) E-I Z 8 U) 8 Z 8 U) 8 Z 

"Not LUCky 25 16 5 0 31 17 0 0 23 20 3 0 28 17 2 0 
Enough" 

" Zoo" 24 30 9 0 21 21 7 4 22 30 1 1 16 25 2 5 

"The Story of 16 7 8 1 20 19 5 1 22 18 6 2 17 18 7 3 
an Hour" 

times, supplying 44 of these with evidence at the midpoint; 

and at the climax, 42 of the 45 predictions were provided 

supportive statements. 

Subjects varied, however, as to the type of 

supportive evidence cited. For "Not Lucky Enough", 

individuals predicting at the midpoint supported 25 

predictions wi th text information, 16 based support totally 

on scriptal cues, and five combined text and script to 

support their hypotheses. Similar findings occurred at the 

story climax for this group with 23 predictions supported by 

textual facts, 20 by experiential background, and three by a 

mixture of text and script information. Group predictors 

on this story's midpoint supported 17 predictions with 
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script and the remaining 31 with textual information. At 

the c1 imax of "Not Lucky Enough", 28 predictions were 

supported by group members using textual comments, 17 cited 

script, and only two combined text and script in their 

supporti ve ev idence. 

On the neutral story, "zoo", individuals predicting 

at the midpoint supported their 58 predictions with 24 

references to text material, 30 references to experienta1 

background, and nine references to proof which combined 

textual and scripta1 information. At the climax of the 

story, 22 predictions were supported by text, 30 by script, 

and one by a combination of text and script. Group 

predictions at the midpoint of "Zoo" were supported equally 

by 21 text references and 21 script references. For seven 

predictions, script and text were combined. Those 

predicting in a group setting the climax of "Zoo" offered 16 

predictions supported by information from the selection, 25 

predictions supported by experiential background, and two 

predictions combining text and script for proof of their 

hypotheses. 

Supportive evidence rendered by individual predictors 

at the midpoint of the unfamiliar story, "The Story of an 

Hour", included seven citing scripta1 information, 16 citing 

text clues, and eight combining the reading with their 

experiential background to provide prediction justification. 
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At the climax, the group employed script on 18 occasions, 

text in 22 situations, and script/text six times in 

defending their predictions. At the midpoint of "The story 

of an Hour", group members offered supportive evidence from 

the text 20 times, from their experiential background 19 

times, and from a combination of both script and text five 

times. At the story's climax, group subjects supported 17 

of the predictions with information gleaned from the text, 

18 with ideas taken from their experiential background, and 

seven with speculations from text and script. 

Of the predictions cited by individual subjects at 

the midpoint of the familiar story "Not Lucky Enough", three 

main misconceptions appeared: Ron would play in the game; 

Helen would play in the game; and someone knocked Glen out 

of his wheelchair. At the story's climax, there were also 

misconceptions. Subjects saw the boy in the wheelchair as 

famous: his dad is governor; he's a movie star; he's a 

basketball player. And once again the misconception that 

Helen can play on the boy's team was cited as a prediction. 

At the midpoint of "Not Lucky Enough," group subjects had 

similar misconceptions about Ron's and Helen's playing in 

the basketball game. One even went as far as to suggest 

that Ron would play on the other team. The most outrageous 

prediction was that Dave and Mike, who were killed in the 

car accident, would be found. A total of five different 
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misconceptions surfaced at the midpoint during the group 

prediction/supportive evidence oral phase. Unusual 

predictions made by group subjects at the climax of "Not 

Lucky Enough" included Ron's playing and Ron's running 

fast. Five predicted that the boy in the wheelchair would 

play in the game. 

Misconceptions were not noted on the neutral story 

when individual subjects predicted at the midpoint of "zoo". 

Nor did misconceptions appear at the climax during the oral 

prediction stage. Because of the very nature of the 

selection, extreme predictions were acceptable. For the 

neutral story, group predictions at the midpoint revealed 

only one bizarre prediction which was adopted perhaps in fun 

by all three group members: the animals get out and attack 

the humans and bite the humans' heads off. At the climax, 

this group adopted a more serious attitude, and the 

farfetched hypotheses disappeared. 

Individuals predicting at the midpoint of "The story 

of an Hour" revealed one misconception accepted by seven 

sUbjects: Louise was possessed by her husband's spirit. At 

the climax, more misconceptions were revealed through 

individual predictions. Three were still accepting the 

presence of the husband's spirit, two had Louise getting 

sick, and one stated that she rolls down the steps at the 

end of the story. Another incorrect prediction was that 

Louise makes Brently quit his job. Four misconceptions 
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concerning Richards involved the death of his brother and a 

subsequent funeral. Group predictions at the midpoint of 

liThe S tory of an Hour ll revealed two references to the 

husband's spirit. Louise is prophesied at this time to be 

killed or to die in many fashions: she shoots herself, gets 

run over by a car, jumps out the window, overdoses, etc. 

Group members predicting the climax of the story experience 

further misconceptions. Two references are made to spirits 

and ghosts, and two refer to Louise at the funny farm 

killing people. 

The lack of content familiarity perhaps caused a 

Thorndike (1917) lIoverpotency ll effect in several instances 

during the reading of "The story of an Hourll. When the text 

stated that Louise "drinks in the very elixir of life", 

several students interpreted this to mean that she had a 

drinking problem. Some spoke of Brent1y's spirit possessing 

Louise as the story suggested a strong force did possess her 

at one point. 

Background knowledge also took a strong hold during 

predicting phases of the three stories. with the unfamiliar 

story, patterns of being sad, trying to forget, and 

attending a funeral accompanied predictions following the 

husband's death. 

In "Not Lucky Enough", the familiar story, many 

referred to the boy in the wheelchair as the "little boy". 

This, of course, hampered the vital connection which needed 
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to be made between Ron and Glen for the climax to be 

gleaned. Others predicted that the girl Helen played in the 

game, a common occurrence perhaps at the middle school 

level. Some predicted a party or celebration after the 

game, another typical, practical hypothesis. 

In "Not Lucky Enough", the predominant predictions at 

the midpoint were concerned with whether or not Ron would 

play in the game. Seventeen predictions suggested that he 

would play while ten stated that he wouldn't participate. 

The concentration of attention on this issue was interesting 

since Ron was there as a spectator to watch the basketball 

game with Helen. These predictions and others revealed 

misconceptions and errors in reading. Experiential 

background should suggest to the reader that Ron was not 

dressed to play in the basketball game, was not practicing 

before the match, and was not in the lineup. 

In summary, students were able to predict at both the 

midpoint and the climax but did not always alter their 

predictions after reading a new section of text which 

provided additional clues. Predictions could be categorized 

into 10-22 groups, demonstrating the diversity of answers 

generated during the oral prediction component of this 

study. Each treatment produced a roughly similar number of 

predictions for each story even though numbers were actually 

encouraged to differ between the two prediction treatments. 
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Individuals and group members repeated predictions during 

subsequent turns following the initial prediction round. 

The accuracy of predictions was not affected by the 

individualized or group treatment mode or by the degree of 

story content familiarity. 

midpoint and the climax 

Predictions made at both the 

for all three stories were 

inaccurate. Misconceptions and errors in reading were also 

noted during the support stage of the study with all three 

stories used. At each of the two stops for the three 

stories, supportive evidence was usually cited by the 

subject predicting. Variation existed in the nature of the 

support provided; however, support tended to be 

predominantly from the text or from a subject's experiential 

background. Very rarely did subjects combine textual and 

scriptal information in support of a prediction. 

General Discussion of Findings 

In this summary section, the divergency of 

predictions, the surprise ending story format, treatment 

results, and background development will be discussed in 

reference to the use of a prediction strategy. In light of 

study findings, the importance of prediction as an 

instructional strategy will be reviewed. 

Perhaps students had difficulty with the surprise 

ending story structure. If a student can form expectations 

about a story based on knowledge of story structure, it 



140 

facilitates comprehension and improves memory of the text 

(Anderson, 1977; Mandler & Johnson, 1977; stein, 1979). 

Knowledge of type of story structures acts as a mind set for 

what is to come in a selection being read. As a result of 

hearing hundreds of stories, children create a common 

framework for schemata of story structure (Morrow, 1982). 

In the research design of this study, only one story 

was used to represent each style. It is possible that, in 

addition to the stylistic differences, the stories suffered 

in predictability. For all three stories, no correct 

predictions were elicited at the midpoint, and only a few 

predictions correctly surmised the outcome of each 

selection. 

When the teacher ask s "Wha t do you th i nk will happen 

next in this story?" predictions should be expected to be 

quite divergent at the midpoint since only a limited amount 

of information is available upon which to base conjectures. 

The importance of divergent reactions· as a legitimate 

thinking process has been well established by psychologists 

and educators (Stauffer & Cramer, 1968). However, it was 

interesting to find, that in this study, at the stop prior to 

the climax, hypotheses remained categorically diverse, with 

16 different conjectures for "The story of an Hour" 

conclusion, for example. Hoskisson (1976) stated that 

stimulated.) convergent thinking should occur as pupils 
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eliminated all the alternatives except the one the author 

determined appropriate for the resolution of the story. And 

perhaps this is true with most story structures; however, in 

this study, predictions did not become convergent at the 

story climax, perhaps due to the very nature of the texts 

used. Predictions remained logical, with the surprise 

ending or story twist rarely anticipated. Furthermore, 

students experienced difficulty even when the surprise 

ending was revealed in the last sentence or story paragraph, 

with many commenting, "I don't get it." such statements 

were heard at the conclusion of all three story readings. 

And when the question concerning the story climax was 

answered on the comprehension assessment, student self

evaluations were proven correct. Only 25.9% could answer 

the climax question for "Not Lucky Enough"; 22.2% of the 

subjects answered the cl imax question for "Zoo" correctly; 

29.6% of the subjects answered satisfactorily the climax 

question for "The Story of an Hour". Maybe this is because 

the surprise ending stories violated the expectations of 

these junior high school remedial readers. Therefore, 

rather than being good choices for use with a prediction 

technique, stor ies wi th surprise endings, because of their 

demanding comprehension load, should be avoided. 

Two additional reasons can be offered to suggest the 

limitations of the surprise ending story used with the 
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prediction strategy. First of all, the control group in 

three instances, expressed greater story interest, to a 

significant degree, than that expressed by subjects in the 

prediction treatments on the interest assessment. Perhaps 

the surprise ending story should be left alone to be read 

without interruption because the events need to build 

naturally to the unexpected, often bizarre climax. Also, 

familiarity of story content influenced student overall 

interest in reading selection preferences in this study. 

Students were much more interested in both the familiar and 

neutral surprise ending stories than they were in the 

unfami 1 iar text. 

Secondly, in this study, from the list of predictions 

generated, the supportive evidence delivered, and the 

comprehension scores obtained, background knowledge and 

terminology did pose problems on all three surprise ending 

stories. Stauffer (1969) suggested that with a basal story 

on a familiar topic for which students have good background 

knowledge and vocabulary, the teacher might choose a 

prediction strategy such as the Directed Reading-Thinking 

Activity. The DRTA is a good activity when vocabulary and 

background pose no problems. A similar argument from a 

finding by Watanabe, Hare, and Lomax (1984) on predicting 

news story content from headlines was that familiar 

vocabulary used in an unfamiliar sense could cause a reader 
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to be more confused than when faced with a brand new word. 

This certainly appeared to be true with common words such as 

will used differently is the context of "The Story of an 

Hour". Thus, in conclusion, surprise ending stories might 

not be used as effectively with a prediction strategy as 

would familiar story structures containing predictable story 

endings. 

In reviewing the results of the group and 

individualized treatments, a factor existed which could have 

contributed to the success of the group treatment. A 

factor was also present in the study design which could have 

affected the performance of those in the group setting 

negatively. First of all, individuals in the group 

prediction treatment could have been positively influenced 

by the hypotheses and supportive evidence shared by their 

two teammates in that upon hearing the predictions of 

others, they had an opportunity to compare, contrast, and 

weigh their own thinking. This could have stimulated both 

story interest and comprehension; however, no significant 

differences in either area were revealed during data 

analysis. 

On the other hand, those in the individualized 

treatment were allowed to offer consecutive predictions and 

supportive evidence immediately upon completion of a text 

segment. This did not happen in the group, instr.uctional 
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format. During the group treatment, everyone waited until 

all team members had finished silently reading a passage 

segment before predicting and supplying supportive evidence. 

The work of Bartlett (1932) as well as Frederiksen (1975) 

suggests that memory for a text is characterized by more 

intrusions from prior knowledge as the time interval between 

reading and recall increases. Therefore, the group 

treatments should have been expected to supply more scriptal 

answers in relation to the individualized treatment's 

supporti ve evidence. However ,the wai t time did not effect 

the number of predi ct ions genera ted, the diver s i ty of 

hypotheses, the accuracy of the predictions, or the type of 

supportive evidence offered by group members in comparison 

to those predicting in an individualized setting. 

A last consideration in the use of prediction 

involves the importance of prereading instruction. If 

readers cannot or do not know how to mobilize what they 

already know about a topic so that they can relate it to 

what they're reading, a common characteristic of remedial 

readers, comprehension will suffer (Crafton, 1982). The 

amount of prior knowledge relevant to the topic that the 

students possess determines the amount of readiness 

preparation necessary, prior to the continuation of a lesson 

(Beebe & Phillips-Riggs, 1980). In this study, no readiness 
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or prereading activities were provided, and this may have 

substantially affected the resulting predictions, supportive 

evidence, and comprehension. If the reading activity takes 

place in a situation where background knowledge is not 

adequate for the demands that the print will make, a reader 

will be unable to pose adequate questions or determine 

appropriate expectations (that is, predict) and hence) will 

be unable to comprehend. This surely suggests that before a 

teacher asks a child to read any passage (either descriptive 

or narrative), it is incumbent upon that teacher to ensure 

that the child has an adequate understanding of the topic at 

hand to enable him to make appropriate predictions to 

increase comprehension. Since prereading activities were 

not used in this study, and further, since comprehension 

results were not affected by prediction, perhaps a need for 

prereading activities has been demonstrated. 

A consideration in opposition to the need for 

background instruction is Smith's (1975) contention that 

students are rarely surprised by anything they see, even 

when they visit an unfamiliar setting, because they always 

have a set of prior expectations about what they will in 

fact see. They do not predict everyting. Nor are their 

predictions over-specific. They rarely predict exactly what 

they shall see next. But instead, they quite automatically 

and subconsciously eliminate unlikely possibilities from 
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consideration. This belief was supported in this study by 

the number and variety of predictions generated, especially 

on the unfamiliar selection, "The Story of an Hour". 

In conclusion, although prediction did not affect 

overall comprehension, it would appear to be an effective, 

worthwhile instructional technique for several reasons. 

First of all, those in the individualized and group 

prediction treatments are given with prediction a purpose 

for reading carefully, to predict and to support their 

predictions. Errors and misconceptions revealed during the 

prediction phase of the study could have been addressed in 

the research design to possibly increase student 

understanding. With additional exposure to stories with 

surprise ending formats or through the use of a more natural 

story structure, comprehension might have improved with the 

use of the prediction element. A training session 

emphasizing the prediction process might also have insured 

improved comprehension. Last of all, teacher instruction 

may have been the important missing ingredient needed to 

strengthen the effect of the prediction strategy in relation 

to increasing story interest and comprehension. 



CHAPTER 5 

SUMMARY, FINDINGS, CONCLUSIONS, IMPLICATIONS, AND 
SUGGESTIONS FOR FURTHER RESEARCH 

In this chapter, the following information is 

presented: Ca) a summary of the study; (b) the results 

relative to the research questions being addressed; (c) 

conclusions based on the findings; Cd) implications of those 

conclusions; and Ce) suggestions for further research. 

Summary of the Study 

To the extent that no one instructional method is 

appropriate for all children, a multiplicity of reading 

ideas and strategies are needed by reading teachers to 

fulfill the wide range of talents and strengths of children 

within their classrooms. Students at the intermediate 

levels should be given increasingly more opportunities for 

inquiry reading (Stauffer & Harrell, 1975, p. 765). Readers 

must be able to support their inferences by referring to the 

information stated by the author in the story and by showing 

how they reasoned from it to make an inference. Inferences 

are built on what the author says in the story and what the 

reader adds to it from his own experience. 
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Weaver (1977) suggested that the poor reader was 

often one who did not predict, did not anticipate what was 

coming next, but instead treated each word as if it existed 

in isolation. This study required Chapter I remedial 

readers to predict and to justify hypotheses with supportive 

evidence. Stauffer and Cramer (1968) stated that when the 

type of freedom found in the prediction strategy was part of 

the reading process, there was greater likelihood that 

motivation, interest, and reading comprehension would be 

enhanced. 

Very few studies have examined the use of prediction 

as a questioning strategy, although many popular reading 

techniques used in the classroom employ a prediction 

component. Many of those studies which have examined the 

use of predjction are limited by the use of written 

protocols. Also, these studies did not consider the type of 

supportive evidence, textual, scriptal, or a combination of 

text and script, upon which predictions were based. Only 

one study examined the effect that prediction had upon 

reading interest. Information concerning the influence of 

textual familiarity and reading environment upon prediction 

has never been considered. 

This study sought answers to the following questions: 
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Prediction and Comprehension Questions 

1. Does predicting upcoming story events aid student 

reading comprehension? 

2. Is reading comprehension affected by differences 

in story content familiarity? 

3. Does comprehension vary if the prediction 

component is used in an individualized or group 

setting? 

Prediction and Interest Questions 

4. Does predicting upcoming story events increase 

student interest in a selection? 

5. Is interest in a selection affected by degree of 

story content familiarity? 

6. Does interest vary if the prediction component is 

used in an individualized or group setting? 

Interest and Comprehension Correlation Question 

7. Is there a relationship between interest in a 

story and reading comprehension? 

Nature of Verbal Prediction Questions 

8. Are predictions of upcoming story events affected 

by differences in story content familiarity? 

9. Does prediction vary if used in a individualized 

or group setting? 
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Design and Procedures 

The sample for this study consisted of 54 seventh and 

eighth grade Chapter I pupils from Amphitheater Junior High 

School in Tucson, Arizona. Students reading at a fourth 

grade or higher instructional reading level were randomly 

assigned to experimental and control groups. 

The data collection spanned three school days. 

During this time, the control group and two experimental 

groups silently read a familiar short story, a neutral 

selection, and an unfamiliar passage. Then they completed a 

five item interest inventory and a comprehension assessment 

consisting of 11 items per story (four inferential and seven 

literal). For all groups, order of presentation of the 

stories was randomized. In addition, the experimental 

groups participated in a prediction treatment. During their 

reading of the stories, students in both the individualized 

prediction treatment and the group prediction treatment 

were stopped at the midpoint and prior to the climax to give 

oral predictions and support for their hypotheses. Students 

in the group prediction treatment were asked to give three 

predictions and support for these predictions while 

listening to the predictions of two other students in their 

~roup. Students i:l the individualized prediction treatment 

were asked to give five predictions and support for those 
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the two dependent measures were completed. 

Results of the study 
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Then 

The following results were derived from the analyses 

and discussions of the data presented in this study and are 

reported in reference to the Chapter I sample group from 

whom the data were gathered. 

1. Relative to prediction and comprehension 

a. There were no significant differences in 

overall comprehension scores or literal 

comprehension scores of those who predicted 

while reading and those who did not. 

However, a main effect was present for the 

prediction setting variable and student per

formance on the inference questions. Results 

of the Tukey Post Hoc Test reveal that the no 

treatment group did better on the inference 

questions than did those subjects reding in a 

group prediction setting. Both those in the 

control group and the group prediction treat

ment surpassed those predicting individually 

on the number of inferential questions 

answered correctly, as well. 
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b. There were no significant differences among 

the total overall comprehension scores for 

the familiar, unfamiliar, and neutral 

stories. There were also no differences on 

the literal and inferential scores for the 

three selections. 

2. Relative to prediction and interest 

a. A story familiarity main effect was found on 

the interest measure. Both the familiar 

selection and the neutral selection had 

higher interest scores than those of the 

unfamiliar selection. 

b. An interaction between story familiarity and 

prediction treatment was also present. Total 

scores for the control, familiar story group 

were substantially higher than those for the 

group treatment, familiar story cell, the 

group treatment, unfamiliar story cell, and 

the control group, unfamiliar story cell. 

3. Relative to interest and comprehension 

a. A relationship did not exist be teen interest 

and comprehension of the three selections as 

measured by the Pearson r Product-Moment 

Correlation. 

4. Relative to verbal predictions of upcoming story 

events 
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a. Predictions of upcoming story events were not 

affected by differences in story content 

familiarity. 

b. Predictions did not vary from an indivi

dualized to a group setting. 

c. Most predictions at the midpoint and prior to 

the climax were inaccurate or incomplete. 

d. Predictions were diverse but could be 

categorized for each story into approximately 

14 groups at the midpoint and 14 groups at 

the climax. 

e. Students did justify their inferences with 

textual information or experiential back

ground. 

f. Seldom were script and text ideas combined to 

support hypotheses. 

g. Many predictions and supportive evidence 

cited revealed misconceptions and errors in 

reading. 

Conclusions 

The conclusions that follow are limited to 

populations similar to and under conditions similar to those 

found in this study and to the use of stories with surprise 

endings. 
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1. The use of prediction in an individualized or 

small group setting does not always increase reading 

comprehension. 

2. Literal comprehension is not enhanced by the use 

of prediction. 

3. Inferential comprehension improves when 

prediction is not employed and is stronger in a group 

prediction setting than with an individualized prediction 

setting. 

4. Overall reading comprehension, literal 

comprehension, and inferential comprehension are not 

affected by differences in story content familiarity. 

5. Predicting upcoming story events does not always 

increase student interest in a selection. 

6. Interest in a selection is influenced by degree 

of story content familiarity. 

7. Although students do draw on experiential 

background and textual information to predict upcoming story 

events and to support hypotheses, they seldom integrate 

these two sources. 

Implications 

There are important implications to be considered in 

light of this research study. If teachers become aware of 

the types of variables which may cause difficulty for 

remedial readers, they may be better able to plan 
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appropriate alternative or supplemental activities to help 

these students experience greater success in reading. 

Results of this study suggest the following implications. 

1. Authors expect readers to draw on their own 

experiences. In the case of inferencing, teachers should 

help students realize that they must add to the ideas or 

information given in the text. It is sound pedagogical 

practice to expect students to justify their inferences; 

that is, to explain how they arrived at their inference from 

the story details or experiential background. Since the 

directions in this study did not specify combining text and 

background knowledge, subjects may have felt that such 

responses were inappropriate; and, therefore, did not 

support their predictions with a combination of textual and 

scriptal evidence. Some students were able to give either 

textual or scriptal supportive evidence for their 

predictions. Perhaps combining the two types of information 

is a skill which must be taught. 

2. Group discussion in which predictions are 

confirmed, discarded, or refined might be necessary to 

insure that subjects participating in reading would have a 

shared understanding of the passage. Such a discussion 

might have affected the reading comprehension performance of 

subjects receiving prediction treatments. 
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3. Students should not always be required to 

predict. with some stories, it may be better not to 

interrupt reading for purposes of reflection. 

4. The mere use of a prediction strategy in a group 

or individualized setting may not insure an increase in 

interest or comprehension. Predicting upcoming story events 

did not aid student reading comprehension in this study. 

Also, predicting upcoming story events did not increase 

student interest in the familiar story, "Not Lucky Enough", 

the neutral story, "Zoo", or the unfamiliar story, "The 

Story of an Hour". 

5. Interest and story comprehension were not 

correlated. Interest in a story did not result in increased 

comprehension of that story. 

6. Interest may be influenced by degree of story 

content familiarity. Students demonstrated the most 

interest for the neutral story, "Zoo". 

suggestions for Further Research 

The following suggestions for further research 

developed as an outgrowth of this study. 

1. Replicate with a discussion component to confirm 

student predictions or assess pupil reasoning in decision

making. Perhaps comprehension scores would improve 

significantly if following the actual prediction and 

inference questioning, discussion had been held. An effort 
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to point out how to use the necessary (stated) information 

efficiently may have improved the design of the study and is 

certainly worth consideration in future related research 

endeavors. However, no instruction was provided during or 

after a treatment condition when such an emphasis could very 

well have influenced the results. Sometimes it may seem 

appropriate, even necessary, to help students discover those 

clues which misled them or which may not have been used to 

best advantage. 

2. Replicate with a discussion of the accuracy of 

predictions after a passage has been read. This might help 

students to improve their abilities to look for various 

kinds of clues. It may be important to provide 

opportunities for students to examine the quality of their 

predictions after a story or passage is finished. 

3. Replicate having sudents provide proof for 

predictions. Never did a student read an appropriate 

section aloud to support a prediction; however, such a 

requirement may have cleared up misconceptions and 

inaccurately cited textual supportive evidence. 

4. Replicate using larger groups. The small groups 

of three used in this study may not have been large enough 

for a predictive strategy to be thoroughly effective. Thus, 

no differences would be displayed in comprehension scores. 

5. Replicate to explore the influence of prediction 

in a variety of experimental conditions. The effect of 
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prediction needs to be tested with questions better designed 

to tap the use of prior knowledge during reading. 

6. Replicate with subjects reading a variety of 

story types other than just those with surprise endings. 

7. Replicate with a variety of readers rather than 

just using remedial subjects. Students at different grade 

levels and of differing abilities should be considered for 

involvement in a replication project. 

8. Replicate with the relationship between 

prediction and interest measured by tests other than a 

written, short answer comprehension test and a written 

likert interest scale. Use objective formats such as 

multiple choice questions or retellings. 



APPENDIX A 

DIRECTIONS TO JUNIOR HIGH SCHOOL READING TEACHERS 

This study is concerned with the use of prediction as 

a reading strategy during both individualized tasks and 

small group instruction. Predictive behavior generally 

involves: (a) making use of a reader's background knowledge 

and (b) utilizing information already encountered in a 

selection to predict future, logical events. This research 

study will attempt to distinguish between information 

gleaned from the reading of a passage and information-

correct or erroneous --previously held and utilized by a 

pupil to aid in the comprehension of a text. 

Students will read three stories: one determined to 

contain highly familiar material, one labelled low in 

content familiarity, and a neutral story, which will also 

serve as a control on the familiarity variable by including 

fairly equal amounts of familiar and unfamiliar details. 

Students will give oral predictions midway through each 

selection and prior to each story climax, supporting their 

contentions with information from text and/or experiential 

background. Students will also answer written comprehension 

questions concluding the reading of a short story to 
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evaluate the contributions to reading comprehension of 

prediction in different instructional settings. 

The target group for this research project will 

consist of Amphitheater Junior High School Chapter I 

students, seventh and eighth graders who presently are 

reading between a fourth and sixth grade level. Your 

professional judgment is requested as the team of educators 

most familiar with both students of this grade level and 

reading ability, as well as student background knowledge 

required during the reading of these three selections. Your 

task will be to label high interest-low vocabulary 

selections presently used in many Chapter I reading programs 

in terms of their degree of content familiarity. 

The short story has appeal for the teacher and the 

researcher and contains several elements which may be 

evaluated. The form or structure of a short story is 

familiar, and the narrative features are meaningful to 

students. Elements such as setting, characterization, and 

plot are generally known to all readers. 

As a panel of judges, you will be ordering nine short 

stories along a continuum based on content familiarity for 

the subject group described. Selections may vary in their 

degree of familiar background cues accessible to a student 

in this study. A score of nine would suggest that a junior 

high school Chapter I pupil would find the selection's 

content highly familiar; whereas, a score of one would 
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express that the same pupil might have difficulty employing 

present experiential background and context to understand 

the story. Since each reader brings to his reading a unique 

background, he may add information from prior experience. 

As instructor of such students, you are best able to judge 

the degree to which those experiences may aid in the 

comprehension of these stories. 

The stack of nine stories are to be read in the order 

arranged and a label of nine-one placed in the space 

provided according to the degree of content familiarity 

determined. First impressions may be adjusted as later 

stories are read. If it is believed that two or more 

selections are equivalent in degree of familiarity, equal 

ratings may be awarded. A score of five, the median score, 

would suggest average content familiarity for the target 

group. 

Consider these following points when determining a 

rating for each selection. 

1. It is expected that subjects will display much 

more knowledge about those topics labelled familiar in 

content when making predictions at the two points indicated 

and when answering comprehension questions following the 

reading. Therefore, experiential background, which might be 

available to support a prediction at both points during the 

reading of a story, should be considered. Each story has 

the two prediction stops clearly labelled. 
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2. Knowing more about one's world has an effect on 

the comprehension of various topics and subtopics. Knowing 

something about things that are similar to the subtopic in 

question allows a child to use analogy to compare familiar 

to unfamiliar situations. Students use whatever they know, 

i.e., the closest available schema, to help them interpret 

unfamiliar information. 

3. Examples for each of the following story elements 

may be of assistance in judging the degree of content 

familiarity of a selection. 

a. Plot. The basic unit of a story is the plot 

action. Separate acts occur following a sequence. 

Children should be able to understand relationships 

which are formed. A pupil's background is important 

as it relates to story happenings, including main 

conflicts or problems which must be resolved. For 

instance, activities, school routines, home environ

ment, community members and events discussed in a 

story's plot are just a few examples of information 

which may be familiar or unfamiliar to a reader; thus 

aiding or hindering prediction, and ultimately, com

prehension. 

b. Theme or Values. Individual character needs, 

material desires, peer pressures and relationships, 

hobbies and interests, biases and prejudices mayor 
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may not be related to the individual reader's 

accumulated experiential background. A theme 

indicates what a story means or what the story may 

suggest to the reader about life. 

c. Setting. A student's knowledge concerning 

when and where a story occurs is important. Story 

factors such as time, transportation, location, 

technological influences, scientific aspects, and 

weather may vary to a reader in terms of familiarity. 

d. Characters. Traits, livelihoods, growth, 

interests, common sense, and creatures may be typical 

or quite foreign to a remedial reader. A student's 

ability to relate to a character and his role in a 

story is vi tal. 

These four selected story elements and their relationship to 

student background, though briefly defined, should be 

seriously considered during the rating of each selection. 

4. The wording or terminology chosen can often 

simplify concepts or add inference demands or abstract 

dimensions to a short story. 

It is recognized that just because students have the 

background knowledge required for comprehension, there is no 

guarantee that they will recognize and/or activate it; 

therefore, probing will be used during the prediction/ 
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supportive evidence stage of data collection to encourage 

readers to deliver more fully information in their 

experiential background. 



APPENDIX B 

Junior High School Reading Teachers' Familiarity Ratings 
From 1-9 of Nine Short Story Selections 

1uobES 
TOtal 

SELOCTIONS A B C D E F G H I J K L M Points 

Not Lucky Enough 9 8 7 9 9 9 8 5 5 8 9 7 7 100 

Ask Sam 7 7 9 8 7 9 8 8 9 2 7 9 9 99 

The Champ 8 6 8 9 5 8 9 9 8 9 8 5 6 98 

The Escape 6 9 6 7 4 7 6 2 7 4 6 5 8 77 

Zoo 5 3 7 7 8 6 2 4 5 5 4 9 5 66 

Earthmen Bearing Gifts 4 5 2 6 6 5 3 3 2 3 5 6 4 54 

Special Handling 2 4 1 4 3 7 5 7 1 7 1 1 2 45 

Starlight, Starbright 8 2 4 5 1 1 1 5 2 6 2 5 3 45 

The Story of an Hour 1 1 5 2 5 4 4 1 1 1 3 2 1 45 
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APPENDIX C 

SHORT STORIES 

"Not Lucky Enough" 

Ron got a seat ~ight under the basket. "There's no 

sense in trying to fool yourself," he thought. "You still 

care about the team. If not, why would you have corne out to 

see the first game of the year?" 

The Lake High team carne out on the floor and moved to 

the basket where Ron was sitting. The boys started taking 

their practice shots. Then one of them saw Ron. He stepped 

off the floor and said, "How do we look, Ron?" 

Ron smiled. "I'll let you know after the game starts," 

he said. 

"We could still use you," the boy said softly. 

Ron looked over at Helen. She was making believe she 

wasn't listening. He could tell. "I'll let you know after 

the game starts," Ron said again, trying hard to say it with 

a big smile. 

"I mean it," the boy said. Then he waved and went back 

to practice. A few of the other boys waved to Ron, too. He 

gave them a big smile. Then he turned to Helen. 

"Did you hear that?" he asked. 
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"What?" she said. 

"Nothing," he answered. 
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"All right, I did hear it," she said. "What can I say? 

I have been telling you the same thing for months. What do 

you want to do--have another fight about it here? 

Ron didn't answer. Two men were lifting a boy out of a 

wheelchair. They were putting him in the seat next to him. 

Ron turned his eyes back to the playing floor. He didn't 

want to keep looking at the boy, and he really didn't want 

to answer Helen. 

Ron's mind turned to the accident. He remembered the 

smiles on Dave's and Mike's faces. The three of them were 

just out riding--having fun. He remembered Mike cutting 

across the while line. And then he remembered the other 

car. It wasn't supposed to be there. But it had been. 

Dave and Mike were gone. And he--as everyone said--had been 

lucky. "All right," Ron thought. "I was lucky. But I'll 

never be able to play the way I used to play. Yes, I was 

lucky. But not lucky enough." 

The two teams ran off the floor. In a few minutes, the 

game would be starting. Ron wondered which boys would be 

starting for Lake High. 

"Don't you wish you were over there with them?" Helen 

asked. 
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"Maybe," Ron answered, "But I wouldn't be playing, so 

what difference does it make?" 

"You wouldn't be starting," Helen said. 

probably get to play." 

STOP 

"But you would 
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Ron smiled. "I used to start," he said. 

"And I used to be a little girl," Helen answered. 

"Things change in a __ " 

Ron stopped her. "I think I heard that one before," he 

said. 

"All right," Helen said. "Let's watch the game." 

The game was good. Both teams played hard and fast. 

At the half, it was Lake High 32, Union High 31. As the 

Lake High team ran off the floor, a few of the boys waved 

and smiled at Ron. 

"Aren't you Ron Richards?" the boy who had been in the 

wheelchair asked. 

"That's right," Ron said. 

"I'm Glen Benjamin," the boy said. "I thought you 

would be playing. I heard that your leg was better." 

"Well, it is better," Ron said. "But it's not the 

same. I can't run the way I used to run." 

"I saw you play last year," the boy said. "You were 

really great." 

"Thanks," Ron said, wondering if Helen had heard what 

the boy said. 

"Can't you play at all?" the boy asked. 

"I can play," Ron said. "I guess I could have played 

on the team, but I wouldn't have played much. Anyhow, they 

are doing OK without me." 
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"Well, we'll see," the boy said. 

Ron turned to Helen. She seemed to be deep in thought, 

so he decided to go off for a drink of water. "I'm getting 

some water," Ron said to the boy. "Do you want me to bring 

you some?" 

"No, but thanks," the boy said. 

By the time Ron got back to his seat, the second half 

was about to start. Helen smiled at him and said, "I hope 

we can stay ahead." 

"I do, too," Ron answered. 

The game stayed close through most of the second half. 

Then, with a few minutes left, Lake pulled away. By the 

time there were 30 seconds left on the clock, Union had no 

chance of winning. 

Ron turned to talk to the boy next to him and saw that 

the men were lifting him back into the wheelchair. "I told 

you they would be all right without me," Ron said. 

said. 

away. 

"Well, I would like to see you play again," the boy 

"Thanks," Ron answered, watching the men wheel the boy 

"I like him," Ron said to Helen. "I wonder who he is." 

"Don't you know?" Helen said. 

"How would I know?" Ron asked. 

STOP 
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For a moment, Helen looked hard at Ron. Then she sai~ 

"He was the boy in the other car." 
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"ZOOIl 

It was the 23rd of August. The children in Chicago 

were always good on that day. Every year on that day, the 

great silver spaceship landed for six hours. In the 

spaceship was Professor Hugo's Interplanetary Zoo. 

Crowds lined up long before the spaceship landed. The 

people had their money ready. They were all waiting to see 

what strange creatures Professor Hugo brought from other 

planets. 

In past years they had seen three-legged creatures from 

Venus. They had seen snake-like horrors from Mars. No one 

knew what they would see this year. 

The great round ship settled slowly to E~rth. It 

landed in a big parking lot right outside of Chicago. The 

people could hardly wait. 

Slowly, the sides of the spaceship slid up to show the 

cages. Small horse-like animals were in the cages. They 

moved around with quick, jerking motions--like spiders. And 

they talked to one another with strange, high-pitched 

noises. 

The people of Earth moved closer to the cages. They 

could hardly believe what they saw. Professor Hugo's crew 

quickly took their money. 
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Soon, the professor himself carne out. He was wearing 

his many-colored cape and top hat. "Peoples of the Earth," 

he shouted. 

The crowd got quiet. He went on. 

"Peoples of the Earth, this year you get to see 

something special for your money. You get to see the horse

spider people of the Planet Kaan. I brought them across a 

million miles of space. Corne up close so you can see them. 

Study them; listen to them. Then go tell your friends about 

them. But hurry! My spaceship can stay here only six 

hours." 

The crowds paid their money and walked by the cages. 

They watched the horse-spider creatures run up the walls of 

their cages. "This is sure worth the money," one person 

said. "I'm going horne to tell all my friends." 

During the next six hours, thousands of people walked 

by the cages in the side of the spaceship. Then the time 

ran out. Professor Hugo picked up the microphone. 

"We must go now," he said. "If you like our Zoo this 

year, phone your friends in other cities. Tell them about 

it. We will land in New York tomorrow. Then we go to 

London, Paris, Rome, and other big cities. Then on to other 

planets!" 
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He waved good-bye. The ship rose slowly from the 

ground. The people turned to go home. They all agreed that 

this had been the best Zoo' ever. 

STOP 
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Two months and three planets later, Professor Hugo's 

spaceship landed on the rocks of Kaan. The horse-spider 

creatures ran quickly out of their cages. 

Professor Hugo said good-bye to them. Then they went 

off in different directions. They hurried to their homes 

among the rocks. 

In one cave, the he-creature was happy to see his mate 

and child. He shouted in his strange language and ran to 

hug them. 

"You were gone a long time," he said. "Was it good?" 

The she-creature nodded. "The little one enjoyed it a 

lot. We visited eight worlds and saw many strange things." 

.~he little one ran up the wall of the cave. "The place 

called Earth was the best. The creatures there wear cloth 

things over their skins. And they walk on two legs." 

"But wasn't it dangerous?" asked the he-creature. 

"No," his mate answered. "There are bars to protect us 

from them. We stayed in the ship. Next time you must come 

with us. It is well worth the ten commocs it costs." 

STOP 
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The little one nodded. "It was the very best Zoo 

ever". 



178 

"The Story of An Hour" 

Louise Mallard, her friends knew, had heart trouble. 

For this reason, great care was taken to break the news to 

her as gently as possible. The news was that her husband 

was dead. 

It was her sister Jo who told her. The news came in 

broken sentences, in hints. Her husband's friend Richards 

was there, too. It was he who had first learned. He had 

been in the newspaper office when the news came in. There 

had been a bad railroad wreck. Brently Mallard's name was 

on the list of "killed". Richards had only taken the time 

to check the name by telegram. Then he had hastened to the 

Mallard's home. He had wanted to beat any less careful, 

less tender friend in carrying the sad message. 

She did not hear the story as many women have heard the 

same. She did not freeze up. She heard the words, and she 

knew all that they meant. She wept at once. She cried with 

sudden, wild abandonment in her sister's arms. Finally the 

storm of grief had spent itself. She went away to her room 

alone. She would have no one follow her. 

There stood a comfortable, roomy armchair. Into this 

she sank. She felt pressed down by the tired feeling that 

haunted her body and seemed to reach into her soul. 
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The chair faced an open window. She could see the tops 

of trees, glowing with new spring life. The sweet breath of 

rain was in the air. Far, far off, someone was singing. 

The notes of the distant song reached her faintly. 

Countless birds were twittering here and there. There were 

patches of blue sky. 

She sat with her head thrown back. She was quite 

still, except when a sob came up into her throat and shook 

her. She was like a child who had cried itself to sleep and 

continues to sob in its dreams. 

She was young, with a fair, clean-cut face. The few 

lines in it revealed depression as well as strength. But 

now there was a dull stare in her eyes. Their gaze was 

fixed away off on one of those patches of blue sky. It was 

not a thoughtful gaze. Rather, it showed that all thinking 

had stopped. 

There was something new coming to her. She sat waiting 

for it, with fear. What was it? She did not know. It was 

too new, too strange to name. But she felt it, creeping out 

of the sky. It reached toward her through the sounds, the 

smells, the colors that filled the air. 

Now her chest rose and fell rapidly. She was beginning 

to recognize this thing that was coming to possess her. She 

was trying to beat it back with her will. But her will was 

as powerless as her two slender hands would have been. 
STOP 
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Suddenly, she stopped fighting. She let herself go. 

And as she did so, a little whispered word came to her 

slightly parted lips. She said it over and over under her 

breath. "Free. Free. Free." The blank stare and the look 

of terror that had followed it went from her eyes. They 

stayed clear and bright. Her heart beat fast. The rushing 

blood warmed and relaxed every inch of her body. 

Was it some monstrous joy that held her? She did not 

stop to ask. Somehow, she knew better. The suggestion was 

beside the point. 

She knew that she would weep again. She would see his 

kind, tender hands folded in death. The face that had never 

looked except with love upon her. The face--fixed and gray 

and dead. But she saw beyond that bitter moment. The long 

line of years to come belonged to her! Only to her! And 

she spread her arms out to them in welcome. 

There would be no one to live for during those years. 

She would live for. herself. No powerful will would be 

bending her--no blind effort with which men and women 

believe they have a right to force a private will upon 

another person. Yes, that was the thing! A kind intention 

or a cruel intention--it didn't matter. Forcing one's will 

upon another was still a crime. Or so it seemed to her in 

that brief moment of clear, bright thought. 
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And yet she had loved Brent ly Mallard-- somet i mes. 

Often she had not. What did it matter! Love was an 

unsolved mystery. What could it count for now? Something 

else was now possessing her. She suddenly knew it as the 

strongest force she had ever felt. 

"Free! Body and soul free!" she kept whispering. 

Jo, her sister, was now kneeling outside the closed 

door. Jo's lips were to the keyhole. "Louise, open the 

door! I beg you, plea se! Open the door. you'll make 

yourself sick. What are you doing, Louise? For heaven's 

sake, open the door." 

"Go away. I am not making myself sick." NO, she was 

drinking in the very elixir of life through that window. 

Her thoughts were running riot. They raced through the 

days ahead of her. Spring days. Summer days. All sorts of 

days that would be her own. She breathed a quick prayer 

that her life might be long. 

She stood up finally. She opened the door to her 

sister's pleadings. There was a look of victory in her 

clear eyes. She clasped her sister's waist. Together they 

went down the stairs. Richards stood waiting for them at 

the bottom. 

Someone was opening the front door with a key. It was 

Brently Mallard who entered. An unconcerned, very ordinary 
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Brently Malla~d. He stood the~e car~ying a suitcase and 

umbrella. He had been far f~om the scene of the accident. 

He did not even know the~e had been one. He looked amazed 

at Jo's piercing cry. Richards made a quick motion to hide 

him f~om his wife's eyes. 

STOP 
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But Richards was too late. 

Soon the doctors came. They said she had died of a 

heart attack--of joy that kills. 



APPENDIX D 

INTEREST INVENTORY 

Name -----------------------------------Story. ______ ~--~----~----~------~-- Treatment~~~--~~--
You have just read a story. We want to find out how 
students feel about reading this story. We are also 
interested in finding out why they like or dislike this 
story. 
Directions: For the following items, try to respond in a way 

that shows your true feelings. 
1. Mark the following 9-point scale to show how much you 

liked or disliked the story you have just read. 

1 2 
Disliked 

very 
much 

3 4 5 
Neutral 

6 7 8 9 
Liked 
very 
much 

2. Mark the following 9-point scale to show how much you 
would like to read other stories similar to this one. 

1 2 
definitely 
would not 
read other 

3 4 5 
don't 
know 

6 7 8 9 
definitely 
would enjoy 
other 

3. Ma:r.:k on a 9-point scale how interesting or how boring 
yell found this story to be. 

1 
very 
boring 

2 3 4 5 
Average 

6 7 8 9 
very 

interesting 

4. Mark the following 9-point scale to show whether you 
would recommend this story to a friend. 

1 2 
definitely 
would not 
recommend 

3 4 5 
don't 
know 
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6 7 8 9 
definitely 

would 
recommend 



APPENDIX E 

COMPREHENSION MEASURES 

Name Treatment ----------------
"Not Lucky Enough" 

1. How did you like this story? Check the grade that you 
would give it. 

A 
B 
C 
D 
F 

2. Wha t do the boys on the team do to try to make Ron feel 
good before the game? 

3. Who was Helen? ---------------------------------------------
4. What caused the car accident? ----------------------------
5. Why does everyone say that Ron was lucky? ------------

6. Why does Ron say he wasn't lucky enough? ----------

7. Why was it a good basketball garne? ______________ ___ 

8. What did Ron injure in the accident? --------------------
9. Who was the boy that sat next to Ron? -----------
10. How did the boy get into and out of his wheelchair? 

11. What was surprising about the ending of this story? __ __ 

12. Why might you say that Glen was also not lucky enough? 
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Name Treatment ------------------------------------ ---------------
"Zoo" 

1. How much did you 1 ike this story? Check the grade that 
you would give it. 

A 
B 
C 
D 
F 

2. In what American city did the Space Interplanetary Zoo 
land? 

3. How was Professor Hugo dressed? --------------------------

4. Why kind of creatures did Professor Hugo bring this 
year? 

5. Where were these creatures from? --------------------------

6. Why did Professor Hugo want the people to go and tell 
their friends about the Zoo? -----------------------------

7. How did Professor Hugo's Interplanetary Zoo travel? 

8. Why did the she-creature feel that it wasn't dangerous? 

9. What made the ending of this story a surprise? 

10. Professor Hugo was doing something very clever. 
was it? 

What 

11. What did the Earth people and the creatures think of 
the Zoo? 

12 Did Professor Hugo cheat anyone? _________ Why or why 

not? ---------------------------------------------------------
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Name Treatment -------------------------------------- ------------
"The Story of an Hour" 

1. How much did you like this story? Check the grade 
that you would give it. 

A 
B 
C 
D 
F 

2. What illness did Louise Mallard have? __________________ _ 

3. Who told Louise of her husband's death? -----------------
4. How had Brently Mallard died? ----------------------------
5. How did Louise react at first when she heard of her 

husband's death? ------------------------------------------
6. Why did she go to her room alone? ------------------------
7. How did Louise feel about her husband Brently? ------

8. Why did Louise later feel free? --------------------------

9. Who opened the front door with a key? __________________ _ 

10. There are two big surprises at the end of the story. 

What is the first? ----------------------------------------
What is the second? ---------------------------------------

11. What is meant by a "joy that kills?" __________________ _ 

12. Why is the title, "The Story of an Hour"? ____________ _ 



APPENDIX F 

PREDICTION/SUPPORTIVE EVIDENCE CLASSIFICATION SYSTEM 

Individualized Treatment--Midpoint/Climax 

Student Story --------------------------- --------------------
Midpoint Stop 

No. Prediction Supportive Evidence 

• 

Climax stop 

No. Prediction Supportive Evidence 
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PREDICTION/SUPPORTIVE EVIDENCE CLASSIFICATION SYSTEM 

Selection: 

Group Treatment--Midpoint/Climax 

________________________ Midpoint/Climax: 

S'IUDENr: 

Prerlict SUfPOrti ve Prerlict SUfPOrtive Prerlict Sua;orti ve 
1 Evidence 2 Evidence 3 Eviden:::e 

S'IUDENr: 

Prerlict SUfPOrtive Prerlict SUfPOrtive Prerlict Sl.lplX>rti ve 
1 Evidence 2 Eviderx::e 3 Evidence 

S'IUDENr: 

Prerlict Supp:>rtive Prerlict SupfX)rtive Prerlict SUfPOrtive 
1 Eviderx:e 2 Evideoce 3 Eviderx::e 

I 
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APPENDIX G 

SCORING SYSTEM FOR THE COMPREHENSION INSTRUMENTS 

"Not Lucky Enough"--Familiar Selection 

2. What do the boys on the team do to try to make Ron feel 
good before the game? (inferential) 

Acceptable Responses--l point 
say IIhello" 

wave 
we need you 

talk 
encourage him 

smi Ie 
give him confidence 

ask how they look 
use Ron 

Unacceptable Responses--O points 
yes 

r cheer him 
said going to win 

3. Who was Helen? (inferential) 

Acceptable Responses--l point 
girlfriend 

sister 
friend 

Unacceptable Responses--O points 
girl 

girl with Ron 
teammate 

girl on the team 
water girl 

girl that's nosey 
girl who didn't want boy to play 

coach 
girl sitting next to Ron 

a girl Ron knew 
girl he listened to 

wife 
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4. What caused the car accident? (inferential) 

Acceptable Responses--l point 
cross white line 

collision 

Unacceptable Responses--O points 
kid ran into it 

car parked out too much 
turned a wrong way 

ball in road 
Glen 

the game 
they checked 

brake didn't work 
Ron's friends 

looking somewhere else 
black car 

fooling around 
ran off road 
driving fast 

car fell off ground 
the boys 

bike 
car pulled out in front 

walk over white line 
went in car 

ran a stop sign 
basketball 
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5. Why does everyone say that Ron was lucky? (inferential) 

Acceptable Res~onses--l point 
alIve 

saved self 
not dead 

nothing permanent/serious 
not hurt as much 

can play again 
can walk 

could be in wheelchair, too 
hurt leg 

could be in worse shape 



Unacceptable Responses--O points 
could be worse 

knew players 
good on game 
best player 

didn't get hurt 
wasn't inside car 

played good year before 
he made it 

6. Why does Ron say he wasn't lucky enough? (literal) 
Acceptable Responses--l point 

not as good as used to be 
basketball, running, walking 

not playing 
got a bad leg 

wants legs working better 
didn't want to get hurt 

inj ured 
couldn't play ball for awhile 

Unacceptable Responses--O points 
wanted to play basketball 

can't play anymore 
legs broken 

she does not like her 
lose his friends 
others paralyzed 
he was crippled 
barely made it 

7. Why was it a good basketball game? (literal) 
Acceptable Responses--l point 

close game 
tied--ahead 1 point 

pulled away 
Lake High won 

played hard and fast 
evenly matched teams 

Unacceptable Responses--O points 
Ron was playing 

exciting 
first year school game 

good player on team 
Ron lucky compared to other guy 

did their best 
all had faith 

team did ok 
Ron didn't play 
team played good 

tried hard 
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8. What did Ron injure in the accident? (literal) 

Acceptable Response--l point 
leg (s) 

Unacceptable Responses--O points 
foot 

a man 
knee 

by a car 
in the wheelchair 
he was passenger 

saw boy in car 
nothing 

friends were there 
kid 

9. Who was the boy that sat next to Ron? (literal) 

Acceptable Responses--l point 
Glen 

Benjamin 
boy in other car 

other car 

Unacceptable Responses--O points 
boy in wheelchair 
boy from black car 

boy in car 
guy 

other person in the car 
Helen 

boy came watch game 
walking with Ron 
boy on the team 

someone he didn't know 
tell him not to worry 
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10. How did the boy get into and out of his wheelchair? 
(literal) 

Acceptable Responses--l point 
men lifted him in and out 

friends 
they came 

people helped him 



Unacceptable Responses--O points 
Ron 
boys 
man 

using arms 
coach 

somebody 
players 

could sit and watch game 
by lifting 

bunch of men 
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11. What was surprising about the ending of this story? 
(literal) 

Acceptable Response--l point 
Glen Benjamin was boy in other car 

Unacceptable Responses--O points 
interesting 
black car 

short 
found out who boy was 

good without Ron 
won the game 

Ron hit a home run 

12. Why might you say that Glen was also not lucky enough? 
(i nferential) 

Acceptable Responses--l point 
paralyzed for life 

crippled 
wheelchair 

hit by car, too 
couldn't walk 

couldn't play either 
injured 

broke legs 
more hurt 

Unacceptable Responses--O points 
got a baseball from the team 

lived 
he died 

stayed alive 
not that good in basketball 

she wasn't in car 
can get in game 

bad 
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"Zoo" --Neutral Selection 

2. In what American city did the Interplanetary Zoo land? 
(literal) 

Acceptable Responses--l point 
Chicago 

Chicago and New York 

Unacceptable Responses--O points 
Earth 
N.J. 
N.Y. 

England 
Tucson 

different cities 
Rome 

France 
Michigan 

3. How was Professor Hugo dressed? (literal) 

Acceptable Responses--l point 
colorful cape and top hat 

cape and cap 
many colors and hat 

jacket and top hat 

Unacceptable Responses--O points 
like another planet 
like a Mars'person 
colorful clothes 
like a creature 

in a colorful top hat 
real strange 

clothes over skin 
uniformed 

silver suit 
like a zoo person 

regular 
in fur 

colored surgeon uniform 

4. What kind of creatures did Professor Hugo bring this 
year? (literal) 

Acceptable Responses--l point 
spider horses 
horse spider 



Unacceptable Responses--O points 
spiders 
horses 

animals 
strange ones 

little hairy ones 
3 legged 

small horses 
weird ones 

germs 
(s)he creatures 

5. Where were these creatures from? (literal) 

Acceptable Responses--l point 
Kaan 

Planet Kaan 

Unacceptable Responses--O points 
another planet 

outer space 
different planet 

Mars 
Venus 

Jupiter 
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6. Why did Professor Hugo want the people to go and tell 
their friends? (inferential) 

Acceptable Response--l point 
make money now or next year 

Unacceptable Responses--O points 
different from Zoo 

see them, too 
see this year or next 

never seen creatures 
wants people to know 
watch the animals 

more people can come 
lot of publicity 

a live entertainment 
exciting 
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7. How did Professor Hugo's Interplanetary Zoo travel? 
(literal) 

Acceptable Response--l point 
spaceship 

Unacceptable Responses--O points 
flying saucer 

from planet to planet 
bus 

allover world 
different places 

good 
in the air 

all big allies 
ship 

showing book 
making money 

fast 

8. Why did the she-creature feel that it wasn't dangerous? 
(literal) 

Acceptable Responses--l point 
in cages 

bars to protect her 

Unacceptable Responses--O points 
going to hurt her 

Hugo took care 
liked it 

way locked 
thought safe of all animals 

wasn't hurt 
making money 

everybody tells her 
Earth people nice 

walk on 2 legs 
safe and friendly 

brave 
dressed like humans 
don't walk on 2 feet 

relieved 
already traveled 

9. What made the ending of this story a surprise? (literal) 

Acceptable Responses--l point 
Earth was Zoo 

2 Zoos 
people and creatures thought same 



Unacceptable Responses--O points 
want to go back 

all like it 
took creatures home 

animals pay to see humans 
left 
good 

went on 
short 

best Zoo ever 
this year's Zoo better 
got free and went back 

talking about real people 
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10. Professor Hugo was doing something very clever. What 
was it? (inferential) 

Acceptable Responses--l point 
charging both sides 

getting money from humans and creatures 

Unacceptable Responses--O points 
pay creatures 
having a Zoo 
making money 

different creatures 
dressing up as creatures 

telling people to tell friends 
go planet to planet 

take horse spiders to Earth 
going to get them 

11. What did the Earth people and the creatures think of 
the Zoo? (inferential) 

Acceptable Responses--l point 
both liked it 
best Zoo ever 

creatures were amusing 
very good 
enjoyed it 
terrific 

neat 
worth the money 

Unacceptable Responses--O points 
curious 

amazed 
pretty place 
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12. Did Professor Hugo cheat anyone? 
(inferential) 

Why or why not? 

Acceptable Responses--l point 
yes or no 

they all liked it 
got what paid for 

best Zoo ever 
interesting 

did to make all happy 
neither were fake 

made animals pay, too 
money is worth it 

not prisoners 
making a living 

Unacceptable Responses--O points 
honest man 

creatures in danger 
wasn't warned 

people couldn't see anim&~s 
weren't even real 



"The Story of an Hour"--Unfamiliar Selection 

2. What illness did Louise Mallard have? (literal) 

Acceptable Responses--l point 
heart attack 

bad heart 
heart trouble 
heart disease 

Unacceptable Responses--O points 
loved too much 

sick 
wheelchair 

sadness 
heartbroken 

3. Who told Louise of her husband's death? (literal) 

Acceptable Responses--l point 
sister 

JO 
Jo and friend (Richard) 

Unacceptable Responses--O points 
friends 

husband's friend 
Richard 
Mallard 

Rick 
brother-in-law 

telegram 
car 

guy at newspaper 

4. How had Brently Mallard died? (literal) 

Acceptable Responses--l point 
train wreck 

railroad accident 

Unacceptable Responses--O points 
car accident 
heart attack 

Louise 
accident 
drinking 

army 
real slowly 
didn't die 
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5. How did Louise react at first when she heard of her 
husband's death? (literal) 

Acceptable Responses--1 point 
did not freeze 

knew meaning 
wept 

went to room alone 
did not speak 

silence 
quiet 
crazy 

left room 
strange 

Unacceptable Responses--O points 
sad 
bad 

didn't do anything 
scared 

calm 
mad 

shock 
heart beat hard 

never happened 
all time to self 

depressed 
screamed 

kill herself 

6. Why did she go to her room alone? (inferential) 
Acceptable Responses-~l point 

be alone 
be self 

think deeply 
couldn't share feelings 

sad 
think 

remember 
upset 
cry 

depressed 

Unacceptable Responses--O points 
scared 

get sick 
all self 

something wrong 
husband dead 

loved husband 
see if he's there 
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7. How did Louise feel about her husband Brently? (literal) 

8. 

Acceptable Responses--l point 
loved him 

didn't love him 
sad 

looked up to him 
free death 

Unacceptable Responses--O points 
bad 

unhappy 
sad 

amazed 
wished he was back 

upset 
close 

he did not like her 

Why did Louise later feel free? (inferential) 

Acceptable Responses--l point 
wasn't married 
life goes on 
husband dead 

stopped fighting it 
no one to give self to 

no one to hold her down 
he wasn't around anymore 

had no one 
not worry about others 

Unacceptable Responses--O points 
not liked him to die 

felt him near 
she's married 
felt he's OK 

relaxed 
forgetting 

heard voice 
when she died 
felt better 

needed to yell it 
sky 

used to it 
come out of room 

drinking 
going to die 

glad he's not dead 
Brently alive 



9. who opened the front door with a key? (literal) 
Acceptable Responses--l point 

Brently Mallard 
Louise's husband 

Mr. Mallard 

Unacceptable Responses--O points 
sister 

Jo 
Louise 

Brently's friend 
Richard 

man 
joy 

brother 
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10. There are two big surprises at the end of the story. 
What is the first? (literal) What is the second? (literal) 

Acceptable Responses--l point 
Louise dies 

Brently lives 

Unacceptable Responses--O points 
(anything else) 

11. What is meant by a "joy that kills?" (inferential) 
Acceptable Responses--l point 

dies happy 
sees husband 

dies of lots of joy 
excitement killed her 

went to heaven happy 

Unacceptable Responses--O points 
very happy 

shocked 
suicide 
drunk 

likes to kill 
did not believe 

free spirit 
free of someone 

12. Why is the title "The story of an Hour"? (inferential) 
Acceptable Responses--l point 

takes an hour 
one or both died in an hour 

Unacceptable Response--O points 
scary 



APPENDIX H 

CATEGORIZATION OF ORAL PREDICTIONS 

Individual Predictions of "Not Lucky Enough" at the Midpoint 

Prediction Category Number of Responses 

he plays--now or later 17 
he doesn't play; watches 10 
they win 3 
party/pizza after game 3 
they don't play well; they lose 2 
he or boy gets hurt 2 
he leaves/does something else 2 
fight between Helen and Ron 2 
Ron and Helen become friends 1 
boy in wheelchair was lucky 1 
Helen plays for him 1 
get guy who knocked him out of wheelchair 1 
wants everything 1 

Individual Predictions of "Not Lucky Enough" at the Climax 

Prediction Category Number of Responses 

he knows boy or finds out who he is 8 
Ron plays; his legs get better 8 
make friends 6 
Ron can't play 6 
boy is famous: rich, dad is governor, 

movie star, etc. 5 
boy plays again; gets well and walks 3 
they win 2 
they lose 2 
party 1 
talks to boy 1 
Helen plays 1 
Ron and boy aren't friends 1 
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Group Predictions of "Not Lucky Enough" at the Midpoint 

predictio.n Category Number of Responses 

Ron plays 27 
won't play 7 
Ron and Helen become friends; marry 3 
leaves 2 
assistant coach position/he helps team 2 
Helen may not work/plays 2 
boy in chair wants to play 1 
find Dave and Mike 1 
fight with Helen 1 
think about accident 1 
play on other team 1 
friends with boy 1 
won game 1 

Group Predictions of "Not Lucky Enough" at the Climax 

Prediction Category Number of Responses 

Ron plays 
they find out who he is 
boy watches and talks/friends 
Ron plays with boy in the chair 
Ron doesn't play 
Ron wins 
he was the boy in the other car 
Helen and Ron play 
Ron starts running fast again 
boy doesn't play 
they lose 

14 
8 
6 
5 
3 
2 
2 
2 
1 
1 
1 
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Individual Predictions of "Zoo" at the Midpoint 

Prediction Categories 

go to other country/state 
people pay to go and see them 
go back to space/Mars; don't stay 
get lost, stranded, leave him there 
come back to Earth 
professor goes for more animals 
animals get loose and take over 
the spaceship blows up 
people go back with them 
puts animals in a Zoo and keeps them 
Hugo is famous 
Hugo has special powers 
Hugo is lying 

Number of Responses 

13 
10 

6 
6 
5 
5 
4 
2 
2 
2 
1 
1 
1 

Individual Predictions of "Zoo" at the Climax 

Prediction Categories 

go to Earth 
they go home 
humans go to visit creatures 
they don't leave Earth 
people hurt them/kill humans 
Hugo was cheating them 
go get more animals 
they walk like humans 
Hugo becomes rich 
sells them 
they learn something 
live on island 
some take them 

Number of Responses 

21 
7 
6 
4 
4 
2 
2 
1 
1 
1 
1 
1 
1 



Group Predictions of "Zoo" at the Midpoint 

Prediction category Number of Responses 

everybody goes to see 
get other animals 
doesn't come back 
ship breaks down/crashes 
horse dies 
animals get out and attack/bite heads off 
tell friends 
best Zoo 
comes back to Chicago 
people dressed up as creatures 
changes to animals and then back again 
people find out animals are not from Mars 
horse gets out of cage 
raise prices 
friends call her 
make carnival 
pick up people 
make movie 
bring monster 
buys something with money 
someone tries to steal horse spider 
people stowaway 

Group Predictions of "Zoo" at the Climax 

18 
4 
3 
3 
3 
3 
2 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 
1 

Prediction Category Number of Responses 

go to Earth again 
kill professor or spiders 
they go to cities/planets 
they don't go to any other cities 
they make friends 
make money/both pay 
stay on Earth 
earthlings go up 
they crash 
writes and sells books 
make a zoo/museum 
people live with creatures 
they don't like Earth 
get lost 
gets more animals 

10 
6 
6 
5 
3 
3 
2 
2 
2 
2 
2 
1 
1 
1 
1 
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Individual predictions of "The story of an Hour" at the 
Midpoint 

Prediction Category Number of Responses 

possessed/husband's spirit 7 
kills herself/dies 6 
tries to forget 5 
alone/sad/cries 5 
husband comes back to life 5 
funeral/will 4 
move to small house/get rid of stuff 2 
friends come/ask not to mention him 2 
falls in love and remarries 2 
heart problems 2 
someone comes to stay with her 1 
has a child 1 

Individual Predictions of "The story of an Hour" at the 
Climax 

Prediction Category 

he comes back 
tries to get along/free 
finds someone else/gets married 
husband's spirit 
gets sick 
she dies 
goes with Jo who feels sorry for her 
little changes 
Richards' friend/brother died 
funeral/church 
Richards made up story 

Number of Responses 

16 
6 
4 
3 
2 
2 
2 
2 
2 
2 
2 
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Group Predictions of "The Story of an Hour" at the Midpoint 

Prediction Category 

she dies/is killed 
she gets better and goes to work 
thinks husband's alive 
goes crazy/goes to crazy home 
sees/dreams about husband 
cries/stays lonely/doesn't remarry 
has a boyfriend or remarries 
husband's spirit 
funeral 

Number of Responses 

13 
9 
5 
4 
3 
3 
3 
2 
1 

Group Predictions of "The Story of an Hour" at the Climax 

Prediction Category 

husband's alive 
drunk 
gets over it 
he's here; she dies 
she dies 
funny farm/she kills people 
spirit 
doesn't like wife 
husband's ghost 
tears up the place 
party 
Richard's lying 
takes drugs 
divorce 

Number of Responses 

22 
4 
4 
3 
2 
2 
1 
1 
1 
1 
1 
1 
1 
1 
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