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ABSTRACT 

This study was undertaken to gain a greater understanding of 

what readers do to comprehend expository and narrative text. Specific

ally, 24 randomly selected good tenth grade readers.used various 

strategies to comprehend both an expository and narrative selection. 

The selections assigned to them were from a group of 12 earth science 

and 12 short story selections, both groups randomly selected, presented 

in units of the following sequence and length: 400-, 250-, 100-words, 

and 10-sentence lengths. Students read silently and their "thinking 

aloud" in regard to their silent reading provided the basis for strategy 

identification and for the development of a strategy classification sys

tem which included four major categories of print-oriented, explicit and 

implicit message-oriented, and integrative-evaluative strategies. 

Descriptive and statistical comparisons among strategies were 

analyzed in terms of these four major categories. These comparisons 

offered strong evidence that readers used a variety of strategies within 

and across text types, since strategy use was investigated in relation 

to multiple texts. Differences were noted, however, in the frequency 

and proportion of strategies used between the two text types. For in

stance, readers used a greater frequency and proportion of strategies 

in reading narrative compared to expository text. Statistical signifi

cance at the .01 level was also shown for frequency and proportion of 

implicit message-oriented strategies used in reading narrative compared 

- x 
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to expository text. Differences were detected in frequency and pro

portion of strategies used in relation to the length of unit read. 

Predominant patterns of individual reader's strategy use were noted 

for each of the text types and for the text types combined. 

Results of this study suggest several implications for further 

research. First, a study of the effect of other differing types of 

text on readers' strategy use is needed to clarify and specify readers' 

strategy use in comprehension. Secondly, a comparison of strategy use 

of good with poor readers in regard to differing types of text is re

quired to identify strategies used by different types of readers. 

Thirdly, an investigation into the developmental aspects of readers' 

strategy use in regard to differing types of text is needed to provide 

insights into the ways in which strategy use is acquired and modified. 

Fourthly, a comparison of readers' strategy use in regard to text pre

sented in varying lengths is needed to better explain the relationship 

between reader comprehension and length of text read. 



CHAPTER 1 

INTRODUCTION 

Understanding the process by which a reader comprehends—brings 

meaning to and gains meaning from text—has long been a concern of 

researchers throughout the field of reading. That concern has stemmed 

from a recognition that comprehension is the very essence of reading, 

for to speak of reading without comprehension is meaningless. Evidence 

of current interest in this topic can be noted in the increased number 

of research efforts directed toward understanding the comprehension 

process and determining how it is that readers come to comprehend text. 

Despite this increased attention in regard to the comprehension 

process, much speculation still remains. A need for additional research 

can be noted in these three related areas: (1) endeavors directed 

toward determining the unit (e.g., sentence, paragraph, or longer con

nected discourse) at which the comprehension process should be investi

gated; (2) attempts at identifying the strategies readers are thought to 

employ in comprehending texts differing- in purpose, style, and struc

ture; (3) efforts at comparing strategies used by an individual reader 

in comprehending texts of differing types. 

These areas are of importance for both instruction and research 

in comprehension. In addition, they are of significance to a group of 

readers which has been largely neglected in comprehension instruction 
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and research—adolescents. Although adolescent readers are frequently 

required to demonstrate comprehension of text of differing types (e.g., 

expository, narrative) in terms of various units read (e.g., sentences 

and longer units), few research efforts have examined the relationship 

between comprehension and length and type of text. 

A major aim of this study, therefore, has been to investigate 

the strategies adolescent readers use as they read different types of 

text presented in differing lengths. In addition, attention has been 

focused on the strategy use of individual readers. Information gener

ated from this study should provide new insights and understandings 

concerning the process by which comprehension is achieved, particularly 

with regard to the adolescent reader. 

Background of the Study 

Current knowledge regarding the comprehension process has been 

critiqued by researcher Herbert Simons (1971). In his review of liter

ature, Simons has identified seven major approaches to the study of the 

comprehension process which share a common focus, but represent varied 

research designs. Included in the approaches which Simons has described 

are the following: 

1. A skills approach wherein skills or taxonomies of comprehen

sion skills are construed; 

2. A measurement approach in which the comprehension process is 

inferred from the reader's ability to correctly answer some 

predetermined percentage of or type of question; 
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3. A factor analytic approach which attempts to identify the major 

components of the comprehension process through application of 

statistical analysis; 

k. A readability approach which examines characteristics of 

written material thought to be related to the comprehension 

process; 

5. A correlational approach which focuses on identifying variables 

related to the comprehension process; 

6. An introspective approach which requires the reader to discuss 

or evaluate his own reactions to what he has read; 

7. A models approach which relies on the construction of theoreti

cal frameworks to explain the comprehension process. 

Simons (1971) has noted that all deal primarily with the prod

ucts of comprehension rather than directly with the process, so that it 

is from a study of the products that the process is inferred. For 

example, a reader may be questioned about what he has read. How accu

rately he responds to this questioning may be taken as an indication of 

how well he comprehends the text and of the types of strategies he has 

utilized. Although Simons has admitted' that the reading process is not 

accessible to observation, he has suggested that the emphasis on prod

uct rather than process is a major limitation to these approaches. 

Another more recent approach to the study of the comprehension 

process--discourse analysis--deserves mention here. Discourse analysis 

involves an investigation of the textual features and/or reader 
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characteristics which may aid or hinder comprehension. In this type of 

research, readers are asked to recall or retell what they have read. 

Readers' responses are matched against a propositional or linguistic 

analysis of the text which entails dividing the text into sub-sentential 

units of meaning according to a system of rules. Accuracy and complete

ness of recall are generally taken as the measures of comprehension and, 

in turn, provide the basis for a study of the effect of reader charac

teristics or schema • (a reader's knowledge and background experience 

thought to be meaningfully organized within a cognitive framework) on 

text comprehension. Recall also serves as a standard against which the 

relationship between textual features and comprehension can be assessed. 

Researchers in the area of discourse analysis have generally been 

divided into two persuasions according to the degree of emphasis as

signed to the text or to the reader in assessing comprehension. 

Among the approaches reviewed by Simons (1971), the introspec

tive approach is described as "admirable" because of its attempts to 

examine the mental processes underlying the reading act. Researchers 

who have used this approach, or that of a similar retrospective analysis, 

have attempted to study the comprehension process by examining readers' 

comments or judgments concerning their own reading behavior. 

More recently, Olshavsky (1976-1977) and Kavale and Schreiner 

(1979) have utilized protocol analysis to study the comprehension 

process. Protocol analysis requires the reader to recall what he has 

read. In this, it is similar to the discourse analysis approach. 
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Protocol analysis also resembles introspective and retrospective analy~ 

sis because the reader verbalizes in regard to his own reading. 

These process-oriented studies have provided valuable insights 

into readers' comprehension efforts. They are, nevertheless, limited 

because they have generally restricted their examinations to situations 

in which readers have been asked to read narrative texts, usually short 

stories. The adolescent student, however, reads extensively in content 

area or expository texts. These studies are limited also because text 

selections have been confined to one or two selections, which have been 

researcher-written. Any attempt to generalize research findings to 

larger populations of text or to naturally occurring text is severely 

limited, as Gagne and Memory (1978) have noted. 

In spite of the varied approaches to the study of comprehension, 

much remains to be learned. For instance, little is known concerning 

readers' use of strategies in comprehending different types of text. 

As mentioned previously, many studies have focused on readers' compre

hension of narrative text, but few have utilized expository text. As a 

result, it is sometimes assumed that adolescent readers use the same 

strategies for reading expository text as they do for narrative. On 

the other hand, most secondary reading experts have long held that ex

pository texts require the use of specialized strategies. Many of 

these authorities have developed various techniques to assist students 

in comprehending expository text based on conjectures resulting from 

their own personal examination and assessment of text. 



6 

Additionally, strategies or skills for use with expository text 

have also been identified as a consequence of the successful use by 

readers of a researcher-designed strategy or technique. With the excep

tion of McCallister (1930), however, the actual experience of readers 

with expository texts has seldom served as the source for strategy or 

skill identification. A need exists, therefore, to examine the strat

egies adolescent readers actually use in comprehending naturally occur-

ing expository as well as narrative text. 

Few studies have directly examined the comprehension strategies 

of individual readers. Therefore, a lack of information exists con

cerning strategies used by individual readers in comprehending differ

ing types of text. Often individual reader behavior or strategy use 

has been identified indirectly through comparisons of groups of "good" 

and "poor" readers. Generally in these studies, readers have been given 

specific pre-reading instructions to follow. For example, they might be 

directed to read for general ideas or specific details, as in a study 

conducted by Helen Smith (1967). Data analysis in these types of stud

ies is related to subjects' performance of the assigned task, and 

assumptions based on these findings have been generalized to individual 

readers' strategy use. 

Gibson and Levin (1978) have suggested that mature readers are 

adaptable and flexible as they read different texts for differing pur

poses. In fact, they have spoken of "spontaneously varying strategies 

for dealing with different kinds of text" (Gibson and Levin, 1978, 

p. i»71). In addition, they have provided case studies of several mature 
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readers' introspections in regard to their reading of specific types of 

text. These case studies are interesting because they focus on mature 

readers' awareness of their own reading. They do not, however, provide 

objective information about the strategy use of individual readers. 

Of concern here also is the length or unit of text toward which 

comprehension research should be directed. Underlying this concern is 

the assumption that comprehension research should be related to the unit 

toward which readers' comprehension efforts are aimed. Opinions in this 

regard vary. Simons (1971), for instance, has suggested that there is 

no theoretical or linguistic basis for research beyond the sentence 

level. He concedes, however, a need to explain "the comprehension of 

larger units of discourse" (Simons, 1971, p. 361). Golinkoff (1975-

1976) concludes in a review of the literature that phrase-level reading 

is the minimum length unit at which good comprehenders read. She, 

nevertheless, cautions that "any characterization of the good compre-

hender that stresses an orderly progression through phrase units would 

probably be missing the mark since sampling from other areas in the text 

occurs at the same time" (Golinkoff, 1975-1976, p. 647)• 

Previous process-oriented comprehension studies have done little 

to clarify the issue. Units or length of text utilized in such studies 

represent a broad contrast. Most, for instance, has asked readers to 

recall the text and discuss their reading behavior or reaction after 

first reading a total passage, then rereading smaller segments of the 

same passage. Olshavsky (1976-1977), on the other hand, required read

ers to respond to text at the independent clause level. 



It seems apparent that much remains to be learned about the 

process of comprehension and about how adolescent readers comprehend. 

This study was, therefore, directed toward gaining a greater under

standing of the comprehension process and an increased knowledge of 

the strategies adolescent readers use to comprehend. 

The Problem 

This descriptive study sought to determine: 

1. The differences, if any, in readers' strategies for reading 

text presented in terms of differing units of length (sentences, 

longer units) within different types of texts (expository and 

narrat i ve). 

2. The differences, if any, in readers' strategies for reading ex

pository (earth science) text and narrative (short story) text. 

3. For individual readers, the differences, if any, in strategies 

for reading expository (earth science) text and narrative (short 

story) text. 

In order to meet the purposes of this study, the following re

search hypotheses were tested: 

1. There are no significant differences between strategies readers 

use when text is presented in terms of differing units of length 

(sentences, longer units) within different types of texts (ex

pository and narrative). 

2. There are no significant differences between strategies readers 

use when reading expository (earth science) and narrative (short 

story) text. 
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3. For individual readers, there are no significant differences in 

strategy use when reading expository (earth science) text and 

narrative (short story) text. 

Significance of the Study 

This study should prove significant for research as well as 

instructional purposes. Potential contributions to the general research 

based knowledge of the comprehension process include: increased under

standing of readers' strategy use; indications as to individual readers' 

adaptability and flexibility; and additional information in regard to 

the size unit or length of the passage appropriate to comprehension 

research. 

Significance may also be found in the study's focus on adoles

cent readers—a group which has been largely ignored in reading research. 

A review of research on adolescent reading reported by 16 doctoral stu

dents at The University of Arizona provides an indication of this phe

nomenon. In commenting on this review, Vaughan et al. (1980, p. k) 

concluded: 

1. instructional strategies are being recommended to improve 
adolescents' reading ability without a solid research base; 

2. research that has been conducted has focused largely on 
skills taught in isolation apart from the issue of overall 
reading abi1ity; 

3. research that might support the use of a particular 
strategy, especially specific skills instruction, has been 
conducted with primary and elementary school students; 
results have simply been interpolated upward to apply to 
adolescents and such is an inappropriate and dangerous use 
of research. 

Finally, use of a process-oriented methodology as employed 

within this study is significant. Potentially, it provides a view of 
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the readers' actual learning or comprehension process. In this regard, 

Simons (1971, P> 3^1) has noted, "the more effectively instructional 

techniques take advantage of the actual learning process, the more 

efficiently a student will learn. If this is correct, then research 

efforts directed at uncovering basic processes will help improve in

struction by making it easier to capitalize on these processes." 

Assumptions Underlying the Study 

1. Subjects whose scores in reading on the California Achievement 

Test place them at stanines 7, 8, or 9 could be classified as 

above average or good readers. 

2. Subjects' verbal descriptions of their reading behavior, 

reactions, and thought processes were an accurate statement of 

what occurred during reading. 

3. Subjects' strategy use could be inferred from their verbal 

accounts and recall of what they have read. 

b. Subjects' reading response during the research situation 

accurately approximated their reading behavior in a normal 

reading situation. 

5. Procedures for classifying subjects' use of strategies could be 

logically deduced and systematically applied. 

Limitations to the Study 

1. Sample size was small, limiting generalizabi1ity and type of 

data analysis. 

2. Use of protocol analysis created an artificial reading situa

tion in at least two ways: 
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(a) subjects were required to interrupt their reading to report 

on i t; 

(b) the researcher determined the lengths of the unit read by 

the subjects. 

Definitions 

1. Process—"systematic series of actions directed to some end" 

(The Random House College Dictionary, 1975, p. 1055)• 

2. Strategy—purposeful means of comprehending the text message 

(Olshavsky, 1976-1977). 

3- Comprehension process—systematic use of strategies by reader 

to bring meaning to and gain meaning from the text. 

k. Reader's verbal accounts or thinking aloud—what the reader 

reports in regard to what is happening in the passage; what he, 

the reader, is doing and thinking while reading; and how he is 

reacting to what he is reading. 

5. Thought unit—smallest segment found in protocols which indi

cates strategy use, usually consisting of a noun phrase and a 

finite verb. 

6. Protocol—transcript of a subject's verbalizations during 

reading (Newell and Simons, 1972). 

7. Protocol analysis—a methodology which makes use of subjects' 

verbalizations during reading in order to identify strategy 

use (Olshavsky, 1976-1977). 

8. Naturally occurring text—text presented in the form originally 

published, not manipulated or rewritten by the researcher. 



CHAPTER 2 

REVIEW OF THE LITERATURE 

Comprehension research has received increasing attention in the 

19701s. The establishment by the National Institute of Education of 

the Center for the Study of Reading to investigate reading comprehension 

is tangible evidence of the current interest. Among issues examined by 

present-day researchers is that of determining the strategies or pro

cesses used by readers in comprehending. It is the purpose of this 

chapter to review studies which are relevant to this issue as well as 

to other related topics such as: 

1. the unit or length of text towards which comprehension research 

should be directed; 

2. the identification of strategies or processes used by readers 

in comprehending expository and narrative text; 

3. the strategy use of individual readers as they comprehend 

expository and narrative text. 

Investigations into Comprehension 

Many approaches have been used to investigate how readers com

prehend. Two which are of particular relevance to this study compare 

what the reader says about what he has read with specified aspects of 

the text itself. These two approaches differ, however, with regard to 

what the reader is asked to report. One approach has emphasized 

12 
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faithfulness or accuracy of readers' recall of text. The other ap-

proach, which may be designated "process-oriented," requires subjects to 

relate additional information along with recall data. As a result, sub

jects' feelings, thoughts, reactions, or descriptions of what they are 

doing while reading may be interspersed with the recall. Because this 

study has employed a process-oriented methodology, which has included 

readers' recall, both previously described approaches have been signif

icant to the development of this study. 

Reca11 

Use of recall for studying comprehension has a long history 

dating back to Bartlett's discovery in 1932 that readers' "accuracy of 

reproduction (in recall) in a literal sense, is the rare exception and 

not the rule" (Bartlett, 1961, p. 93). Recall is thought to be of 

particular importance to the study of reading comprehension. In this 

regard, Nancy Marshall and Marvin Glock (1978-1979, p. 13) have noted, 

"By studying recall for information presented in a passage, one is not 

just studying the process of comprehension for written material. One 

is also studying the process of thinking that seems to be linguistically 

encoded." Sharon Smith (1978, p. ̂ 9) has also stated that recall, "pro

vides a sample of the reader's own conceptualizations of the material 

and indicates how he is shaping his understanding of it." 

Although recall has been used for many comprehension research 

efforts, the present review will be directed toward those topics of 

most relevance to the current study. Among those are studies which 

have investigated the effect of type of text on readers' recall and 



comprehension. Examples of these studies can be found with those re

ported by Gordon et al. (1978) and Furniss (1979). College students in 

three experiments reported by Gordon et al. read and recalled passages 

representative of short story, definitional, and instructional struc

ture. In the study conducted by Furniss, sixth graders recalled 

narrative-story and descriptive-informational structured passages. In 

both studies, significant differences were noted in quantity of recall 

between passages according to text structure. The researchers concluded 

that text type does affect readers' comprehension of text. 

Studies using recall have also been helpful in identifying and 

classifying strategies or processes used by readers in comprehending. 

Smith (1978), for instance, studied the recall of 9^ high school subjects 

of an American history text. Subjects' oral retellings were classi

fied into a system devised to analyze readers' recall. 

These studies have provided evidence that recall has been of 

significance in gaining insights into readers' comprehension. They hgve 

also illustrated alternative ways of analyzing recall data. 

Process-Oriented Studies 

Although the comprehension process cannot be examined directly, 

some studies have attempted to gain an understanding into readers' pro

cessing of text through an analysis of readers' reports relative to 

their own reading. These reports have included their recall, reports 

of their feelings and thoughts, and/or descriptions of what they say 

they are or were doing in response to the text. On the basis of these 
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analyses, inferences have been made by researchers about the strategies 

or processes used by the reader. 

Three methodologies which have been employed to conduct these 

studies are introspective, retrospective, and protocol analysis. These 

methodologies share the requirement that readers verbalize concerning 

their silent or oral reading. They differ with regard to what and when 

readers are asked to report. A description and review of each type 

follows. 

Introspective Analysis 

In introspective analysis, readers comment on their reading as 

they read. Additionally, their subjective and evaluative responses are 

elicited. Studies utilizing this methodology span the century beginning 

with Huey (1908), who used introspective analysis to investigate sub

jects' word associations. In 1930 James McCallister asked subjects to 

introspect as they answered questions related to their reading of 

American history, mathematics, and general science. From these data, 

he identified difficulties which he believed subjects encountered in 

reading in different content areas. 

Squires (1964) also used introspective analysis to investigate 

ninth graders' responses to four short stories. According to his 

analysis, readers' responses could be classified within eight cate

gories of a subjective, evaluative nature. 

Retrospective Analysis 

The timing of readers' commentaries on their reading and the 

procedure followed during reading distinguishes retrospective from 



introspective analysis. In retrospective analysis, readers generally 

read a total passage and respond to the reading as they re-read it a 

segment at a time. Piekarz (1956) compared 22 sixth grade subjects' 

reading of a passage on parent-child relationships. From this compari

son, she prepared case studies of two subjects who were approximately 

equal in reading ability and intelligence but differed greatly in com

prehension of and emotional reaction to the text. She concluded that 

emotional factors affect reading comprehension. 

Strang and Rogers (1965) utilized retrospective analysis in a 

study of responses of high and low ability eleventh grade readers to a 

short story. Significant differences related to reading ability were 

found between the two groups of subjects in recall of the literal and 

implied meanings of the story. 

In a study of good sixth grade readers, Fareed (1971) compared 

subjects' responses to history and biology passages. Through an analy

sis of their retrospective responses, Fareed identified processes used 

in comprehending history and biology passages and classified readers in 

terms of individual characteristics. 

Protocol Analysis 

Protocol analysis differs from introspective analysis in its 

emphasis on readers' objective rather than subjective reporting. It 

contrasts with retrospective analysis in its requirement that readers 

report on their reading in a more on-going manner. 

Olshavsky (1976-1977) has suggested that protocol analysis is 

superior to both introspective and retrospective analyses because the 
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former assesses readers' comprehension in a more direct, objective way. 

Confusions of past and present understandings possible with retrospec

tion are avoided. Subjective evaluation, characteristic of intro

spection, is also eliminated. 

Olshavsky employed protocol analysis in identifying strategies 

used by tenth grade good and poor readers in comprehending abstract and 

concrete short stories. Subjects' verbalizations were compared to the 

text and strategy use in comprehending the short stories was inferred. 

Olshavsky concluded that readers' strategy use was related to interest, 

reading ability, and text style. 

Kenneth Kavale and Robert Schreiner (1979) investigated sub

jects' reasoning strategies in answering reading comprehension questions 

on a standardized test. Subjects described the reasoning underlying 

their selection of multiple choice answers. Significant differences 

were noted between average and above average readers in the number and 

variety of strategies used. The researchers concluded that differences 

exist in the way average and above average students approach and handle 

comprehension items. 

These studies have demonstrated that processes and strategies 

which readers use in comprehending can be identified through an exami

nation of the readers' verbalizations in regard to reading. Addition

ally, these studies have shown that differences between readers can be 

noted from such an examination. Finally, they have provided evidence 

of the importance of interest, type of text (content, style and struc

ture), and reading ability to strategies or processes useful to readers 

in comprehending. 
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Reader Response to Text 

A comparison of reader responses to naturally occurring narra

tive and expository texts was of particular relevance to the current 

study. Although only one such study was identified, other studies com

paring reader responses to text differing in other ways proved helpful. 

The following review, therefore, has been directed towards an examina

tion of these issues: readers' responses to differing text type; 

readers' responses to length or unit read; and ways in which readers' 

responses have been categorized. 

Differing Text Type 

Among those studies which have focused on readers' responses to 

text differing in content, style and/or structure are those conducted 

by Fareed (1971), Olshavsky (1976-1977), Lantaff (1978), Gordon et al. 

(1978), and Furniss (1979). 

Fareed (1971) identified processes used by 12 highly verbal 

sixth grade subjects in reading two types of expository text written by 

him—history and biology. Subjects silently read and orally summarized 

each passage, describing their thoughts, feelings, and reactions to 

their first reading of the text as they re-read it in 50-word segments. 

Readers' verbalizations were classified into a system of seven cate

gories developed by Fareed for identification of processes used by read

ers. (This classification system is described in detail elsewhere.) 

Comparisons between processes used by subjects with the biology and 

history passages revealed significant differences in frequencies, 
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proportions and six of the seven categories, leading Fareed to conclude 

that text type affected processes used by readers to comprehend. 

Several factors, however, limited the generalizabi1ity of 

Fareed's findings. The sample size was both extremely small (12 sub

jects) and nonrepresentative of the general population as subjects were 

"highly verbal" students at the University of Chicago Laboratory School. 

By Fareed's (1971, P- 502) own admission, "This school is a private 

institution whose pupils come primarily from the families of business

men, professionals, and the faculty and staff members of the University." 

Additionally, passages used in the study were written by Fareed to be 

representative of history and biology and to meet certain specified 

criteria. Clearly, they were not examples of naturally occurring text. 

Findings from Fareed's study must, therefore, be generalized only to 

populations of subjects and text similar to those used in his study. 

Another study of effect of text type on comprehension was con

ducted by Olshavsky (1976-1977) who contrasted responses of 2k good and 

poor tenth grade readers to narrative text (short stories) differing in 

style. The two styles utilized were abstract and concrete. Abstract 

style was defined as "an original or unusual means of expressing an 

idea" (Olshavsky, 1976-1977, P- 659). Concrete style was likened to 

journalistic writing and was described as "straightforward." 

Subjects each read one short story silently, stopping at the 

end of each independent clause to recall what had been read and to 

describe what they were doing as they read. Subjects' responses were 

analyzed and ten strategies within three major categories were identi

fied. 
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An analysis of the data indicated that frequency of strategy use 

was affected by style of writing. This difference, however, was not 

found to be significant. Specifically, abstract style led to more fre

quent strategy use than concrete style. Differences also existed in the 

types of strategies used with each text style. Five of the ten strate

gies were used more often with abstract style text. The other five were 

used*more frequently with concrete style text. From these findings, 

Olshavsky reasoned that reader strategy use was affected by text style. 

Although there were several limitations in Olshavsky's study, 

the one most relevant to this current discussion was found in her choice 

of text. Olshavsky selected abstract and concrete style text for use in 

her study because they appeared to be the "most distinct and well de

fined" (Olshavsky, 1976-1977, P- 659) in a list of six delineated by 

Carroll (I960). Selections used in the study were, therefore, not 

representative of the differing kinds of narrative writing. Any gener

alizations from this study must, moreover, be confined to those narra

tive texts fulfilling the same criteria Olshavsky specified for the 

abstract and concrete styles used in her study. 

In a related study, Gordon et al. (1978) conducted three exper

iments to investigate the effect of differences in text structure on 

subjects' comprehension. Two different contents were written for each 

of three types of structure: short story, definitional, and instruc

tional. Twenty-two college students read and summarized the total of 

six texts in the first experiment. Subjects were later asked to recall 

three of the texts. Recall of the short story text was greater than 
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the definitional, which was, in turn, greater than the instructional 

text. No differences were noted for content. The researchers concluded 

that text type affected readers' recall. Expectations had been, how

ever, that instructional text would be recalled in greater quantity than 

definitional. The researchers attributed the greater recall of defini

tional than instructional text to summarizing. 

Two additional experiments, therefore, were conducted to ensure 

that summarizing had no effect on recall. In these latter experiments, 

23 college students heard and recalled three tape-recorded texts repre

senting short story, definitional, and instructional structure. Recall 

of the short story exceeded recall of the instructional, which exceeded 

recall of the definitional text. The researchers concluded that sum

marizing had affected recall in the first experiment. 

Other findings revealed that recall of the specific portion of 

the text—setting, motive, act, or outcome—varied with the type of 

text. Further, the amount of reordering (recall of text in a sequence 

different from that presented in the text) varied, with more reordering 

occurring with definitional than with instructional text type. The 

least reordering took place with the narrative text. Conclusions were 

that text type affects readers' recall not only in quantity, but in 

specific portion and order of text recalled. 

A major problem existed, however, in regard to the two latter 

experiments, which employed tape-recorded rather than printed prose. 

The relationship between listening and reading was not defined by the 

researchers. Generalizabi1ity to the act of reading of data gathered 



from listening may be somewhat limited. Moreover, the researchers' 

conclusions that differences in findings from the first to the second 

and third experiments were attributable to summarizing may be inaccu

rate. Those differences may well have been caused by the change in 

prose presentation. Additionally, passages used in all three of the 

experiments were constructed by the researchers as representative of 

three distinct types of text. Findings of this study are limited in 

generalizabi1ity by use of researcher prepared text. 

One study has been identified which contrasted responses of sub

jects to naturally occurring narrative and expository text. In this 

study, Lantaff (1978) analyzed the recalls of three groups: high and 

low ability fifth graders and college students. Three passages written 

at fifth-grade readability, according to the Fry (1968) formula, and 

representative of narrative, expository, and mixed text structures were 

selected from fifth grade social studies and science texts. The narra

tive passage related a story of the return of tribal lands to an Indian 

family, while the expository passage described the characteristics of 

building stones. The "mixed" passage, believed to contain components 

of both expository and narrative text structure, told of musical instru 

ments used by American Indians. 

Subjects' recalls of the three passages were classified into a 

four-category system of text-entailed, -evoked, -external, and general 

recall. No overall effects for texts or interactions between text 

categories were noted. A significant monotonic increase in recall by 

age was noted, however. In addition, high ability fifth grade subjects 



recalled the narrative passage significantly "better" than either the 

expository or the mixed passages, according to post hoc analysis. The 

data which is presented was scant and reported in such a way that no 

determination could be made as to what "better" means, nor could any 

assessment be made as to what areas of fifth grade high ability sub

jects' recalls were significantly different from the two other groups. 

Lantaff's (1978) selection of narrative, expository, and mixed 

texts was also questionable. Criteria used to distinguish between the 

three types was only alluded to and not clearly explained. The topics 

of building stones, musical instruments and relocation of an Indian 

family did not appear representative of clearly defined narrative, ex

pository, and mixed text in either content or structure. 

In another study which examined the effect of text type on 

reader comprehension, Furniss (1979) investigated the immediate and 

delayed recalls of sixth grade subjects for texts differing in struc

ture. Four texts equated in length and readability but representing 

two identical contents were prepared by Furniss. Each content was pre

sented in a narrative-story structure and a descriptive-informational 

structure. Subjects' responses were classified in terms of the same 

four categories utilized by Lantaff—text-entailed, -evoked, -external, 

and general recall. A higher proportion of responses were noted for 

the narrative-story than for the descriptive-informational structure. 

Although no differences were noted for recall between categories, amount 

of recall varied with regard to specific portions of the text. 
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Furniss (1979), as did Fareed (1971) and Gordon et al. (1978), 

utilized passages she had written to be representative of a specified 

type of text. Generalizations from her study must be limited, there

fore, to the text used in her study. 

As has been mentioned previously, the four studies summarized 

above have been limited by the text used. In some cases, text was 

written by the researchers to represent specific types of texts. Sub

jects, therefore, responded to fabricated text—text developed to meet 

criteria established by the respective researcher. In other instances, 

text met researcher devised or selected criteria. In the study con

ducted by Lantaff (1978), which presumably employed naturally occurring 

text, selections of narrative, expository, and mixed text were made from 

social studies and science text which are usually thought to be exem

plary of expository text. To what extent texts used in these studies 

were truly representative of naturally occurring texts that school-age 

children read cannot be determined. Certainly, their generalizabi1ity 

is questionable. 

Additionally, all four studies utilized one or two samples of 

each type of text investigated. The limitation in generalizabi1ity from 

such a small representation of nonrandomly selected text has been noted 

by Bradley (1976) and Gagne and Memory (1978). 

The significance of these studies for the current study lies in 

their findings that text structure and/or style affects readers' com

prehension, particularly in terms of quantity of recall. Of relevance 

also is that differences were noted in recall of specific portions of 

the text. 



Units of Processing 

Determining the unit or length towards which readers direct 

their efforts at comprehension has long been a concern of researchers. 

A central issue in the study of comprehension, it has often been ig

nored. Those who have addressed the issue often disagree. Golinkoff 

(1975-1976), for example, concluded that the phrase-level is the minimum 

level at which good readers comprehend. Simons (1971) has suggested 

that no theoretical or linguistic basis exists for comprehension re

search beyond the sentence level. Gibson and Levin (1978), on the other 

hand, have asserted that the size of the unit read depends on the task. 

Still another view has been presented by Perry Thorndyke (1976, p. ̂ *0 , 

who has noted that "Prose comprehension consists not only of comprehen

sion of individual sentences, but of the integration of sentences into 

a larger framework." 

While expert opinions differ, studies of relevance to the cur

rent study have generally been of two types. In one group of studies, 

researchers have attempted to assess the unit at which comprehension 

occurs in a direct way. In these studies, subjects' responded to a 

given length or unit of text. In another group of studies, it may be 

said that researchers have investigated the same issue in an indirect 

manner. Studies of this type have focused on other aspects of the com

prehension process in relation to a given unit or length of text — 

phrase, sentence, paragraph, or larger discourse. In so doing, 

researchers have simply assumed that their use of a given length or 

unit of text was appropriate for an investigation of comprehension. 
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Direct Assessment 

Many of the studies which have attempted to determine the unit 

at which comprehension takes place in a direct manner have dealt with 

units as small as letters, syllables, or words (Savin and Bever, 1970; 

Foss and Swinney, 1973). Of greater importance to the current study, 

however, have been those studies examining phrase-level or larger units. 

Several of these have compared good and poor readers and concluded that 

poor readers tend to read at the word level, while good readers read in 

units larger than individual words (Cromer, 1970). 

Several have also used reader response to a single sentence or 

sentences in paragraphs of unrelated sentences to support the view that 

the phrase is the basic unit of comprehension (Levin and Kaplan, 1970; 

Levin and Turner, 1968; Schlesinger, 1968). A good example of studies 

of this kind has been provided by Levin and Turner (1968). These re

searchers recorded the number of times their subjects (second, fourth, 

sixth, eighth, tenth graders and adults) read to the end of a phrase in 

sentences containing phrases of either two, three, or four words. The 

distance which the eyes traveled ahead of the voice was measured. Re

search results revealed that only second graders did not read in phrase 

units. The researchers concluded that readers as young as fourth grade 

read in phrase units. 

Studies of this type have been limited in their assumption that 

oral reading behavior is comparable to silent reading behavior. Very 

little reading is, in fact, done orally by mature readers. Further, it 

may well be that oral reading forces readers to attend to smaller units 

such as words or phrases since the eyes must keep pace with the voice. 
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Support for the sentence as the basic comprehension unit has 

come from Martinez, Ghatala, and Bell (1980), In their study 160 

seventh grade subjects orally read one of two stories in a manner deter

mined by their assignment to one of four conditions—word, sentence, 

short paragraph, or control group. With the exception of those in the 

control group, all subjects stopped at spots designated by their assign

ment to an experimental condition to point to one of three cards desig

nating a pleasant, unpleasant, or neutral reaction to what they had 

read. This procedure was followed in order to force subjects to "en

code" the text message, according to the researchers. All subjects 

subsequently orally recalled the story they had previously read. An 

analysis of data indicated that subjects' recalls were greater in quan

tity and level of importance with the sentence and lowest with the word 

condition. No differences in recall were noted between subjects in the 

control and those in the short paragraph condition. Martinez et al. 

(1980, p. 93) concluded that "Perhaps such units (paragraphs) are too 

large to allow much control over the kind of processing that takes place 

within the phrase and sentences of the paragraph and therefore little 

difference between this condition (paragraph) and the control condition 

would be expected." 

Limitations to this study were found in the use of oral rather 

than silent reading and in the procedure for encoding the text message. 

As was mentioned previously, oral reading is unnatural for mature read

ers and forces attention on smaller units of text than might be the case 

with silent reading. The requirement that subjects indicate their re

action to the text by pointing to cards throughout the reading in order 



to encode the text message made for an artificial reading situation. 

These two factors make generalizations of this study to other situations 

di fficult. 

These studies investigating the unit or length basic to compre

hension were nonconclusive. They did, however, provide a general back

ground against which one important aspect of this study—determining 

the relationship between reader strategy use and length of text—could 

be viewed. Primarily, however, they indicated a need for additional 

research with regard to the unit or length of text basic to comprehen

sion. 

Indirect Assessment 

Process-oriented studies which were similar to the present study 

in design have not directly investigated the length or unit at which 

comprehension occurs. These studies have, however, gained a measure of 

subjects' responses relative to various lengths or units of text read. 

This became a significant factor in view of evidence that the size of 

the unit read may influence the quantity and type of comprehension 

achieved (Martinez et al., 1980). 

Considerable variety was found in these studies. Many required 

subjects to read a total passage and then respond to it after re-reading 

specified segments. For instance, Fareed (1971) required his subjects 

to read two passages of approximately 1,000 words each and then respond 

as they re-read it in 50-word segments. Smith (1978) and Furniss (1979), 

in studies which were similar to these process-oriented studies in de

sign and analysis, had subjects read total passages before recalling. 



Furniss' passages were several paragraphs long, while Smith's passage 

was approximately 1,000 words. Olshavsky (1976-1977), on the other 

hand, asked tenth grade subjects to read short stories of approximately 

2,500 words, stopping to verbalize at each independent clause. 

None of the researchers cited above has attempted to justify or 

explain their choice of unit length nor has any consideration been made 

of the relationship between length of text and research findings. In 

addition, Olshavsky's use of the independent clause unit required a 

very unnatural form of reading on the part of her subjects. Generaliza

tions have been made, however, by these researchers to reading situa

tions employing very dissimilar lengths. Sometimes these generalizations 

have taken the form of educational implications. It may well be ques

tioned whether findings from studies employing one length of text can be 

reasonably generalized to those utilizing other lengths. 

Because readers' responses to several units or lengths of text 

have been investigated in this present study, the studies reviewed here 

have supplied important background information. The very lack of dis

cussion of unit or length of text has emphasized the need for research. 

These studies, however, have provided standards against which strategy 

use as identified in this study could be measured. 

Strategy Classification 

Studies which have developed systems for categorizing readers' 

recall or responses to text have been of particular interest to the 

current study. In studies of this type, readers' responses have been 

segmented into meaning units, approximating a clause or phrase. These 



units have then been classified in terms of what the researcher has 

called the readers' efforts to comprehend the text. These efforts have 

been variously labeled as strategies, processes, or statements. For 

example, Olshavsky (1976-1977, p. 656) has spoken of "strategies" and 

has defined them as "purposeful means of comprehending the author's 

message." Fareed (1971, p. 502) has spoken of interpretative processes 

and has suggested that readers' verbalizations in response to text are 

"close manifestations of their interpretive processes in reading." 

Smith (1978) has described her meaning units as information units or 

statements. 

Regardless of label, these meaning units have been thought to 

indicate and/or reflect how the reader makes sense of the text. Thus, 

they can be compared and contrasted as can the systems which have been 

developed for their classification. 

The classification systems of Fareed (1971), Olshavsky (1976-

1977), and Smith (1978) have been especially useful, for they have 

served as models against which the classification system developed for 

this study could be assessed. A review of each of these classification 

systems follows. 

Fareed (1971, P- 509-510) developed a classification framework 

of seven classifications with 15 sub-classifications to describe his 

subjects' oral reports of their thoughts, feelings, and reactions to 

what they had read. These included: 

1. Reproduction—subjects basically restated, paraphrased 
what was read. 

2. Inquiry—subjects inquired with regard to what they had 
read (ranged from trivial to carefully considered 
inqui ries). 
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3. Personal judgment—subjects expressed personal opinions 
or reactions to text of either of the following kinds: 
a. emotive opinions or reactions—subjects expressed 

feelings, beliefs or values 
b. rational opinions or reactions—subjects' responses 

indicated logical reasoning. 

k. Literary reactions—subjects reacted to style, language 
structure of what was read. 

5. Association—subjects' associated information in text to 
prior knowledge or experience. 

6. 111 umination--subjects illuminated the text message in 
one of the following ways: 
a. make comparisons 
b. related cause and effect 
c. noted of followed sequence of events of steps 
d. expanded, illustrated text message 
e. made a brief resume of ideas stated in the passage 
f. made a generalization implied from the content of 

the text. 
7. Miscellaneous—subjects' responses were not classifiable 

under other categories. 

Fareed's (1970 classification system was based on what Fareed 

inferred from his subjects' verbalizations. He distinguished between 

subjects' responses related to the literal and inferential aspects of 

the passages as well as those responses that extended beyond the text. 

Olshavsky's (1976-1977) classification system was developed to 

categorize subjects' recall of text and their descriptions of what they 

had done as they read. Olshavsky (1976-1977, P- 668) noted three major 

categories and ten subcategories, as shown below: 

1. Word-related strategies 
a. use of context to define a word 
b. synonym substitution 
c. stated failure to understand a word 

2. Clause-related strategies 
a. re-reading 
b. inferences 
c. addition of information 
d. personal identification 
e. hypothesis 
f. stated failure to understand a clause 

3. Use of information about the story 



Basing her classification system on subjects' reports of what 

they were doing while reading and on what she inferred they were doing 

Olshavsky distinguished between strategies related to the word-level, 

clause-level, or total story. One concern with Olshavsky1s system was 

the manner in which the major categories skipped from relatively well-

defined units of word and clause to a category encompassing the total 

story. In prose of 2,500 words, such as that used by Olshavsky, there 

are several intervening levels. Subjects' responses might reasonably 

be expected to relate to units other than those specified, such as 

single or multiple paragraphs or to major sections of the story (begin 

ning, middle, and end). 

Smith (1978, p. 80-81) devised a system to classify readers' 

statements consisting of three major categories and several subcate

gories, as follows: 

1. Recall—statement deals with explicit text information 
a. repetition of text 
b. paraphrase of text 
c. erroneous repetition or paraphrase 

2. Inferences—statement based on text information 

a. conclusions 
b. generalizations 
c. logical reasoning 
d. statement summarizing 
e. identification of key ideas' or structure of the text 
f. formulation of hypotheses 
g. formulation of questions 

3. Supplementation—statement relates outside the text 
a. addition of information 
b. association of text-explicit or inferred information 

with information outside text 
c. evaluation of text, task or general subject matter 
d. application of concepts or principles given explicitly 

or implicitly in the text or outside the text 



Smith classified subjects' responses in terms of their relation 

to the literal and to the inferential message of the text. She also 

accounted for responses that extended beyond the text. 

A comparison of the classification systems revealed some simi

larities. All three identified inferences, addition of information, 

personal identification, and hypotheses. Additionally, the Smith and 

Fareed systems distinguished strategies/processes that related to the 

explicit and implicit message of the text. Both also allowed for 

strategies that related text information to situations extending beyond 

the text. For example, Fareed's category of reproduction appeared com

parable to Smith's recall category, and his categories of inquiry and 

illumination seemed similar to Smith's inference category. Finally, 

Fareed's categories of personal judgment, literary reaction, and associ

ation were very like Smith's subcategories within the category of sup

plementation. 

Olshavsky's classification system differed from both Fareed's 

and Smith's. Her classification system consisted of a smaller number of 

categories and subcategories. She also failed to account for readers' 

responses to the literal or explicit message of the text and to situa

tions extending beyond the text. On the other hand, her classification 

system included strategy use according to what subjects reported they 

were doing while reading—re-reading, etc. This was an item not ac

counted for in the Smith and Fareed systems. 

These classification systems demonstrated that readers' verbal

izations regarding their own reading could be classified and 
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categorized in a meaningful way. Such systems are necessary to depict 

strategies and processes used by readers to comprehend 

Strategy Use of Individual Readers as They 
Comprehend Differing Text Types 

Comparisons of the responses of individual readers to differing 

texts have been few. Generally, conclusions have been drawn about 

individual readers' from studies based on a comparison between groups 

of subjects. Studies which generalize to individual behavior from com

parisons of groups, however, appear to go beyond the parameters appro

priate to their research design. 

Two studies were identified, however, which have investigated 

individual reader responses to differing text types. One conducted by 

Fareed (1971) and another by Gibson and Levin (1978) were reviewed. 

From his comparisons of the responses of 12 highly verbal sixth 

grade subjects to a history and a biology text, Fareed noted differences 

in individual reader response. These differences led him to state that 

"Reading is an individual activity; each reader has unique patterns of 

interpretive responses to different types of reading material" (Fareed, 

1971, p. 527). Fareed also detected patterns of similarities between 

readers. Fareed (1971, p. 530) suggested that readers who were more 

"fluent and accurate in understanding" in one text exhibited these same 

characteristics in the other text. Additionally, he identified four 

types of readers, including: 

1. Passive, receptive readers who confined their responses to 

ideas stated in the text; 



2. Emotional readers whose emotional involvement with what was 

read led them to express their responses too quickly; 

3. Aggressive readers who suppressed their emotions in order to 

be objective and rational in their judgments; 

k. Associative readers whose responses included many associations 

from prior experience but few judgments. 

Fareed presented none of the data on which he based his conclu

sions regarding the behavior of individual readers, explaining that his 

designation of four types of readers was accomplished through a subjec

tive analysis. It was, therefore, difficult to determine the criteria 

by which reader type categories were established and subjects classified 

by type. Additionally, the absence of data depicting individual sub

jects' responses to the two passages made an adequate assessment of 

Fareed's conclusions difficult. Fareed's study was of importance, how

ever, for it attempted to analyze the comprehension of individual read

ers as they read differing text types. 

Gibson and Levin (1978, p. 45*0 examined individual reader re

sponse to differing text types in order to support the view that there 

is no single reading process but "as many reading processes as there are 

people who read, things to be read, and goals to be served." 

Five case studies which consisted of introspective accounts of 

readers' responses to text were the method of investigation. Four of 

the case studies consisted of reader response to one text type. They 

included: 



1. A linguist's description of reading a newspaper column; 

2. A University of Wisconsin professor's analysis of reading a 

poem; 

3. Levin's detailing of reading a dictionary; 

A. Gibson's description of re-reading a novel which she had 

read many times previously. 

The remaining case study was of a scientist who described how 

he read professional, entertainment, and social literature. 

Gibson and Levin (1978, p. 471) suggested that these case 

studies presented examples of "spontaneously varying strategies for 

dealing with different kinds of text." Within this perspective, the 

individual reader was pictured as highly autonomous, automatically 

shifting strategies according to text. 

It should be noted, however, that with one exception, the re

searchers did not compare individual readers' responses to more than 

one text type. In the instance in which such a comparison was made, 

the subject was not responding to his actual reading of the texts but 

to how he thought he might read them. This use of case studies also 

suffered from several other problems: 

1. The sample of five subjects which includes the two researchers 

could hardly be termed representative of a larger group; 

2. The subjects' responses were made for the purpose of being read 

(possibly for publication) rather than merely in regard to the 

text read; 
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3. The methodology of introspective analysis yielded highly 

subjective-evaluative data. 

Summary 

Studies reviewed in this chapter have provided valuable back

ground with regard to aspects of readers' comprehension investigated in 

this study. A brief synopsis of the findings of these studies follows. 

Because a process-oriented methodology was employed in this 

study, use of recall and process-oriented methodologies in the study of 

reader comprehension have been relevant. Findings from these studies 

have indicated that readers' strategy use in comprehending could be 

identified from an examination of readers' verbalizations concerning 

what they have read. 

Studies which have examined readers' responses to texts differ

ing in specified ways have also been significant. Those which have in

vestigated readers' responses to texts differing in content, structure, 

and style have shown that these aspects of text do affect reader compre

hension. 

Studies attempting to determine the unit or length toward which 

comprehension research should be directed were inconclusive. They did 

establish that phrase and sentence length comprehension were the "basic" 

unit for some readers rather than word unit. Primarily, however, these 

studies indicated a need for further research. 

Also of importance were those studies which have developed 

classification systems for categorizing readers' responses. They 
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demonstrated that readers' responses could be classified and categorized 

in a meaningful way. 

Reviewed here also were two studies which investigated individu

al reader's responses to differing text. They appeared to indicate that 

readers were highly individualistic in employing strategies to compre

hend text of different types text. One of the studies, however, sug

gested that patterns of strategy use could be detected across 

individual readers.-



CHAPTER 3 

DESIGN OF THE STUDY 

This descriptive study was designed to: 

1. Detect strategies which readers use in reading units of differ

ing length (sentences and longer units) within 

each of two types of text; 

2. Identify strategies used by readers to comprehend texts of 

about equal total length differing in purpose, style, and struc

ture—expository (earth science) and narrative (short story); 

3. Examine the strategy use of individual readers in comprehending 

expository and narrative text. 

Readers' strategy use was identified through an analysis of 

readers' recall of text, their descriptions of what they were doing, 

feeling, and thinking while reading. A classification system based on 

readers' strategy use was devised and comparisons were made of strat

egies used in the two types of texts and in the differing lengths within 

each type. All subjects read one selection of each type and acted as 

their own controls. 

Description of the Sample 

The sample consisted of 10 male and 1^ female tenth-grade stu

dents who met two criteria: their reading achievement was above average 

and they had not been enrolled in earth science during the current 

39 
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school year. The population from which this sample was randomly 

selected was all tenth-grade students at Sahuaro High School, Tucson, 

Arizona, School District #1, who met these two requirements. 

Criteria determining above-average reading achievement were 

performance at stanines 7, 8, or 9 on the norm-referenced California 

Achievement Test (1977)- Data making this identification possible were 

collected the week of October 9, 1978. Scores falling within stanines 

7-9 on such a test represent performance in the top 23 percent of all 

students tested. Since one of the purposes of this study was to examine 

reader strategy use in comprehending two differing types of text, 

selection of subjects was limited to those who might be labeled as 

mature or good readers. 

A review of the subjects' backgrounds in science and language 

arts was conducted the week of March 31, 1980. No subjects were en

rolled in earth science at the time of the study. All had, however, 

taken some kind of general science in eighth grade which may have in

cluded earth science. Ninth and tenth grade science background of the 

subjects varied. Ten subjects had followed the same sequence of physi

cal (earth) science in ninth grade and biology in tenth grade. The 

science curriculum adhered to by the remaining 14 was diverse, but it 

included one or two years of the following: physical science, chem

istry, or biology. 

Subjects' backgrounds in language arts also varied. All had 

been enrolled in language arts courses each year from seventh to tenth 

grade. The actual content of the courses, however, was dependent on 
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the teacher to whom subjects had been assigned. All had, nevertheless, 

read a variety of types of literary genre, including short stories. 

Considerations Related to Choice of Texts 

Earth science and short story texts were chosen for use in this 

study because they differ in style, structure, and purpose. In addi

tion, they appear to be good representations of expository and narrative 

text. Typically, comprehension research of this type has used narrative 

text, usually short stories. Both expository and narrative texts, how

ever, represent reading tasks with which the adolescent reader deals in 

actual school settings. 

Expository Text Selection 

Of the possible expository texts available, one dealing with a 

scientific subject matter was considered desirable. It was thought to 

present a broader contrast to narrative text than a subject such as 

social studies. Within the area of scientific texts, earth science and 

biology texts were reviewed. Both types of text are similar to other 

scientific content texts in style, structure, and purpose. Neither, 

however, requires an advanced mathematical background or highly techni

cal vocabulary of the reader as would chemistry or physics. 

Earth science text was determined to fulfill most adequately 

the requirements of this study. The study sought to parallel the type 

of reading students generally encounter in school. This required pre

sentation of content with which subjects were not currently familiar 

because most school reading Is such that students are reading to learn 



new information. At the same time, it was necessary for subjects to 

have some familiarity with the topic and text structure for comprehen

sion to occur (Bransford and Johnson, 1972). 

The largest number of tenth grade students scoring at stanines 

7, 8, or 9 at Sahuaro High School were enrolled in biology when the 

study was conducted and had taken physical or earth science the previous 

year. Earth science did not, therefore, appear to be part of their most 

recent knowledge base, as was biology. It was, on the other hand, a 

topic about which students had some background experience. 

Given the desire to present a typical content area reading situ

ation, and considering that most tenth graders scoring stanines 7 to 9 

were enrolled in biology at the time of the study, use of earth science 

text increased the size of the population from which the random sample 

of subjects could be drawn. No earth science texts which had been pre

viously used by subjects in prior courses were used in this study, 

however. 

Narrative Text Selection 

Short story was selected as the narrative text for use in this 

study. It is a type of literary genre which has been utilized in many 

previous research efforts in the field of comprehension research and is 

one experienced by all subjects. Short story text, therefore, provided 

a basis for comparison of research findings in regard to readers' 

strategy use. In addition, it is a narrative form which does not re

quire a sophisticated understanding of literary structure or knowledge 



as might poetry or drama. Short story is taught extensively in public 

schools and consequently represents a realistic reading task. No short 

stories which had been read by subjects in prior courses were used in 

this study. 

Description of the Reading Selections 

Twenty-five reading selections were chosen for use in this 

study. Of these, 12 were short story and 12 were earth science. The 

short story and earth science selections were used for data collection. 

The remaining selection, a social studies passage, was utilized during 

a practice session preceding the study. 

Selection for Practice Session 

A practice selection differing from earth science and short 

story was chosen to eliminate any effects on strategy use which might 

come about as a result of learning to "think aloud" with text similar 

to that used during data collection. Social studies text appeared a 

reasonable choice. It represented text considered adequately different 

from either science or short story in structure, style, and purpose. 

Distinctions between social studies and short story text are readily 

apparent from surface examination of the two. Distinctions may be 

established as well between social studies and science text. Robinson 

(1976) suggested that short story, science, and social studies text 

utilize distinctive paragraph structures and organization. In addition, 

Rodgers (197*0 has noted that the connectives load in grade 12 biology 

texts is considerably greater than the connectives load in grade 12 
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history. This is thought to indicate a more complex style of writing in 

science than social studies. 

Selections for Use in the Study 

Reading selections for use in the study were randomly sampled 

from texts in use in the tenth grade in Tucson Unified School District 

#1. A list of the texts from which selections were made was compiled 

by the district coordinators for language arts and science. When the 

random sampling of selections was completed, a list was prepared and 

circulated to Sahuaro High School English and science teachers. These 

teachers reviewed the list to ensure that no selections which had been 

used by them in courses at Sahuaro High were included in this study. 

The decision to sample randomly from texts was made in order to 

provide a representative sampling of topics and organizational styles 

within each of the types of text. A random sample of selections seemed 

more likely to result in a representative sampling than application of 

sets of selection criteria by the researcher. The use of 2k selections, 

rather than the one or two often used in such studies, increased the 

ability to generalize findings. 

Gagne and Memory (1978, p. 333)' supported the use of multiple 

texts and random sampling and commented, "For research to be education

ally relevant, there is a point at which the main purpose of the re

search must be to establish the generality of the results. In reading 

research, this often means randomly sampling from a population of 

passages." 



Readability 

Readability of selections ranged from grade three to grade 

twelve, according to the Fry (1968) formula. Because the text selections 

were chosen from texts in use at tenth grade level, readability levels of 

this range were seen as presenting realistic representations of the range 

of readability encountered by adolescent readers. (A list of text selec

tions and their readabilities may be examined in Appendix A.) 

Starting Point 

There was a concern that subjects' strategy use might be influ

enced by the section of the selection read. For example, it was thought 

that subjects might employ one group of strategies at the beginning and 

another group at the end of a selection. Selections were, therefore, 

prepared so that one-third was read from each section of the selection— 

the beginning, the middle, and the ending. Selections were randomly 

assigned to one of these three designated starting points. A brief 

summary of the preceding section was read to a subject by the researcher 

when the selection did not start at the beginning of the selection. 

Length of Units Read 

Within Each Selection 

Total length of each selection was about 1,000 words. Each 

selection was divided into four unit sizes: one 400-word unit; one 250-

word unit; one 100-word unit; and approximately 10 sentence-length units 

with sentence lengths of approximately 3"^0 words.. This division pro

vided an examination of subject strategy use in relation to the length 

of the unit read within the two text types. 
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Sentence lengths were chosen for use because they were thought 

to represent the smallest unit which could be examined in a natural and 

meaningful way. Students become accustomed to processing information 

in sentence level units early in instruction. Processing of information 

at sentence level is maintained throughout the school years. Lengths of 

100, 250, and 400 words were utilized for identification of strategy use 

related to comprehending paragraphs and larger units of discourse. 

Each selection was divided into the following sequence of units: 

the 400 word-unit; the 250-word unit; the 100-word unit; and finally, the 

10 sentence-level units. This sequence was employed to alleviate some 

of the artificiality induced by the requirement that the subject inter

rupt his reading to "think aloud." The largest units were presented 

first to allow subjects to become involved in the passage prior to the 

beginning of the interruptions necessary for the study. In addition, 

the sequence was intended to aid subjects in gradually becoming accus

tomed to the procedure of "thinking aloud." 

Description of the Methodology 

The major methodology used in this study was protocol analysis. 

It was adapted for use in reading research by Olshavsky (1976-1977) from 

cognitive psychologists, Newell and Simons. Newell and Simons (1972, 

p. I63) utilized protocols which they defined as "a transcript of the 

subject's verbalizations" to investigate strategy use in problem-

solving. In protocol analysis as used by Olshavsky, the reader thinks 

aloud as he reads. Data consist of the reader's on-going descriptions 

of what he is doing while reading and of his recall of the text. The 



methodology employed here, however, differed from that used by Olshavsky 

(1976-1977) with regard to what was required of the reader in thinking 

aloud. As in Olshavsky's study, subjects were required to describe what 

they were doing while reading and to recall what they had read. In this 

study they also reported their feelings and their thoughts during read

ing. This requirement was similar to that used by Fareed (1971)- Sub

jects were not, however, asked to evaluate or theorize concerning their 

reading. 

A pilot study was conducted with six ninth and tenth grade stu

dents to ensure that procedures were appropriate to the requirements of 

the study. Revisions were made in marking the spots at which subjects 

were to stop and verbalize concerning their reading as a result of the 

pilot study. 

Procedures for Data Collection 

Data for this study were collected at Sahuaro High School from 

April to May, 1980. Prior to the date set for data collection, a letter 

requesting parental and subject consent for subject participation in the 

study was sent to each tenth grade student who met the criteria speci

fied for participation in the study. The letter explained the purposes 

and procedures of the study. A random sample of 2k subjects was select

ed from the population returning parental and subject consent forms. 

Each subject was met by the researcher at the English Department 

office at the time scheduled for his regular English class and was taken 

to a designated study area in the library. The study area was furnished 

with a table, two chairs, a tape recorder, pencil, and paper. 



The researcher read an introductory Interview Schedule (Appen

dix B) to each subject. The Interview Schedule ensured standardization 

of the researcher's instructions. It indicated the purpose of the 

study, the roles of the subject and the researcher, and the procedures 

to be followed during the data collection. Instructions specifying the 

verbal responses desired from the subjects were typed on a five inch by 

eight inch index card and placed on the tape recorder (see Appendix C). 

These instructions were available to the subjects throughout the data 

col lection. 

Practice Session 

Subjects were provided a practice session in which to become 

accustomed to "thinking aloud" while reading. Subjects read silently 

from a social studies text selection which was divided into the same 

sequence of units as the selections to be used in data collection: a 

400-word unit; a 250-word unit; 100 word unit; and 10 sentence length 

units. An asterisk was placed at the end of each of the units specified 

above. At each asterisk, the subjects stopped and responded to the in

structions specified previously by verbally "thinking aloud" in regard 

to the immediately preceding section. Subjects were allowed to ask 

questions following the practice session. 

Data Collection 

Each subject repeated the procedures followed in the practice 

session with two selections: an earth science and a short story selec

tion. Types of selections were assigned so that one-half of the sub

jects received the short story selection first and one-half received 



the science selection first. Within each of the types, selections were 

randomly assigned to subjects. Subjects read from actual textbooks con

taining the selections rather than from copies of the selections. No 

interruptions other than those required by the protocol analysis method

ology were allowed during data collection. Each session was taped. In 

addition, the researcher recorded subject responses in writing through

out each of the sessions. 

Description of Identification and 
Classification of Strategy Use 

Designation of Thought Units 

Subjects' taped protocols were transcribed and placed adjacent 

to the text with which they corresponded as shown below. 

Text Student 

The ocean is never still. Usually This first passage in the 
the surface is roughened by ripples science is telling how an ocean 
or waves. is never really very still. 

The surface is usually rippled 
or there are waves. 

An example each of narrative and expository text selections 

with protocols may be seen in Appendix D. Each protocol was read by 

the researcher and subdivided into "thought units." A thought unit was 

defined as the smallest unit which indicated strategy use. Such a unit 

was similar to Fareed's (1971, p. 508) "idea unit," defined as "the 

minimum number of words that convey the sense of a single thought or 

feeling" and to Smith's (1978, p. 77) "information unit" described as 



"any subject and finite verb." An example of the segmentation into 

thought units follows. 

Thought Units: /This is a story about a young athlete./ 

He's a young boy,/ and he suddenly becomes a man / and he 

feels it physically and emotionally, too./ 

Divisions of protocols into thought units ensured standardiza

tion in identification of strategy use. Guidelines used in the delin

eation of thought units are noted in Appendix E. 

Judging Reliability of Thought Units 

Two doctoral students in reading served as judges for determin

ing the reliability of the researcher's designation of thought units. 

A training session was conducted by the researcher in which a brief 

explanation of the study and instructions for judges' participation 

were provided. Each judge received a copy of Guidelines for the Demarc

ation of Thought Units which included definitional information and il

lustrative examples of thought units. Following a discussion of the 

guidelines, judges were provided a practice session with a student 

protocol. 

Judges were asked to indicate agreement or disagreement with 

regard to the demarcation of each thought unit on an Agreement Recording 

Form (Appendix F). The researcher responded to judges' questions con

cerning the demarcation of thought units. 

When the practice session was completed, a packet containing 

seven student protocols and their corresponding text selections was 



randomly assigned to each judge with corresponding Agreement Recording 

Forms. 

Protocols had been assigned to packets in the following manner. 

Initially two earth science and two short story protocols and text 

selections were randomly selected from each set of 2k protocols and 

text selections in the two text categories. These protocols and text 

selections were duplicated and were placed in the two packets. 

An additional three earth science and three short story proto

cols were randomly selected from the remaining 22 protocols in each of 

the text categories. These were randomly assigned by type and selection 

number to each packet. One packet received two earth science and one 

short story protocol. The other received two short story and one earth 

science protocol. Within each packet, protocols were randomly sorted. 

The packets were randomly assigned to judges who were designated as 

Judge A and Judge B. 

This procedure of protocol assignment resulted in a total of 

ten protocols being examined. Each judge read seven. Four were re

viewed by both judges. A comparison of agreement between judges and 

agreement of each judge with the researcher was, therefore, made on 

these four. Agreement of thought unit demarcation between Judge A and 

Judge B ranged from 92-98 percent. Agreement of thought unit demarca

tion with the researcher ranged from 96-98 percent for Judge A and from 

92-96 percent for Judge B. 

Agreement with the researcher on the three protocols examined 

by each judge separately ranged from 91-100 percent for Judge A and 



96-99 percent for Judge B. Total agreement between the researcher and 

Judge A was 97 percent. With Judge B, total agreement was 96 percent. 

Agreement with the researcher at these percentages compared favorably 

with studies that involved the coding of material of similar complexity 

(Squire, 1964; Ames, 1966; Fareed, 1971)-

Identification of Strategy Use 

Initially, a deliberate effort was made to allow identification 

of strategy use to emerge from scrutiny of the data. Investigations of 

existing systems for identifying or classifying strategy use, therefore 

were avoided. In all, four complete analyses of the data were con

ducted. In each the same general procedures, which are described below 

were followed. Text selections and their accompanying protocols were 

randomly sorted by selection number within each of the major text types 

earth science and short story. Earth science selections were analyzed 

first. Selections were read in the order in which they had been ran

domly arranged and in the sequence of lengths into which they had been 

divided. For example, a given text selection of 400 words was read. 

The two subjects' protocols corresponding to that selection and length 

were examined. This procedure was repeated with the 250-word unit, 

the 100-word unit, and the 10 sentences within that selection. When 

all earth science selections and protocols had been read and analyzed, 

the procedure was repeated with the short story selections. 



First Analysis of Data 

In the first analysis of data, each thought unit was examined 

and a description or designation of the subject's strategy use was 

placed above the thought unit. Development of two types of lists con

tributed to ensuring that strategy identification and classification 

evolved from rather than being imposed on the data. The first list 

consisted of all strategies or descriptions of strategies which were 

identified while the protocols were being read. This list was compiled 

during this first analysis of the data. Examples of items in the first 

list were re-reading, using prior knowledge, recalling text verbatim, 

personal identification, using context to get at meaning of words, and 

paraphrasing the text. As strategies were identified, they were added 

to the list. The list served to document all strategies which were 

identified and was maintained throughout the data collection. 

In the second list, thought units which indicated the same 

strategy use were sorted together. This list was developed following 

the first analysis of data and was revised as subsequent analyses were 

completed. 

An example of the way in which the second list functioned can 

be seen with the strategy of "conjecturing." Groups of thought units 

sorted under conjecturing appeared to indicate the same strategy use. 

With each, the subject elaborated upon information provided in the text, 

but expressed tentativeness by use of such qualifying terms as "maybe," 

"I guess," and "probably." Examples of these are: 

"The next sentence says their accumulation area, probably 

where the snow falls." 
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"It goes on to say that the children were trying to conceal 

something^-maybe something had happened or something was 

wrong in the family." 

"His mother's probably having a heart attack right now." 

"It's probably someplace in Europe." 

"His wife, I guess, died." 

"I guess you call him the hamburger maker." 

"He was trying, I think, to cheer her up." 

The sorting of thought units in this manner permitted a compar

ison of thought units within groups. Those thought units which were 

not parallel to others in a given group were reexamined. This procedure 

facilitated the later development of categories to accommodate strat

egies and of comprehensive definitions to explain and clarify strategy 

use. 

On the basis of the second list, a classification system to 

accommodate strategies began to emerge. Two categories were particu

larly apparent. Both were related to the text message and were, there

fore, referred to as "message-oriented." In one, subjects' strategy use 

indicated a focus on comprehending the explicit or surface message of 

the text. Subjects' thought units were restatements or paraphrases of 

the exact or approximate text content. An example of a restatement and 

paraphrase is shown below. 



Restatement: 

Text 

The ocean is never still. 

Subject Response 

This first passage is telling 
about how an ocean is never 
real1y very sti11 . 

Paraphrase: 

Text Subject Response 

Hunt put on old clothes from 
which all tailors' tabs and 
laundry marks were removed. 

It says that all the tage have 
been taken off the clothes. The 
body is wearing old clothes. 
Saying the guy's name is Hunt. 

In the other category, subjects' strategy use appeared to be 

directed toward comprehending the implicit or inferential message of the 

text. This was noted in thought units which, while based on the text 

content, extended beyond and elaborated upon it. Several different 

types of implicit strategies were noted. Examples of two of those are 

listed. The first is an example of interpreting. Interpreting was 

defined as the subject's elaborating upon text but expressing no tenta-

tiveness in regard to his statements. 

Interpreting: 

Text Subject Response 

Bird is described as "remarkably 
fine—charming character—affable 
to the other birds in the aviary, 
etc. 

He's the best bird in the whole 

zoo. 

Another example of subject response to the implicit message of the text 

was in the strategy of predicting. Predicting occurred when subjects 
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formulated hypotheses concerning what would happen next in the text. An 

example is shown below. 

Predicting: 

Text Subject Response 

Proprietor's attempts at soothing 
hurt feelings are described. 

In the next part he'll explain 
what she really meant. 

Two additional categories were noted but were not clearly formed 

nor defined. Strategies representative of one of these categories con

sisted of subjects' reports of how they handled the text print. Among 

examples in this category were subjects' descriptions of re-reading, 

using context to decode a word, and visualizing. Examples of these are 

included. 

Re-reading (subject response) 

Then I re-read the part where he was talking about the woman who 
always says "wonderful." 

Use of context to decode word (subject response): 

Some of the words in that passage I didn't understand so I just 
tried to finish reading the sentence and then tried to figure out 
what the words could have meant, how they relate to the rest of 
the sentence. 

Visualizing (subject response) 

1 was trying to picture these places on a map. 

The other category included subjects' comments that went beyond 

the text, but which were not text dependent. Subjects' attempt to 



recount personal experiences and opinions were among examples in this 

category. Two examples are listed. 

Use of personal opinion: 

Text Subject Response 

Describes support for Continental I was thinking about how I had 
Drift theory. thought at one time that Saudi 

Arabia Peninsula did look like it 
should have fit into Africa. 

Text Subject Response 

It sort of dawned on me that this 
story is pretty strange, youngish. 

Second Data Analysis 

Following the procedures guiding the first analysis, the selec

tions and protocols were reexamined. Each thought unit and the original 

description of strategy use were reviewed in relationship to the group 

of thought units to which the thought unit appeared to belong. If the 

initial designation appeared appropriate, no changes were made. If, 

however, the original designation seemed inaccurate, the thought unit 

was reclassified. 

In the second analysis, an attempt was made to designate strat

egies within the message-oriented explicit and implicit categories in 

terms of a hierarchical frame of three levels of concepts after Vaughan, 

Taylor, and Meredith (1980). According to Vaughan et al., textual con

cepts may be defined as superordinate, subordinate, or specific detail. 

Each of these textual concepts must be viewed within the context of a 

given reading selection. Superordinate concepts are main ideas that 



extend throughout the reading selection. Subordinate concepts clarify 

or elaborate upon the superordinate concepts to which they are related. 

Specific details elaborate and clarify subordinate concepts or provide 

the distinctive features of a high level concept. 

Text selections were examined and a determination was made of 

the superordinate, subordinate, and specific detail concepts following 

Vaughan et al.'s definitions. Subjects' protocols were reviewed and 

thought units which had been categorized as message-oriented explicit 

or implicit were also designated as superordinate, subordinate, or spe

cific details. All protocols related to earth science text were ana

lyzed in this way. In analyzing short story protocols, difficulties 

arose in applying the definitions of the three-level concepts in a 

parallel way to that used in earth science. 

An attempt was nevertheless made to establish reliability for 

use of the three-levels hierarchy. Two classes of university students 

enrolled in a secondary reading practicum determined the superordinate, 

subordinate, and detail concepts within the earth science and short 

story selections. Comparisons between the practicum students and the 

researcher's designations yielded great inconsistencies. Large dis

crepancies were also noted in comparisons between practicum students' 

determination of levels of concepts. Practicum students also reported 

difficulties in assessing the three levels in a parallel manner in 

earth science and short story selections. This attempt to designate 

student strategy use as representing superordinate, subordinate, or 

specific detail was subsequently abandoned. 
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Following the second analysis, attention was again directed 

toward development of a strategy use classification system. The two 

major categories of message-oriented implicit and explicit strategies 

identified following the first analysis were retained. The two addi

tional categories which had been previously noted were now more pre

cisely defined. One category was designated as representative of print-

oriented strategies. Some of the strategies placed in this category 

include: 

Re-reading: 

Then I re-read the part where he was talking about the woman who 
always says "wonderful." 

Use of graphics: 

1 kept looking at the picture of the open pit mine that they have 

on this page. 

Deli berat ion: 

I had to read a little bit slower to pick up every word because it 
was pretty important to get every word. 

The remaining category was thought to be indicative of subjects' 

efforts to integrate and/or evaluate the explicit or implicit message of 

the text. It was, therefore, designated as a category of "message-

oriented integrative-evaluative" strategies. Among examples in this 

category were those relating text information to prior experiences. 

An example is shown below. 
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Use of prior experience: 

Text Subject Response 

Describes job of paleontologist. I was thinking about my trip down 
the Grand Canyon. A guy told us 
all about the different layers of 
rocks and how old each layer was. 

Another example of the subjects' attempts to generalize beyond the text 

in order to make an application or evaluation to situations outside the 

text is shown below. 

Generalizing beyond the text: 

Text Subject Response 

Describes son unable to control People when they need help, they 
horse, calling for mother. call for their mothers. 

Third Data Analysis 

The procedures followed during the first and second analyses 

were repeated as selections and protocols were reexamined. Each cate

gory was assigned a color to facilitate categorization. Thought units 

with their strategy use designation were reexamined in relationship to 

the group of thought units to which they appeared to belong. If the 

original designation was considered appropriate, no changes were made. 

The thought unit was then further categorized into one of the four major 

types of strategies by underlining it in the color corresponding to the 

appropriate category. If strategy use designation was inaccurate, the 

thought units were reclassified prior to being categorized into one of 

the major categories. 



A review was now made of existing systems for identifying and 

classifying strategy use. Identification of a system used by Sharon 

Smith (1978) to categorize readers' retelling statements was helpful in 

finalizing the classification system. Smith had sorted statements into 

three major categories: recall, inference, and supplementation. These 

were similar to three of the four categories developed for this study. 

Smith's recall category was similar to the message-oriented explicit 

category, while her inference category resembled the message-oriented 

implicit category of this study. Supplementations corresponded to the 

message-oriented integrative-evaluative category. The category of 

strategies dealing with subjects' responses to print was not accounted 

for in Smith's system. Smith's system was also helpful in revising and 

making strategy definitions more precise. 

One revision was made in the classification system of this study 

as a result of examining Smith's. Summarizing strategies had been 

classified as to whether they dealt with the explicit or implicit text 

message. Smith treated these as belonging within the inferential cate

gory. Because summarizing requires the reader to synthesize or elabo

rate upon the text message, Smith's placement seemed appropriate. All 

summary strategies were therefore recategorized to appear with the 

message-oriented implicit strategies. The completed classification 

system follows in Figure 1. Appendix G contains the classification 

system with accompanying definitions and examples. 
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Strategy Classification System 

I • Print-Qriented Strategies 
A. Re-reading 
B. Use of context to determine meaning of word 
C. Use of other to determine meaning of word (defined 

in passage, use, or footnote 
D. Use of graphics—pictures, headings, graphics 
E. Deliberation 
F. Visualizing, imagining 

11. Message-Oriented Explicit Strategies (based on text) 
A. Restatement of text 
B. Paraphrase of text 

III. Message-Oriented Implicit Strategies (based on text) 
A. Making inferences based on text (interpreting, 

conjecturing, drawing conclusions) 
B. Engaging in logical thinking 
C. Examining alternatives 
D. Predicting 
E. Sorting out key ideas and making summary statements 

IV. Message-Oriented Integrative-Evaluative Strategies 
(extending beyond text) 
A. Relating text information to prior experiences or 

knowledge outside text 
B. Critiquing text, text structure task, or general 

subject matter 
C. Generalizing beyond text by making an application or 

evaluation to situations outside text 
D. Adding information of a factual nature to text 

information 
E. Indicating awareness of new learning 
F. Making judgments in regard to text content 
G. Anticipation—indicating desire to read ahead 

Figure 1. Strategy Classification System 
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Fourth Data Analysis 

Procedures previously used in analyzing data were repeated a 

fourth time as a validity check. Each thought unit was scrutinized in 

relation to three questions: 

1. Regardless of prior designation, what strategy use does this 

thought unit indicate? 

2. Does this thought unit share common characteristics with other 

thought units which have been classified as expressing a 

specific strategy? 

3. Has the strategy indicated by the thought unit been appropri

ately placed within the four major categories of strategy use? 

Any thought units or strategies which appeared to have been classified 

erroneously were reexamined and reclassified. 

Determining Reliability of 
Strategy Use Identification 

Two doctoral candidates in reading served as judges for deter

mining the reliability of the classification of strategies. They had 

not been involved in the study previously. At a training session con

ducted by the researcher, the background of the study and purpose for 

judges' participation was explained. The judges were presented with a 

Strategy Classification System in which each of the four major cate

gories and each of the identified strategies were defined and exempli

fied. The judges examined the Strategy Classification System and 

discussed it with the researcher. The judges were then given a randomly 

selected sample text with accompanying protocol. They were instructed 



to examine the text and protocol in the manner followed by the research

er in the analysis of the data. Using the Strategy Classification 

System and Reliability Check Form (Appendix H), the judges indicated 

their judgments of the major categories and specific strategies to 

which each thought unit appeared to belong. Judges' notations were 

placed above thought units. When all thought units had been classified 

into major categories and strategies, the sample protocols were com

pared. 

A problem was encountered in the categorizing of summarizing 

strategies related to the explicit message of the text at the sentence 

level. As noted previously, these strategies had originally been cate

gorized as paraphrasing strategies within the message-oriented explicit 

text category. They had been, however, reclassified within the category 

of message-oriented implicit text after Smith (1978). Both judges ex

perienced difficulty in distinguishing between the explicit-related 

summarizing strategies and paraphrasing during the practice session. 

Attempts at clarifying the distinctions between the summarizing and 

paraphrasing statements were not successful. A decision was made, 

therefore, to classify summarizing strategies related to the explicit 

text message as paraphrasing strategies. This second reclassification 

was maintained for the statistical analysis of the data. 

When the practice session was completed, a packet containing 

five student protocols and their corresponding text selections were 

randomly assigned to each judge. 



65 

Protocols had been assigned to packets in the following manner. 

Initially, one earth science and one short story protocol and text 

selection were randomly selected from each set of 2k protocols and text 

selections in the two text categories. These protocols and text selec

tions were duplicated and placed in the two packets. 

An additional three earth science and three short story proto

cols and text selections were randomly selected from the remaining 23 

protocols in each of the text categories. These were randomly assigned 

by type and selection number to each packet. One packet received two 

earth science and one short story protocol and text selection. The 

other was assigned two short story and one earth science protocol and 

text selection. Within each packet, protocols were randomly sorted. 

The packets were randomly assigned to the judges who were designated 

as Judge A and Judge B. 

This procedure of protocol assignment resulted in a total of 

eight protocols and text selections being examined. Each judge examined 

five. Two protocols were reviewed by both judges. A comparison of 

agreement between judges and agreement of each judge with the researcher 

was therefore made on these two. Agreement of strategy designation be

tween Judge A and Judge B was 75 percent and 84 percent. Agreement of 

strategy classification with the researcher on these two was 81 and 87 

percent for Judge A and 85 and 89 percent for Judge B. 

Agreement between Judge A and the researcher on the remaining 

strategy classifications ranged from 85 to 91 percent. With Judge B 

agreement ranged from 87 to 89 percent. This level of agreement 



compared favorably with studies that involved the coding of material of 

similar complexity (Squire, 1964; Ames, 1966; Fareed, 1971). 

Analysis of Data 

Scoring and Tabulation 

Strategy use for the 2b subjects was tabulated in terms of fre

quency of use and proportion of total responses for each of the text 

types investigated-"expository and narrative. Within each of these 

types, tabulations were made for each of four categories in relation to 

the four units or lengths of text read. Total tabulations by frequency 

and proportions were also calculated. 

Statistical Analysis 

In order to determine the significance of text type and length 

or unit of text read on strategy use of readers, several statistical 

procedures were followed. 

The basic statistical tool used was the Wilcoxson Signed Rank 

Test (Siegel, 1956). The Wilcoxson was determined to be the most 

appropriate statistic for analyzing data with characteristics of the 

type found in this study. Specifically, these data were both ordinal 

and nonparametric in nature and were based on a dependent sample. The 

Wilcoxson is designed to treat statistical data of this type. 

Because the effect of length of text on strategy use was 

examined within text type, Wilcoxson tests were conducted by length 

read and category for each text types in terms of the frequency and 



proportion data. As a consequence of the number of separate tests this 

analysis necessitated, a conservative alpha level of .01 was estab-

1i shed. 

The effect of text type on individual readers' strategy use was 

also addressed. Although no formal statistical analysis was conducted, 

individual profiles were described. 



CHAPTER 4 

ANALYSES OF THE DATA 

Analyses of data for the study of the effect of length and type 

of text on strategy use of good tenth grade readers are reported in 

this chapter. The data and analyses are presented under the following 

headings: 

1. Data and analyses related to the effect of unit or length of 

text within text type on subjects' strategy use; 

2. Data and analyses related to the effect of text type on sub

jects' strategy use; 

3- Data and analyses related to the effect of text type on the 

strategy use of individual readers; and 

k. Summary of the data and analyses. 

The data are summarized in terms of the analyses which were con 

ducted. Data on which the tables were based may be found in Appen

dices l-L. Variation in the number of subjects listed for each set of 

data is attributable to use of the Wilcoxson Signed Rank Test in ana

lyzing the data. When frequency or proportion of strategies used by a 

subject for one type of text equaled that used for the other, no dif

ferences could be detected. According to the Wilcoxson, therefore, 

such data were deleted, since the statistical analyses were based on 

differences in the frequency or proportion of strategies used. 
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Data and Analyses Related to the Effect 
of Length of Text within Text Type 

on Readers' Strategy Use 

The study of the effect of unit or length of text within text 

type on reader strategy use involved one hypothesis. Hypothesis 1.0, 

that there are no significant differences between strategies readers use 

when text is presented in terms of differing units or lengths within 

different text types, was rejected at all of the lengths examined. A 

detailed report and discussion concerning the analyses of data for this 

hypothesis follows. 

The effect of unit or length of text on reader strategy use was 

determined on the basis of an analysis of subjects' strategy use in 

relation to text presented in a sequence of the following units: 400-, 

250-, 100-words, and 10 sentence lengths. Additionally, subjects' 

strategy use was identified and a strategy classification system was 

subsequently developed from an examination of subjects' "thinking aloud" 

in regard to their silent reading of an earth science and short story 

selection. Strategy use was also analyzed in terms of four main cate

gories of the classification system (print-oriented, explicit and 

implicit message-oriented, and integrative-evaluative strategies) within 

two text types (expository and narrative). The "thinking aloud" in

cluded subjects' recall of the text and their descriptions of what they 

were doing, thinking, and feeling while reading. 
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Data and Analyses Related 
to Frequency of Use 

Data depicting frequency of strategy use are presented by unit 

or length in the following tables. 

400-word Units. Table 1 summarizes information specifying the 

statistical significance of frequency of strategy use for the 400-word 

units within the four categories and the two text types. 

Table 1. Frequency of strategy use for 400-word units by strategy 
categories, number of subjects, text types, and T-values 

Strategy 
Categories 

Total 
n 

Adjusted 

n* 

Expos i tory 
Text 

Narrat i ve 
Text T-value 

Print-oriented 24 18 45 31 62.5 

Expli ci t message 24 22 157 168 108.5 

Implici t message 24 23 21 98 16.5** 

Integrative-

Evaluati ve 24 23 69 85 116 

^Adjusted n reflects deletion of subjects having equivalent frequency 
of strategy use for the two text types. 

**p <.01 

Statistical significance was noted at the .01 level in regard 

to strategies related to the implicit text message, suggesting that 

subjects used a greater number of such strategies in reading narrative 

than in reading expository text of 400-word units. 
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250~word Units. In Table 2 information is presented specifying 

the statistical significance of frequency of subjects' strategy use for 

the 250-word units in the four categories and the two text types. 

Table 2. Frequency of strategy use for 250-word units by strategy 
categories, number of subjects, text types, and T-values 

Strategy 

Categories 
Total 

n 

Adjusted 
-J. rv* 

Expos i tory 
Text 

Narrat i ve 
Text T-value 

Print-oriented 2k  13 2k  23 k \ . 5  

Explicit message 2k  21 ] kk  167 89 

Implici t message 2k  18 20 78 9 . 5 * *  

Integrative-
Evaluati ve 2k  20 k3  5k  

»v 

87.5 

^Adjusted n reflects deletion of subjects having equivalent frequency 
strategy use for the two text types. 

**p <.oi 

Statistically significant differences at the .01 level were 

noted in frequency of strategy use related to the implicit text message 

with the 250-word units. These result? are consistent with those found 

for the ^00-word units. 

100-word Units. Information is reported in Table 3 indicating 

the statistical significance of frequency of subjects' strategy use in 

the four categories and the two text types for the 100-word units. 
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Table 3. Frequency of strategy use for 100-word units by strategy 
categories, number of subjects, text types, and T-values 

Strategy 
Categories 

Total 
n 

Adjusted 

n* 

Expos i tory 

Text 
Narrative 

Text T-value 

Print-oriented 2k  11 21 17 26 

Explici t message 2k  22 81 129 36.5** 

Implicit message 2k  20 ] k  85 2.5** 

Integrative-
Evaluative 2k  18 30 27 Sk  

^Adjusted n reflects deletion of subjects having equivalent frequency 
of strategy use for the two text types. 

**p <.01 

Significant differences at the .01 level were noted for strat

egies related to the explicit and implicit messages of the text. 

Results in regard to strategies used with the implicit message of the 

text were consistent with those noted for the kOO- and 250-word units. 

Further, these results also indicated that subjects utilized a signifi

cantly greater number of implicit and explicit text related strategies 

in reading narrative than in reading expository text of 100-word units. 

Sentence-length Units. Table k  summarizes information regarding 

significance of frequency of strategy use in the four categories and 

the two text types for the sentence length units. 
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Table 4. Frequency of strategy use for sentence-length units by 
strategy categories, number of subjects, text types, and 
T-values 

Strategy 
Categories 

Total 
n 

Adjusted 

n* 

Expos i tory 
Text 

Narrative 
Text T-value 

Print-oriented 2k  17 52 62 67.5 

Explici t message 2k  21 304 336 108.5 

Implici t message 2k  23 87 185 31.5** 

Integrati ve-
Evaluative 2k  21 98 173 37 .5**  

^Adjusted n reflects deletion of subjects having equivalent frequency 
of strategy use for the two text types. 

**p <.01 

Statistically significant differences at the .01 level were 

noted for strategies related to the implicit and integrative-evaluative 

text messages. Results in regard to implicit message-oriented strat

egies are consistent with those noted for the kOO-, 250-, and 100-word 

units. Other results indicated that subjects also employed a signifi

cantly greater number of integrative-evaluative strategies when reading 

narrative text in sentence length units. 

In summary, statistically significant differences in frequency 

of strategy use were noted at the .01 level for the following: 

implicit message-oriented strategies with narrative text at the 400-, 

250-, 100-word and sentence-length units; explicit message-oriented 

strategies with narrative text at the 100-word units; and integrative-

evaluative strategies with narrative text at the sentence-length units. 
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Subjects employed significantly greater use of such strategies with 

narrative text than with expository text at these lengths. 

Data and Analyses Related to 
Proportion of Total Strategies Used 

Data depicting proportion of subjects' total strategy use are 

reported next by unit/length in the following tables. 

400-word Units. Table 5 summarizes information specifying the 

statistical significance of proportion of total strategy use for the 

400-word units with the four categories and the two text types. 

, Table 5. Proportion of total strategies for 400-word units by strategy 
categories, number of subjects, text types, and T-values 

Strategy 
Categories 

Total 
n 

Adjusted 

n* 

Expos i tory 
Text 

Narrat i ve 
Text T-value 

Print-oriented 24 23 15.4 8.0 75 

Explicit message 24 24 53-8 44.0 95 

Implicit message 24 24 7.2 25-7 32.5** 

Integrative-

Evaluative 24 23 23.6 22.3 135.5 

^Adjusted n reflects deletion of subjects having equivalent proportion 
of strategy use for the two text types. 

**p <.01 
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Statistical significance was noted at the .01 level in regard to 

strategies related to the implicit text message with 400-word units. 

These results were consistent with those reported for all units exam

ined for frequency of strategy use. 

250-word Units. Information is presented in Table 6 indicating 

the statistical significance of proportion of total strategies used in 

the four categories and the two text types for the 250-word units. 

Table 6. Proportion of total strategies for 250-word units by strategy 
categories,, number of subjects, text types, and T values 

Strategy 
Categories 

Total 
n 

Adjusted 
n* 

Expository 
Text 

Narrat i ve 
Text T-value 

Print-oriented 24 15 10.1 7-1 39.5 

Explici t message 2k  2k  60.8 51.9 111 

Implicit message 2k  19 8.4 24.2 ]8** 

Integrative-
Evaluative 2k  21 20.7 16.8 88 

^Adjusted n reflects deletion of subjects having equivalent proportion 
of strategy use for the two text types. 

**p <.01 

Statistical significance at the .01 level was noted for propor

tion of total strategies used related to the implicit text message with 

250-word units. These results are consistent with those found for the 

400-word units for proportion of total strategies and with those noted 

for all four units of length in frequency of use. 



100-word Units. In Table 7, information is reported specifying 

the statistical significance of proportion of total strategies used for 

the 100-word units in the four categories and the two text types. 

Table 7- Proportion of total strategies for 100-word units by strategy 
categories, number of subjects, text types, and T-values 

Strategy 
Categories 

Total 
n 

Adjusted 

n* 
Expos i tory 

Text 
Narrative 

Text T-value 

Print-oriented 2k  ]k  ] k . k  6.6 ] 2** 

Explici t message 2k  23 55.5 50.0 102.5 

Implic i t message 2k  21 9.7 32.9 16** 

Integrative-
Evaluative 2k  20 20.5 10.5 Ik  

^Adjusted n reflects deletion of subjects having equivalent proportion 
of strategy use for the two text types. 

**p <.01 

.Statistically significant differences were found at the .01 

level in regard to print-oriented and implicit message-oriented strat

egies with 100-word units. Results in regard to implicit message-

oriented strategies are consistent with those noted for all units in 

frequency of strategy use and at the 400- and 250-word units for pro

portion of total strategies used. Further results in regard to print-

oriented strategies indicated that subjects utilized a significantly 

greater proportion of these strategies in reading expository text of 

100-word units. 
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Sentence-length Units. Table 8 summarizes information regarding 

the statistical significance of proportion of total strategies used in 

the four categories and the two text types for sentence-length units. 

Table 8. Proportion of total strategies for sentence-length units by 
strategy categories, number of subjects, text types, and 

T-values 

Strategy 
Categories 

Total 
n 

Adjusted 
n* 

Exposi tory 
Text 

Narrat i ve 
Text T-value 

Print-oriented 2k  19 9.6 8.2 87 

Explici t message 2k  2k  56.2 kk .k  52.5** 

Implici t message 2k  23 16.1 2k .5  108.0 

Integrative-
Evaluat i ve 2k  23 18.1 22.9 89 

^Adjusted n reflects deletion of subjects having equivalent proportion 

of strategy use for the two text types. 
**p <.01 

Statistical analysis of sentence-length units revealed signifi

cance at the .01 level for strategies related to the explicit text 

message, indicating that subjects utilized a significantly greater 

number of these strategies in reading expository text in sentence-length 

un i ts. 

In summary, statistically significant differences in proportion 

of total strategies used was noted at the .01 level for the following: 

implicit message-oriented strategies with narrative text at the kOO- ,  

250-, and 100-word units; print-oriented strategies with expository 
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text at the 100-word units; and explicit message-oriented strategies 

with narrative text at the sentence-length units. Subjects employed a 

significantly greater proportion of these strategies with narrative 

text in all but one situation. At the 100-word length, subjects em

ployed a significantly greater proportion of print-oriented strategies 

at the 100-word units with expository text. 

Discussion of Analyses of Data Related 
to Effect of Length of Text 

In general, data analyses showed that subjects utilized a sig

nificantly greater number and proportion of strategies related to the 

implicit text message in reading narrative than in reading expository 

text of the specified lengths. An exception to these results was noted 

with regard to proportion of total strategies for the sentence-length 

units. This text length showed no significant differences between ex

pository and narrative texts in the proportion of total strategies 

related to the implicit text message. 

These results could suggest that units of the lengths examined 

had no effect on readers' use of implicit message-oriented strategies 

as readers used these strategies to a similar extent in all conditions 

for frequency of total strategies and in all but the sentence-length 

condition for proportion of total strategies used. 

Further, these results could have indicated that expository and 

narrative text differ to such an extent in their elicitation of readers' 

strategies related to the implicit text message that any effect of 

length could have been confounded with effect of text type. 



On the other hand, it could also be argued that these units did 

affect readers' strategy use of implicit message-oriented strategies 

within the two text types at each of the lengths investigated. Perhaps 

subjects would have responded to the implicit text message differently 

with expository and narrative text of other lengths. 

With the k OO-  and 250-word units, results for frequency and pro

portion of strategy use revealed no significant differences between ex

pository and narrative text other than with strategies related to the 

implicit text message. These results could have meant that units of 

these lengths are comparable in their effect on subjects' strategy use. 

With the 100-word units, other areas of significance were ob

tained in addition to those related to the implicit text message with 

narrative text. Specifically, subjects used a significantly larger 

number of explicit text related strategies with narrative than with ex

pository text and a significantly greater proportion of print-oriented 

strategies with expository than with narrative text. These results 

could have indicated that the 100-word units affected subjects' strategy 

use differently than lengths of 400- and 250-words. However, these 

results must be interpreted in view of two unusual aspects of subject 

strategy use at the 100-word length. First, the number of subjects 

indicating strategy use for the 100-word units tended to be smaller than 

at any other length. In fact, the 100-word unit was the only length in 

which the percentage of subjects indicating strategy use fell below kS 

percent. This low percentage occurred twice, with print-oriented 

strategies in narrative text and with implicit message-oriented strat

egies in expository text. 
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Secondly, 5^ percent of the subjects indicated the same fre

quency of strategy use with explicit text related strategies with ex

pository text so that their responses were deleted from rankings on 

which the analyses were conducted. As a result, the statistical 

analyses were based on data representative of less than half of the 

subjects. 

It is difficult to interpret why a lesser number of subjects 

indicated strategy use or why so many subjects made the same number of 

responses to both text types with the 100-word units. It is, of course, 

possible that units of 100 words simply differed from the other units 

in their effect on strategy use. It may also be that 100-word units 

were too short to provide adequate context for extensive strategy use, 

but too long to enable subjects to focus on specific information that 

may have occurred at the sentence level'. The results of these factors 

may have been that subjects simply reduced their involvement in the 

text message and, hence, their strategy use. 

Another possible explanation for the reduction in number of 

subjects reporting strategy use in 100-word units may rest with the 

sequence in which units/lengths were presented. The 100-word unit was 

third in a series of four units. Subjects may have been weary or less 

attentive to the task than they were in relation to units read pre

viously and, consequently, their responses to the text may have been 

affected. 

Statistical significance was also noted in additional cate

gories with the sentence-length units for proportion of use, with 



integrative-evaluative strategies being used in a significantly greater 

proportion in narrative than in expository text. No unusual character

istics, however, were revealed by an examination of the number and type 

of subjects' responses to text at this level. Nonetheless, two explana

tions may be offered for these findings. Sentence-length units were 

read last in the series of four units. It is possible that subjects 

were attempting to integrate information that had been presented as part 

of their "final task." A distinction should be made, however, between 

the "final task" and the ending of the selection. The final task did 

not always correspond to the ending portion of the selection as an 

attempt had been made to control for the effect of portion of text read 

(beginning, middle, and ending) on subjects' strategy use. Sentence 

units were presented as the "final task" at the beginning, middle, and 

ending portions of the selections an equal number of times. It cannot 

be assumed, therefore, that subjects were synthesizing total informa

tion from selections. However, the sentence-length task always occurred 

after subjects had read 750 words, so there may, in fact, have been suf

ficient context provided by the earlier unit lengths to elicit greater 

use of integrative-evaluative strategies. Strategy use also may have 

been influenced by subjects' awareness of the sentence length units as 

the final task in "thinking aloud" which may have produced a greater 

number of integrative-evaluative strategies at this level. 

In frequency of strategies used, however, statistical 

significance at the sentence level was obtained with regard to subjects' 

use of explicit text related strategies with expository text. It is 



possible that subjects resorted to restating or paraphrasing when con

fronted with reading in sentence-length units. Perhaps sentence-length 

units did not provide sufficient context to allow elaboration or infer-

encing with expository test. 

One study could have perhaps aided in understanding the results 

of the analyses with the sentence-length units, but unfortunately there 

was no report of subjects' strategy use in regard to the explicit text 

message. This study, reported by Olshavsky (1976-1977), identified 

strategy use at the independent clause level. No attempt, however, was 

made to classify or categorize strategies related to the explicit text 

message nor were such strategies enumerated in any way. 

Summary 

Table 9 summarizes information concerning the statistical sig

nificance of subjects' strategy use at the .01 level by units of length, 

frequency of use, proportion of use, and text types. 

Statistical significance in frequency of strategy use was noted 

at the .01 level favoring narrative text for the following: implicit 

message-oriented strategies at the 400-, 250-, 100-word, and sentence-

length units and explicit message-oriented strategies at the 100-word 

units. Significantly more explicit message-oriented strategies were 

observed at the sentence-length units for expository text. 

Statistical significance in proportion of strategy use was 

noted at the .01 level favoring narrative text for the following: 

implicit message-oriented strategies at the 400-, 250-, and 100-word 



Table 9- Summary of data indicating statistical significance of 
subjects' strategy use by units of length, frequency of 
use, proportion of use, and text types 

Frequency of Use Proportion of Use 

Units of Expository Narrative Expository Narrative 

Length Text Text Text Text 

400 i mp1i c i t 
message 

implici t 
message 

250 i mp1i c i t 
message 

i mp1i c i t 
message 

100 explici t 
and 
implici t 
message 

print-
oriented 

implici t 
message 

Sentence-
length 

explici t 
message 

impli ci t 
message 

integrative-
evaluative 

units and integrative-evaluative strategies for sentence-length units. 

A significantly larger proportion of print-oriented strategies was 

observed at the 100-word units for expository text. 

Analyses and Data Related to the Effect 
of Text Type on Readers' Strategy Use 

The study of the effect of text type on reader strategy use in 

volved one hypothesis. Hypothesis 2.0, that there are no significant 

differences between strategies readers use when reading expository 

(earth science) and narrative (short story) text, was supported for 

three of the four categories of strategy use for frequency of use and 



for three of the four categories of strategy use for total proportion 

of strategies used. A detailed report and discussion of the results 

concerning this hypothesis follows. 

Twelve earth science (expository) and 12 short story (narrative) 

selections were used to assess the effect of text type on the strategy 

use of the study's 2k subjects. As described previously, each subject 

read one earth science and one short story selection. Eighteen types of 

strategies were identified through an analysis of subjects' "thinking 

aloud" in regard to their silent reading of the two selections. The 18 

types of strategies were classified into four major categories of 

strategy use according to how they aided subjects in comprehending the 

text. Comparisons were made of subjects' strategy use in reading the 

earth science and short story selections in terms of a descriptive 

examination of specific strategy use in the two text types. A statisti

cal comparison of subjects' strategy use in the two text types was also 

made in terms of the four categories of strategy use. 

Descriptive Examination of 
Specific Strategy Use 

An examination of the descriptive data which specified the fre

quency with which each strategy was used proved useful in providing an 

understanding of the range of strategies which subjects employed in 

reading the expository and narrative text selections. In addition, it 

permitted a comparison of specific strategy use related to the exposi

tory and narrative text. Examination of this data also aided in gaining 
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an indepth understanding of the make-up of the four categories which 

were used in the statistical analyses. 

The frequency of use of specific strategies within each of the 

four categories of print-oriented, message-oriented explicit and implicit, 

and integrative-evaluative strategies is presented in Table 10. 

Table 10. Frequency of strategy use—four strategy categories, two 
text types, number of strategies 

Strategy Categories 
Text Type 

Expository Narrative 

1. Print-oriented 
Re-reading 56 3^ 
Use of context/word meaning 15 8 
Use of other/word meaning 15 12 
Use of graphics 4 k  
Delibe rat ion 22 23 
Picturing, imagining 29 52 

II. Message-oriented explicit 
Restatement/paraphrase 

III. Message-oriented implicit 
Inferencing 62 379 
Engaging in logical thinking 28 k  
Examining alternatives 36 51 
Predicting 15 22 

IV. Message-oriented integrative-evaluative 
Relating text to prior knowledge 68 63 
Critiquing text, task, subject matter 90 99 
Generalizing beyond text 18 35 
Adding information 9 0 
Awareness of new learning 15 0 

Making judgments ko  125 
Anticipation 6 17 



An examination of Table 10 shows that all but two strategies— 

adding information and awareness of new learning—were used for both 

expository and narrative text. The frequency of strategies used for 

each text type varied, however. Some large differences in quantity of 

strategies for expository and narrative text were noted, for instance, 

with inferencing in the messages-oriented implicit strategy category and 

with making judgments in the message-oriented integrative-evaluative 

category. In addition, a difference was noted in frequency of strategy 

use within the two text types. A total of 2,9H strategies was used 

for both text types. Strategies used with expository text totaled 1,216 

or 42 percent of the total strategies used, while those used with narra

tive text equaled 1,698 or 58 percent. 

Statistical Comparison of Strategy 
Use in Two Text Types 

Statistical comparisons were made of subjects' strategy use in 

reading the earth science and the short story text in terms of frequency 

of use and proportion of total strategies used for each text type within 

the four categories of print-oriented, message-oriented explicit and 

implicit, and integrative-evaluative strategies. These data are sum

marized in Tables 11 and 12. 



87 

Table 11. Frequency of strategy use for the two text types by 
strategy categories, number of subjects, and T-values 

Strategy 
Categories 

Total 
n 

Adjusted 

n* 

Expos i tory 
Text 

Narrat i ve 
Text T-value 

Pri nt-oriented 24 22 142 133 108 

Explici t message 24 2k  686 770 43.5** 

Implici t message 2k  2 k  142 456 11.5** 

Integrative-
Evaluative 2k  23 246 339 77 

^Adjusted n reflects deletion of subjects having equivalent frequency 
of strategy use for the two text types. 

**p <.01 

Table 12. Proportion of total strategies for the two text types by 
strategy categories, number of subjects, and T-values 

Strategy 
Categories 

Total 
n 

Adjusted 

n* 

Expos i tory 
Text 

Narrative 
Text T-value 

Print-oriented 2k  23 11.7 7-8 71 

Explicit message 2k  2k  56.4 45-3 64 

Implici t message 2k  2k  11.7 26.9 33.5** 

Integrat i ve-
Evaluati ve 2k  23 20.2 20.0 137 

"Adjusted n reflects deletion of subjects having equivalent proportion 
of strategy use for the two text types. 

**p <.01 
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Table 11 summarizes information concerning frequency of strategy 

use in the two text types and the four categories. Statistical signifi

cance was found at the .01 level in regard to two categories: strat

egies related to the explicit text message and strategies related to the 

implicit text message. Subjects used significantly more of these 

strategies with narrative text. 

Data presented in Table 12 relates information concerning pro

portion of total strategy use for each text type in the four categories. 

Application of statistical analysis yielded significance in implicit 

text related strategies at the .01 level, indicating that subjects used 

a significantly greater proportion of these in reading narrative text. 

Analyses of Data Related to Effect 

of Text Type on Subject Strategy Use 

Statistical significance for both frequency and proportion of 

strategy use with the two types of text was obtained in relation to 

strategy use with narrative text only. In addition, the descriptive 

analysis of subjects' strategy use indicated that more strategies were 

used with narrative text. These results suggested that narrative text 

may have elicited greater strategy use in terms of quantity and propor

tion than expository text. The results were also consistent with those 

reported by Gordon et al, (1978) and by Furniss (1979). Greater quan

tity of responses by subjects to narrative than to expository type text 

was obtained in both these studies. 

Such findings may indicate that the quantity or frequency of 

subjects' responses was related to familiarity with the text type or 



to qualities inherent in narrative text itself. Furniss (1979), for 

example, attributed the greater response to narrative text by subjects 

in her study with the greater familiarity with the narrative text 

structure. She also reported that 71 percent of her subjects stated 

that they remembered the narrative story structure text with more ease 

than the descriptive-informational text structure used in her study. 

Marshall and Glock (1978-1979) also offered support for the 

view that familiarity with text elicits greater subject response. In 

their study, the quantity of subject recall of two passages—one deal

ing with sonnets and the other with graphs—was found to be related to 

the amount of subjects' prior knowledge of the two contents. The 

greater amount of subject recall was produced with the content about 

which subjects had the most prior knowledge. Marshall and Glock con

cluded that the effect of memory for content proved greater than the 

effect of differences in text structure. 

Results of the current study suggest also that text type affects 

frequency and proportion of subjects' strategy use between and within 

categories respectively. As was noted earlier, significance was noted 

with the two categories—strategies related to the explicit and implicit 

text message with narrative text for frequency of responses. Signifi

cant differences in proportion of responses were also observed for 

strategies related to the implicit text message for narrative text. 

These results suggesting that differences in quantity and proportion of 

responses between categories were related to text type confirm findings 

of Fareed (1971). Fareed's classification system for analyzing -



subjects' verbalizations included categories related to the literal 

(explicit) and inferential (implicit) text message. Differences in sub

jects' responses to specific categories were noted in terms of frequency 

of use and proportion of total strategies used and were attributed by 

Fareed to the effect of text type (biology and history). 

On the other hand, Furniss (1979), using a category system 

similar in design to the one used in this study, reported no significant 

differences in effect of text type on proportion of subjects' responses 

between categories. The passages used in Furniss' study, however, were 

written by her as representative of narrative and expository text. It 

is possible that the degree of contrast which might be found between 

naturally occurring expository and narrative text was not duplicated by 

Furniss. It could also be that the contrast between any two 

given selections of expository and narrative text may not have yielded 

significant differences of the type found with several samples of text. 

Caution should, however, be exercised in interpreting the re

sults discussed in this section as strategy use related to the four unit 

lengths examined in this study was not equally represented in terms of 

numbers of strategies reported. Subjects made more responses to 

sentence-length units. Consequently, strategy use related to the 

sentence-length units was over-represented in the total number of 

strategies reported for each category. Specifically, sentence-length 

units accounted for kk.S percent of the total responses made. It may 

be that readers simply make more responses to sentence-length units. 

If this should be the case, then these results would support the 



findings of Martinez et al. (1980), who noted significantly greater 

reader recall of text presented in sentence units than in paragraph or 

word units. Nevertheless, what effect this over-representation of 

strategies associated with sentence-length units had on the statistical 

analyses can only be conjectured. 

Summary 

In summary, no relationship between subjects' strategy use and 

text type was noted in two of the four categories investigated for fre

quency of use and three of the four categories for proportion of total 

strategies used. A relationship between subject strategy use and text 

type was established, however, for implicit message-oriented strategies 

in reading narrative text in terms of both frequency and proportion of 

responses and for explicit message-oriented strategies in reading narra' 

tive text in terms of frequency of responses. 

Analyses and Data Related to Strategy 

Use of Individual Readers 

One hypothesis was directed toward a study of the effect of 

text type on individual reader's strategy use. Hypothesis 3-0, that 

for individual readers there are no significant differences between 

strategies readers use when reading expository (earth science) and nar

rative (short story) text, was not treated statistically as no statis-

ical application was identified which appeared appropriate to compare 

individual subject's strategy use in reading the two types of text. 

Operational definitions based on proportion of total strategies used 



with a given strategy category, however, were developed to permit a 

descriptive comparison. These served as a basis for comparing the 

strategy use of individual readers in regard to the two types of text 

and for identifying patterns of strategy use within and across text 

types. The operational definitions are depicted in Table 13. 

Table 13. Operational definitions for examining individual subjects' 
strategy use in reading two types of text by proportion of 
use and range of strategy use 

Range of Strategy Use by Readers in 
Proportion of Use Response to a Given Strategy Category 

Predominant 56-87% of total reader strategies 

Moderate 28-55% of total reader strategies 

Low 0-27% of total reader strategies 

The range of subjects' strategy use provided the basis for 

designating proportion of use and thus for developing the operational 

definitions by which individual profiles of strategy use could be de

picted. The lowest proportion of individual strategy use was 0 percent 

and the highest was 87 percent. This range from 0-87 percent was 

divided approximately into thirds. Strategy use in the top third 

(56-87 percent) was designated as indicative of predominant use. 

Strategy use ranging from 28-55 percent was labeled as moderate use, 

while strategy use ranging from 0-27 percent was designated low use. 
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Data depicting individual profiles are presented in the follow

ing tables. Included in the tables are data for different individuals 

with the same patterns of strategy use for: expository text selections 

only, narrative text selections only, and expository and narrative text 

selections combined. Subjects with identical profiles across text types 

were noted as well as those whose profiles for any of the three condi

tions depicted were unlike that of any other reader. Data on which 

these tables were based may be found in Appendix L. 

In Table 14 information is presented specifying the strategy use 

of individual readers for expository text selections only. 

Table 14. Patterns of strategy use for expository text selections by 
number of subjects and strategy categories 

Number of Print- Explici t 1mp1i c i t Integrative-
Subjects Oriented Message Message Evaluative 

14 Low Predomi nant Low Low 

4 Low Moderate Low Moderate 

3 Low Moderate Low Low 

1 Low Moderate Moderate Low 

1 Low Low Low Moderate 

1 Moderate Moderate Low Moderate 



Data presented in Table 14 indicated that the pattern of strat

egy use followed by 58 percent of the subjects for expository text was 

characterized by a predominant use of strategies related to the explicit 

text message. Other profiles were noted but none consisted of more than 

12.5 percent of the subjects. 

Table 15 summarizes information describing the strategy use of 

individual readers for narrative text selections only. 

Table 15. Patterns of strategy use for narrative text selections by 
number of subjects and strategy categories 

Number of Print- Explici t 1mp1i c i t Integrative-
Subjects Oriented Message Message Eva1uat i ve 

10 Low Moderate Moderate Low 

5 Low Predomi nant Low Low 

k  Low Moderate Low Moderate 

3 Low Moderate Low Low 

1 Low Low Moderate Moderate 

1 Low Predominant Low Moderate 

Data depicted in Table 15 showed the most common pattern of 

strategy use with narrative text to be one in which strategies related 

to the explicit and implicit text message were used in a moderate man

ner. This pattern was followed by 41.6 percent of the subjects. Two 

additional patterns of strategy use were noted which were each followed 



by 16.6 percent of the subjects. One of these was a pattern utilized by 

the majority of subjects with expository text only—low strategy use of 

print-oriented, implicit text related, and integrative-evaluative strat

egies, but predominant use of explicit text related strategies. The 

remaining subjects clustered together in a group of three or formed 

their own individual profiles. 

Table 16 presents data depicting the strategy use of individual 

readers for the expository and narrative text selections combined. 

Seven individuals were identified who exhibited the same but not identi

cal patterns of strategy use for the expository and narrative text 

selections combined. Additionally, three subjects were noted who uti

lized identical patterns of strategy use in expository and narrative 

text selections combined. Finally, eight readers formed their own 

individual patterns of strategy use. 

Analyses of the Data Related to 
Individual Reader Strategy Use 

Examination of individual reader profiles indicated that while 

only three subjects used an identical pattern of strategy use in reading 

expository as in reading narrative text selections, several patterns of 

strategy use across and within the two text types could be identified. 

A discussion of the analyses related to patterns of strategy use for 

expository text selections only, for narrative text selections only, 

and for expository and narrative text selections combined follows. 
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Table 16. Patterns of strategy use for expository and narrative text 
selections combined by number of subjects, text type, and 
strategy categories 

Number of Text Print- Explici t 1mp1i c i t Integrati ve-
Subjects Type Oriented Message Message Evaluative 

7 Exp. Low Predomi nant Low Low 
Narra. Low Moderate Moderate ' Low 

3 Exp. Low Predomi nant Low Low 
Narra. Low Predomi nant Low Low 

2 Exp. Low Predomi nant Low Low 
Narra. Low Moderate Low Moderate 

2 Exp. Low Predomi nant Low Low 
Narra. Low Moderate Low Low 

2 Exp. Low Moderate Low Low 
Narra. Low Moderate Moderate Low 

1 Exp. Low Moderate Low Moderate 
Narra. Low Predomi nant Low Low 

1 Exp. Low Moderate Low Moderate 

Narra. Low Moderate Moderate Low 

1 Exp. Low Moderate Low Moderate 
Narra. Low Low Moderate Moderate 

1 Exp. Low Moderate Low Low 
Narra. Low Moderate Low Low 

1 Exp. Low Moderate Low Low 
Narra. Low Moderate Low Moderate 

1 Exp. Low Moderate Moderate Low 
Narra. Low Predomi nant Low Moderate 

1 Exp. Low Low Low Moderate 
Narra. Low Moderate Low Moderate 

Exp. Moderate 
Narra. Low 

Moderate 
Predomi nant 

Low 
Low 

Low 
Low 



Patterns of Strategy Use for 
Expository Text Selections Only 

A predominant use of strategies related to the explicit text 

message and low use of other strategy categories was the pattern of 

strategy use for expository text characteristic of most (58 percent) of 

the subjects. Possible explanations for the high use of explicit text 

related strategies with expository text selections have been discussed 

previously- It has been suggested, for instance, that readers may be 

less familiar with the content and structure of expository text as com

pared to narrative text, resulting in an adherence to rather than an 

elaboration upon the text message. 

Three patterns of strategy use were also identified which de

picted the patterns of use of two and three persons each. Individual 

patterns of strategy use were noted with two persons. These results 

suggested that while most readers were similar to at least one other 

reader in their pattern of strategy use for expository text, some were 

not. 

Patterns of Strategy Use for 
Narrative Text Selections Only 

The most common pattern of strategy use noted for narrative 

text selections was one in which explicit and implicit text related 

strategies were used in moderate proportion and the remaining strategy 

categories were used in low proportion. This pattern was followed by 

41.6 percent of the readers. It appeared that readers relied approxi

mately equally on recal1ing/restating of the text message and on in-

ferencing or elaborating upon the text message. Adherence to the text 



seemed to be balanced with elaborations upon the text. This primary 

pattern for narrative text differed from that observed regarding exposi

tory text in that subjects used less explicit message-oriented strat

egies but more implicit message-oriented strategies. 

As has been mentioned previously, subjects may have been more 

familiar with the narrative text structure and content than with the 

expository text so that they may have been more willing to elaborate 

upon the narrative text message. It could also be that the narrative 

text provided sufficient context for elaboration but that this type of 

context was not found with the expository text selections. 

Other patterns of strategy use were noted which included groups 

of three and four persons. Two readers, however, followed their own 

individual patterns of strategy use. These results suggested that while 

most readers were similar to at least one other reader in their pattern 

of strategy use for narrative text, some were not. 

Patterns of Strategy Use for Expository 
and Narrative Text Selections Combined 

Seven profiles (29 percent) were identified which indicated the 

same pattern of strategy use when expository and narrative text selec

tions were combined. With expository text, this pattern included a pre

dominance of explicit text related strategies and low use of other 

strategy categories. For the narrative text selections, this pattern 

consisted of moderate use of both explicit and implicit text related 

strategies and low use of the other strategy categories. These patterns 

were also those most commonly used within each of the two types of text 
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selections. These seven readers comprised half of the population having 

the primary pattern for expository text and 70 percent of those having 

the primary pattern for narrative text. 

An additional three subjects had identical patterns of strategy 

use for the expository and narrative text combination. These subjects' 

profiles depicted a predominance of strategies related to the explicit 

text message in both the narrative and expository text selections, but 

low use of the other three strategy categories. This pattern of strat

egy use was also the one followed by 58 percent of all subjects for 

expository text only. Three other patterns were followed by two sub

jects each. Additionally, eight readers formed their own individual 

patterns of strategy use. 

These results indicated that most subjects adjusted their pat

tern of strategy use to the type of text read. Nevertheless, a small 

group of subjects (12.5 percent) maintained the same strategy pattern 

regardless of text type. These results suggested that text type 

affected the pattern of strategies used by most readers. 

Additionally, these results demonstrated that the majority of 

subjects (66.6 percent) were similar to at least one other person in 

the pattern of strategies employed for the expository and narrative 

text selections combined. 

Some subjects (33 percent), however, appeared individualistic 

and unlike any others in their use of strategies for the combined texts. 

A further examination of these subjects' profiles indicated that none 

were completely individualistic in the pattern of strategies used in 
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each of the other conditions investigated—expository or narrative text 

selections. Specifically, those individuals who were unlike any others 

in pattern of use with text combined or within either of the text types 

only were similar to some other reader for at least one other condition. 

These results would appear to refute Fareed's (1971, P- 525) 

claim that "reading is an individual activity; each reader has unique 

patterns of interpretive responses to different types of reading mat

ter." It should be noted, however, that whether strategy use appeared 

to be a factor characteristic of individual activity or common to a 

group was dependent upon how it was viewed. Patterns of strategy use 

were identified in this study through use of operational definitions 

which designated subjects' strategy use in terms of three arbitrarily 

determined divisions. If individual strategy use had been identified 

in terms of exact proportion of use, no patterns of use common to groups 

of readers would have emerged. Use of operational definitions appeared 

justified, nonetheless, for they allowed for a systematic examination of 

individual subject strategy use in relation to text type. Despite his 

view that reading is an individualistic activity, Fareed identified four 

types of readers. He based his designation of reader type, however, on 

a subjective analysis. 

These results would also appear to question the Gibson and Levin 

(1978, p. 454) contention that "there are as many reading processes as 

there are people who read, things to be read, and goals to be served." 

Individual readers in this study used the same strategies with both text 

types. Only the proportion of use was varied. Additionally, great 
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similarity was noted between readers in patterns of strategy use. Some 

subjects (12.5 percent), in fact, used identical patterns of strategy 

use for narrative as for expository text. 

Summary 

In summary, several patterns of strategy use were identified. 

Seven readers used a pattern for expository text of predominant use of 

explicit text related strategies and low use of the remaining strategies, 

and a pattern for narrative text of moderate use of both explicit and 

implicit text related strategies and low use of the remaining strategies. 

These seven readers comprised half of the population having the primary 

pattern for expository text and 70 percent of those having the primary 

pattern for narrative text. With expository and narrative text com

bined, 14 different patterns of strategy use were identified. Three 

individuals followed the same pattern of strategy use for expository as 

for narrative text. This was a pattern which included a predominant use 

of explicit text related strategies and low use of strategies related to 

the three other strategy categories. 

Six different patterns of strategy use were noted for expository 

text, with 58 percent of the subjects adhering to one which included 

predominant use of strategies related to the explicit text message and 

low use of strategies related to the three remaining categories. 

With narrative text, 41.6 percent of the readers used a pattern 

of moderate use of explicit and implicit text related strategies and low 

use of the two other strategy categories. Six different patterns of 

strategy use were identified for narrative text selections only. 



CHAPTER 5 

SUMMARY, CONCLUSIONS, IMPLICATIONS 
AND RECOMMENDATIONS 

This study was undertaken to gain a greater understanding of 

the comprehension process—that process by which a reader brings mean

ing to and acquires meaning from text. It involved an investigation 

of strategies used by adolescent readers to comprehend text differing 

in type and length within type. Attention was also directed towards 

an examination of the strategy use of individual adolescent readers 

with regard to the differing text types studied. 

Specifically, this descriptive study sought to determine: 

1. The differences, if any, in readers' strategies for reading 

text presented in terms of differing units of length (sentences 

and longer units) within differing types of text (expository 

and narrative). 

2. The differences, if any, in readers' strategies for reading 

expository (earth science) text and narrative (short story) 

text. 

3. For individual readers, the differences, if any, in strategies 

for reading expository (earth science) text and narrative 

(short story) text. 

102 
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In order to meet the purposes of this study, the following 

research hypotheses were tested: 

1. There are no significant differences between strategies readers 

use when text is presented in terms of differing units of length 

(sentence and longer units) within differing types of text 

(expository and narrative). 

2. There are no significant differences between strategies readers 

use when reading expository (earth science) and narrative (short 

story) text. 

3. For individual readers, there are no significant differences in 
/ 

strategy use when reading expository (earth science) text and 

narrative (short story) text. 

These hypotheses were examined through a comparison of strat

egies used by 2h tenth grade good readers in reading short story and 

earth science text selections. The subjects were randomly selected from 

tenth grade students at Sahuaro High School, Tucson Unified School Dis

trict, Tucson, Arizona, whose achievement scores on a standardized read

ing test ranged from stanine 7~9 and who were not enrolled in an earth 

science course during the year in which the study was conducted. The 

selection of subjects not studying earth science facilitated the repli

cation of what was determined to be the most typical school reading 

si tuation — reading to learn new information. Further, the selection of 

good readers ensured that strategy identification would not be hampered 

by readers' problems with the basic mechanics of reading. 
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Subjects' strategy use was Identified through an analysis of 

their "thinking aloud" in regard to their silent reading of both an 

earth science and a short story selection. Selections were randomly 

assigned to subjects from a group of 12 each of earth science and short 

story selections which had been randomly selected from texts in use in 

tenth grade language arts and earth science classes in Tucson Unified 

School District. Use of several samples of naturally occurring text 

was thought to increase the ability to generalize from results of the 

study and to provide a more comprehensive and accurate assessment of 

readers' strategy use than would one or two samples of text. Each of 

the selections, which were counterbalanced for order of presentation, 

was read by two subjects. Additionally, measures were taken to ensure 

that no subject read a selection which he/she had read previously. 

The text selections were presented in units of the following 

sequence and length: 400-, 250-, 100-word, and 10 sentence lengths. Sub

jects interrupted their silent reading of both the earth science and 

short story selections to "think aloud" at the end of each of the spe

cified units. Their "thinking aloud," which included recall of what 

they had read and descriptions of what they were doing, thinking, and 

feeling while reading was recorded and transcribed. For analysis pur

poses the transcriptions of subjects' "thinking aloud," called protocols 

were placed adjacent to the text to which they corresponded. Subjects' 

protocols were then segmented into "thought units," defined as the 

smallest units indicating strategy use. 
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Subjects' strategy use was determined for each thought unit 

through comparisons of subjects' protocols with the accompanying text. 

Following four complete but separate analyses of protocols and text, a 

classification system to depict strategy use was devised which allowed 

for the grouping of strategies in terms of how they aided readers to 

comprehend the text selections. The strategy classification system, 

consisting of four categories and eighteen subcategories, is shown in 

Figure 1 on page 62: 

Strategy use for each text type (e.g., expository and narra

tive), the four categories (e.g., print-oriented, implicit and explicit 

message-oriented, and integrative-evaluative), and the four units of 

length (e.g., 400-, 250-, 100-words and sentence lengths) within the 

two text types was compared with the Wilcoxson Signed Rank Test for 

frequency of use and proportion of total strategies used. Results were 

accepted at the .01 level of probability. Operational definitions dis

tinguishing between individual subjects' strategy use in the two text 

types and four categories were developed and individual profiles were 

descri bed. 

Analyses of the Data 

Text Length 

1. ^00-word units—significant differences at the .01 level were 

noted for frequency and proportion of implicit message-oriented 

strategies used by readers in reading narrative text presented 

in 400-word units. 



250-word units—significant differences at the .01 level were 

noted for frequency and proportion of implicit message-oriented 

strategies used by readers in reading narrative text presented 

in 250-word units. 

100-word units—significant differences at the .01 level were 

noted for frequency and proportion of implicit message-oriented 

strategies used by readers in reading narrative text presented 

in 100-word units. Significant differences at the .01 level 

were noted for frequency of explicit message-oriented strategies 

used by readers in reading narrative text presented in 100-word 

units. Significant differences at the .01 level were noted for 

proportion of print-oriented strategies used by readers in read

ing expository text presented in 100-word units. 

Sentence-length units—significant differences at the .01 level 

were noted for frequency of implicit message-oriented strategies 

used by readers in reading narrative text presented in sentence-

length units. Significant differences at the .01 level were 

noted for frequency of explicit message-oriented strategies used 

by readers in reading expository text presented in sentence-

length units. Significant differences at the .01 level were 

noted for proportion of integrative-evaluative strategies used 

by readers in reading narrative text presented in sentence-

length units. 
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Text Type 

5. No significant differences were noted for frequency or propor

tion of print-oriented, explicit message-oriented, or 

integrative-evaluative strategies used by readers in reading 

expository or narrative text. 

6. Significant differences at the .01 level were noted for frequen

cy and proportion of implicit message-oriented strategies and 

for frequency of explicit message-oriented strategies used by 

readers in reading narrative text. 

Text Type and Individual Reader 

7. Predominant use of explicit message-oriented strategies and low 

use of print-oriented, implicit message-oriented, or 

integrative-evaluative strategies characterized the strategy 

use of 58 percent of the readers in reading expository text. 

8. Moderate use of explicit and implicit message-oriented strat

egies and low use of print-oriented and integrative-evaluative 

strategies characterized the strategy use of 41.6 percent of 

the readers in reading narrative text. 

9. Predominant use of explicit message-oriented strategies and low 

use of other strategies when reading expository text and moder

ate use of explicit and implicit message-oriented strategies 

and low use of other strategies when reading narrative text 

characterized the strategy use of 29 percent of the total sub

jects. This pattern represented 50 percent of the population 
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having the primary pattern for expository text and 70 percent 

of those having the primary pattern for narrative text, 

10. The same pattern of strategy use was maintained by 12.5 percent 

of the subjects in reading expository and narrative text. 

11. Six patterns of strategy use were identified for expository 

text only. 

12. Six patterns of strategy use were identified for narrative text 

on 1 y. 

13. Fourteen patterns of strategy use were identified for expository 

and narrative text selections combined. 

14. Two individuals used a pattern of strategy use unlike each other 

and unlike any other individuals in reading expository text 

selections. 

15* Two individuals used a pattern of strategy use unlike each other 

and unlike any other individuals in reading narrative text 

selections. 

16. Nine individuals used a pattern of strategy use unlike each 

other and unlike any other individuals when patterns of strategy 

use for expository and narrative text selections were combined. 

Conclus i ons 

The following conclusions, based on the analyses of the data, 

are limited to the population and text selections similar to those 

utilized in this study. 



1. Differences in quantity, proportion and type of strategies 

readers use in reading expository and narrative text are ob

servable in terms of length of text read. 

2. Text type affects good readers' use of strategies related to the 

implicit text message. 

3. Most good readers adjust strategy use to type of text read, 

viz., expository vs. narrative. 

4. While predominant patterns of strategy use can be identified for 

expository and narrative text, competent reading can also result 

from differing strategy use in either expository or narrative 

text. 

Implications 

Results of this study suggest the following implications: 

1. Teachers, professional test makers, and researchers should be 

alert to the possible effects of length of text on both the quan

tity and type of strategies good readers use in comprehending. 

2. Caution should be exercised in generalizing from studies of 

readers' strategy use in regard to a given length of text (e.g., 

sentence length) to strategy use in relation to differing 

lengths of text (e.g., paragraphs or longer units). 

3. Teachers should be aware of the range and type of strategies 

used by good readers to comprehend expository and narrative text 

in order to develop instructional and assessment techniques and 

materials which will aid students in utilizing strategies useful 

in comprehending. 
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4. In setting instructional goals/objectives for students' compre

hension of expository and narrative text, teachers should take 

into account the effect of text type on readers' strategy use. 

5. Caution should be exercised in generalizing from studies of 

readers' strategy use in regard to a given text type (e.g., 

expository) to readers' strategy use in relation to a differing 

text type (e.g., narrative). 

6. Teachers should design instructional and assessment materials 

and techniques which anticipate changes on the part of individ-

* 

ual readers in strategy use related to text type. 

7. Teachers should be aware of the variety of patterns of strategy 

use by individual readers in order to develop instructional and 

assessment techniques and materials which account for individual 

differences in strategy use. 

Recommendations for Further Research 

The following suggestions for research emerged as a consequence 

of this study. Studies should be conducted to: 

1. Compare readers' strategy use with other lengths or units of 

expository and narrative text commonly used in assessment of 

reader comprehension. 

2. Develop guidelines for use of text length in assessing compre

hension for instructional and research purposes. 

3. Investigate the effect of length of text on readers' strategy 

use without regard to text type. 



I l l  

Compare strategy use of poor with good readers in comprehending 

expository and narrative text. 

Investigate the development of strategy use by readers as they 

mature in age and reading ability. 

Examine causes for greater use of implicit message-oriented 

strategies with narrative text as compared to expository text. 

Compare readers' strategy use in relation to a smaller number 

of expository and narrative text selections so that an assess

ment can be made of the effect of a specific text selection on 

strategy use. 



APPENDIX A 

TEXT SELECTIONS AND READABILITIES 

Expository Selections Readabi1ity 

1. Do Continents Drift? 8 
(Brown, F. M., Kemper, G. H., and Lewis, J. H. 

Earth Science, 1973, ̂ 95-^98) 

2. Driving Force of the Rock Cycle 8 
(Harris et al. Investigating the Earth, 1973, 

279-298) 

3- Earth Chemistry 9 
(Ramsey, W. L., Philips, C. R., and Watenpaugh, 

F. M. Modern Earth Science, 1979, 138-1^1. 

k. Earth History 8 
(Ramsey et al. Modern Earth Science, 1979, 

396-^00) 

5- The Fossil Record 9 
(Brown et al. Earth Science, 1973, 65-68) 

6. Glaciers 8 
(Goldthwait, L. Earth Science, 1972, 358-361) 

7.  Mass Movements and Running Water 12 
(Bishop, M. S., Lewis, P. G., and Bronaugh, 
R. L. Focus on Earth Science, 1972, 250-25*0 

8. The Moon 9 
(Bishop et al . Focus on Earth Science, 1972, 

^70-^73) 

9. Products of the Lithosphere 9 
(Bishop et al. Focus on Earth Science. 1972, 

142-145) 

10. The Realm of Air 10 
(Goldthwait, L. Earth Science. 1972, k2S~^27) 
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Expository Selections—continued 

11. Sediment in the Sea 
(Harris et al. Investigating the Earth, 

1973, 211-213) 

12. Water in the Atmosphere 

(Ramsey et al. Modern Earth Science, 1979. 
439-^41) 

Readabi1i ty 

11 

1 0  

Narrative Selections 

1. A Visit to Grandmother by W. Kelley 
(Hodgins, F. and Silverman, K. Adventures 
in American Literature, 1980a, 611-613) 

2. Another April by J. Stuart 
(Hodgins, F. and Silverman, K. Adventures 
in American Literature, 1980a, 568-570) 

3. Different Cultural Levels Live Here by P. De Vries 
(Farrell et al. Arrangement in Literature, 1979, 
99-101) 

k. Guest in the House by J. D. Carr 
(Christ, H. I. and Potell, H. Adventures for 
Today, 1962, 36-38) 

5. Harrison Bergeron by K. Vonnegut 
(Hodgins, F. and Silverman, K. Adventures in 

Appreciation, 1980b, 158-160) 

6. In Another Country by E. Hemingway 
(Carlson, G. R., Schuster, E. H. and Tovatt, A. 
American Literature, 1973, 63^-636) 

7. The Beginning of Grief by L. Woiwode 
(Hodgins, F. and Silverman, K. Adventures in 
Appreciation, 1980b, 57*65) 

8. The Crop by F. O'Connor 

(Hodgins, F. and Silverman, K. Adventures in 
American Literature, 1980a, 586-588) 

9. The Long Night by L. Blanton 
(Potell, H. and Christ, H. Adventures in Living, 

1968, 351-358) 

Readabi1i ty 

3 



Narrative Selections—continued 

10. The Phoenix by S. T. Warner 

(Hodgins, F. and Silverman, K. Adventures 
in Appreciation, 1980b, 250-2551 

11. The Pink Raincoat by B. Cleary 
(Potel1, H. and Christ, H. Adventures in 
Living, 1968, 215-217) 

12. Shaving by L. Norris 
(Hodgins, F. and Silverman, K. Adventures in 
Appreciation, 1980b, 201-205) 



APPENDIX B 

INTERVIEW SCHEDULE 

Hello (subject's name). I am Pi Farr, and I am a doctoral stu
dent at The University of Arizona. I am interested in learning how 
tenth grade students read short stories and how they read earth science 
selections. I will be tape recording what you say, but I will not be 
testing you personally. This session will in no way affect your grade. 
No report of this session will be made to your teacher. We will begin 
with a practice session which will give you an opportunity to become 
familiar with the procedures we will be following. Here are the direc
tions. I will read them aloud as you follow along. You may refer to 
these directions at any time during this session. 

Pi rect ions 

(a) You will be given three selections to read. The first, a social 
studies selection, is for a practice session. The other selec
tions are a short story and biology passage. 

(b) You should read the selection silently but stop reading when you 
come to an asterisk. At the asterisk, talk about these four 
th i ngs: 

(1) what has happened or been discussed in the passage you just 

read; 
(2) what you were doing as you read it; 
(3) what you were thinking about as you read it; 
(4) what you were feeling as you read it. 

(c) You should continue reading and talking this way until you com
plete the selection. Read just as you normally would if you were 
alone. You may refer back to these directions. You will not be 
i nterrupted. 
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APPENDIX C 

INSTRUCTIONS 

Read silently but stop reading when you come to an asterisk. At the 

asterisk, talk about four things: 

(1) what has happened or been discussed in the passage you just 
read; 

(2) what you were doing as you read it; 
(3) what you were thinking about as you read it; 

(4) what you were feeling as you read it. 
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APPENDIX D 

NARRATIVE AND EXPOSITORY TEXT SELECTIONS 

WITH PROTOCOLS 

The Realm of Ai r 

The earth's atmosphere has been described as a great ocean of 
air that extends many miles above the surface of the earth and gradu
ally thins out into space. We live at the bottom of this ocean where 
we are sheltered from harmful radiations coming from space. This ocean 
of air supplies us with the materials essential to life: water, oxygen, 
and carbon dioxide. If we leave the lower portion of the atmosphere 
where we live, we must take some of it with us--in space suits if we 
move upward into space, or in tanks if we move downward into the ocean. 

The Nature of Ai r 

To understand why the atmosphere has winds, clouds, rain, 
temperature changes, and other phenomena, we must first understand the 
nature of its air. Although the air is fairly uniform in composition 
and properties near the ground, pronounced differences exist above 
fifty-five miles (88 km) altitude. 

The Composition of Dry Air. Dry air is a mixture of gases, 
each of which is composed of small particles. Some of these gas parti
cles are individual atoms, other particles are molecules, and still 

others are electrically charged particles derived from atoms and mole
cules. Since all of the gas particles of the lower atmosphere are in 
constant motion, they are thoroughly mixed. 

Seventy-eight percent by volume of the air in the lower atmos
phere is nitrogen gas. This nitrogen has little effect on substances 
that it touches in the air and on the ground. Most plants and animals 
have no use for atmospheric nitrogen. Although we breathe huge quan
tities of it, our bodies do not use it. Moreover, atmospheric nitrogen 
does not chemically react with earth materials, and very little dis
solves in the ground water. 

Twenty-one percent by volume of the air is oxygen. Unlike 
nitrogen, oxygen readily combines with other elements with which it 
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comes in contact. To animals and plants, oxygen is an essential compo
nent of the air, because living things must have oxygen to get the 
energy that keeps them alive. Since oxygen dissolves in water, aquatic 
organisms can also obtain it. Oxygen plays an important role in bring
ing about changes in the composition of many minerals in the weathering 
processes. 

The remainine one percent of the dry air consists mainly of 
argon (0.93 percent) and carbon dioxide (0.03 percent). Minute traces 
of other gases, such as hydrogen, helium, ozone and neon are also pres
ent. Most of these trace gases are inactive or present in such small 
quantities that they have little influence on their surroundings. 

(From Goldthwait, L. Earth Science, 1972, 425-^27) 

Protocol 

What was discussed was our atmosphere, the earth's atmosphere. 
The first part explains that the atmosphere was kind of like an ocean 
covering the earth. Then it went on to say about this nature of the air 
and that there's differences in climates and temperature range. It told 
that, what the air is made up of, dry air that we breathe, and there's 
oxygen and nitrogen. I think the larger percentage is nitrogen, I'm 
not sure. Then they went on to tel1 about oxygen and oxygen can be 
dissolved in water, that's why there's life in water, because it lives 
off the oxygen. It also said, I think something about argon, I didn't 
catch that, it was just a small percent, and there was some other 
gases, like helium and stuff like that, that was a small percent of our 
atmosphere, make up a very small percent. As I read it, I tried, not so 
much to look at the facts, because I only do that when I'm taking notes, 
but I tried to get an overall picture of what it was saying. What 1 
was thinking as I read it, when I read science, it's a different kind of 
thinking, not so much trying to make a picture, it's more like just 
trying to get the facts straight and organized, everything in your head. 
It wasn't much reaction, it's something' people pretty much have heard 
before. The first paragraph I liked since it was explicit about how the 
atmosphere was like an ocean and I like contrast because that gives me 

a better picture. 
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The Crop 

Miss Willerton always crumbed the table. It was her particular 
household accomplishment and she did it with great thoroughness. Lucia 
and Bertha did the dishes and Garner went into the parlor and did the 
Horning Press crossword puzzle. That left Miss Willerton in the dining 
room by herself and that was all right with Miss Willerton. Whew! 
Breakfast in that house was always an ordeal. Lucia insisted that they 
have a regular hour for breakfast just like they did for other meals. 
Lucia said a regular breakfast made for other regular habits, and with 
Garner's tendency to upsets, it was imperative that they establish some 
system in their eating. This way she could also see that he put the 
Agar-Agar on his Cream of Wheat. As if, Miss Willerton thought, after 
having done it for fifty years, he'd be capable of doing anything else. 
The breakfast dispute always started with Garner's Cream of Wheat and 
ended with her three spoonfuls of pineapple crush. "You know your 
acid, Willie," Miss Lucia would always say, "you know your acid"; and 
then Garner would roll his eyes and make some sickening remark and 
Bertha would jump and Lucia would look distressed and Miss Willerton 
would taste the pineapple crush she had already swallowed. 

It was a relief to crumb the table. Crumbing the table gave 

one time to think, and If Miss Willerton were going to write a story, 
she had to think about it first. She could usually think best sitting 
in front of her typewriter, but this would do for the time being. 
First, she had to think of a subject to write a story about. There were 
so many subjects to write stories about that Miss Wi1lerton never could 
think of one. That was always the hardest part of writing a story, she 
always said. She spent more time thinking of something to write about 
than she did writing. Sometimes she discarded subject after subject and 
it usually took her a week or two to decide finally on something. Miss 
Willerton got out the silver crumber and crumb-catcher and started 
stroking the table. I wonder, she mused, if a baker would make a good 
subject? Foreign bakers were very picturesque, she thought. Aunt 
Myrtile Filmer had left her four color-tints of French bakers in 
mushroom-looking hats. They were great tall fellows—blond and . . . 

"Willie!" Miss Lucia screamed, entering the dining room with 

the saltcellars. 

From Hodgins, F. and Silverman, K. 
1980a, 586-588. 

Adventures in American Literature, 
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Protocol 

This passage started o f f  the story by stating that Miss Walton 
was crumbing the table. And I really don't understand this point in 
the story exactly what it means. It introduced most of the characters 
and went through a breakfast, kind of like an argument at the breakfast 
table that they always had. And you learn that Miss Walton likes to 
write stories and she has problems thinking of things to write about. 

I read the first part, the first couple of sentences over again. 
As I was reading it I was trying to picture the characters and know 
what role they played in the story. Like, Miss Walton, who, is she the 
mother, or exactly what? As I read it, it was interesting, you just 
kind of want to finish it, because where you stop kind of left you 

hanging. 



APPENDIX E 

GUIDELINES FOR DELINEATING THOUGHT UNITS 

Defi ni t i ons 

Thought units—smallest unit that indicates strategy use; may 
also be thought of as the minimum number of words that expresses a 
single thought; generally refers to subjects and finite verb. 

Strategy—purposeful means of comprehending the text message. 

Example of Subject Protocol 
Segmented into Thought Units 

/In this section they're talking about the new owner/ and how 
he showed off the phoenix/ how people would save up just to see it/ 
and people who didn't contribute to the fund would pay double to see 
it./ And then how business started slacking off/ and how the phoenix 
was too quiet for people/ and how people would rather see the crocodile 
who ate a woman./ The owner of the bird is real upset/ because he's 
paying a lot of money to insure the bird/ and the bird isn't making any 
money anymore/ because nobody's coming to see it./ It was a little 
strange that people would go to see a crocodile who would eat you in
stead of a bird./ That's icky./ I'm wondering what's going to happen/ 
because the bird isn't going to bring in more money./ Also I read 
those footnotes at the bottom of the page./ 
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APPENDIX F 

AGREEMENT RECORDING FORM 

Subject #: 

Selection: 

Agree Disagree Agree Disagree 



APPENDIX G 

STRATEGY USE CLASSIFICATION SYSTEM 

Definitions and Examples 

Strategy—purposeful means of comprehending the author's 

message (Olshansky, 1976-77). 

I. Print-Oriented Strategies 
A. Re-readi ng 

Ex. "Then I re-read the part where he was talking about the 
woman who always says 'wonderful'." 

B. Use of Context to Determine Word Meaning 
Ex. "Some of the words in that passage I didn't understand so 

I just tried to finish reading the sentence and then tried 
to figure out what the words could have meant, how they 
relate to the rest of the sentence." 

C. Use of Other to Determine Word Meaning 
Ex. (defined in passage) "And I didn't know what churt was, so 

I went back a couple of times but then I read on and down 
here it says 'churt' also called flint. So that helped me 
to figure it out." 

Ex. (use of footnote) "When I came to terrapin, I looked down 
to the bottom, fresh water turtle." 

D. Use of Graphics 
Ex. "I kept looking at the picture of the open pit mine that 

they have on the page." 

E. Deli berat ion 
Ex. "I had to read a little bit slower to pick up every word 

because it was pretty important to get every word." 
F. Visualizing, Imagining 

Ex. "I was trying to picture these places on a map." 
Ex. "Then I kept thinking (picturing) this rustic English house 

with a bay window and oriental type carpet on the floor, 
antique furniture, Chippendale." 
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II. Message-Oriented Explicit Strategies 
(Reader exhibits understanding of text message as it is explicitly 
stated) 

A. Restatement — reader makes statement which adheres closely to 
text language. 

Text Reader 
"The ocean is never still." "This first message is 

telling how an ocean is 
never really very still." 

B. Paraphrase—reader deals with message as explicitly stated but 
puts it into his own words. 

Text • Reader 
"Hunt put on old clothes from "It says that all the tags 

which all tailors' tabs and have been taken off the 
laundry marks were removed." clothes, the body is wearing 

old clothes. Saying the 
guy's name is Hunt." 

11 I Message-Oriented Implicit Strategies 
(Reader exhibits understanding of text message as it is implicitly 
stated) 
A. Inferencing--reader elaborates upon information explicitly 

stated in text by interpreting, explaining or adding to the 
text in one of the following ways: 
1. Interpreting — reader elaborates upon text but expresses no 

tentativeness in regard to his statements. 

Text Reader 

Describes bird as "remarkably "He's the best bird in the 
fine—charming charactei— whole zoo." 
affable to the other birds in 
the aviary," etc. 

Describes scientist's interest' "He was interested in them 

in recognizing particular from a certain kind—an 
layers of rock by the kind of index fossil." 

fossils it contained. 

Describes woman who insists on 
regular hour for breakfast—her 
desire to see that one person 
put something on cereal, another 

not drink juice. 

"This way she could watch ex
actly what everyone was doing 
while they were eating and 
make sure that everyone was 
eating the right things." 
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Con jecturing--

tentativeness 

"I guess." 

Text 

reader elaborates upon text but expresses 
by use of qualifying terms such as "maybe," 

Describes functions of wet-
bulb thermometer. 

Describes setting in which 
story takes place. 

Describes father observing in 
his children's attitude an 
attempt to conceal something 

from him. 

Reader 

"I guess they're just try
ing to figure out which, 
how high the humidity is." 

"It's probably someplace 
in Europe." 

"Maybe something had hap
pened or (maybe) something 
was wrong in the family." 

Drawing Conclusions — reader elaborates upon text by offer
ing an explanation related to text information in the form 
of drawing a conclusion. This strategy utilizes appropriate 
connectives to designate relationship such as because, so 
that, as a result. 

Text 

Describes wife's attempts to 
persuade husband to quit job 
and husband's determination 
to remain on job. 

Describes characteristics of 

climat ic zones. 

Describes man's mortgaging of 
house, selling of car in order 
to go into business for self. 

Reader 

"He doesn't quit because 
he likes the people." 

"They get 80 inches per 

year average which is a 
lot more than the arid 

regions or semi-arid 
regions." 

"They don't have so much 
money so they have to get 
along as best they can." 

Engaging in Logical Thinking—reader elaborates upon text by 
use of logical or relational thinking such as use of compari-

making analogies or examination of consequences. sons 

Text 

Pictures 3"dimensional drawing 
of "train" of ocean waves. 

Reader 

"It looks like Death Valley 

except that it's sandy and 
muddy." 
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Text Reader 

Describes layer of rock in a 
given strata. 

Describes area where the 
"glacier is nourished." 

"If limestone is in one 
layer, then it should be 
pretty close to the age if 
you found it in another 
country." 

"I was trying to put the 
word nourish in for like 
nourishing a child, trying 
to relate that back to 
glacier." 

Examining Alternatives — reader examines alternatives by ques

tioning text. 

Text 

Describes a father dying of 
some unnamed illness. 

Reader 

"I was trying to figure 
out what his dad had that 
he was so sick about." 

Describes mining process which 
yields small amount of valuable 
ore but great amount of waste 
product. 

Describes silver service being 
knocked off a sideboard. 

"Why would they 
they only get a 
out of it?" 

mine when 
1i ttle 

"Why would someone want to 
knock silver service off 
the sideboard?" 

Predicting — reader formulates hypothesis in regard to what 
he/she thinks will occur next in text. 

Text 

Describes proprietor's attempts' 
at soothing hurt feelings. 

Describes mother punishing son 
for playing with matches by 
sticking his finger in fire. 

Describes theories in regard to 
continental drift. 

Reader 

"In the next part, he'll 
explain, I guess, what she 

real 1y meant." 

"Next he's probably going 
to do something to get back 

at his mother trying to 
discipiine him." 

"And so, now I suppose, 
they're going on to a new 
theory." 
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*E. Sorting Out Key Ideas and/or Making Summary Statements — reader 
synthesizes text message by focusing on key ideas or summarizing. 

Text 

Describes girl's emotional 
and behavioral response to 
her mother's purchase of a 
pink raincoat. 

Describes customer's use of 
"wonderful" to label cook 
and cook's negative response 
to such 1abeling. 

Describes rationale for and 
events related to development 
of continental drift theory. 

Reader 

"In the passage what was dis
cussed was the girl's feelings 
about the pink raincoat her 
mother had bought her." 

"This was a comical story 
about a misunderstanding of 
the meaning of wonderful." 

"They discussed the theory of 

the continental draft and that 
one scientist started, a 
German scientist I think, 
started this theory, that it 
was rejected by other 
sci ent i sts." 

*ln final analysis, classified as explicit message-oriented or implicit 
message-oriented. 

IV. Message-Oriented Integrative, Evaluative Strategies — reader supple
ments text based on implicit or explicit message with integrative, 
evaluative strategies.) 
A. Relating Text Information to Prior Experience or Knowledge 

Outside Text Content — reader attempts to integrate or relate 
text information to prior knowledge and/or experiences. This 
attempt may appear to relate directly or indirectly to text 
message. 

Text Reader 

Describes Nile delta. "Just reminded 
Commandments 

me of the Ten 

Describes job of paleon
tologist. 

Describes support for 
continental drift theory, 

"I was thinking about my trip 
down the Grand Canyon. A guy 
told us all about the differ

ent layers of rocks and how 
old each layer was." 

"I was thinking about how I had 
thought at one time that the 
Saudi Arabia peninsula did look 
like it should have fit into 
Africa." 
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Critiquing Text, Text Structure, Task or General Subject Matter— 
reader goes beyond text content by evaluating or critiquing text, 
text structures, task or general subject matter. 

Text Reader 

"It sort of dawned on me that 
this story is pretty strange, 
youngi sh." 

"When I read science, it's a 

different kind of thinking— 

not so much trying to make a 

picture." 

"This is like basically a 
short story." 

C. Generalizing — reader goes beyond text in order to make an 
application or evaluation to situations outside text content. 

Text 

Describes son unable to 
control horse, calling for 
mother. 

Describes girl throwing 
flowers in disposal as way 
of showing anger. 

Describes efforts on part of 
scientists to prove con
tinental drift theory. 

Reader 

"Sometimes it happens. People 
when they need help, they call 
for their mothers. That's the 
first thing you do when you 
need help." 

"Everyone loses control." 

"Scientists have to watch 
every step they make. So much 
of it is built upon conjecture, 
they have to check every side 
to make sure it's right." 

Adding Information — reader integrates prior information with 

textual content. 

Text 

Does not discuss formation of 
different elements and com
pounds . 

Reader 

"The different atoms use dif
ferent structures and arrange
ments of these basic particles 
to form different elements and 
compounds." 



Text 

129 

Reader 

Describes man's attempt to 
analyze motives of other men. 

Does not refer to steel as 
an i ron alloy. 

Awareness of New Learning—reader 
new learning has taken place. 

Text 

"Then he did a psychoanalysis 
of him." 

"Says how c a r s ,  machinery are 
built by steel, which is an 

i ron alloy." 

indicates an awareness that 

Reader 

"I didn't know that before." 

"I didn't know that there was 
that many particles." 

"It was interesting to ledrn 

how all this stuff was dis
covered ." 

Making Judgments in Regard to Text Content — reader evaluates or 
makes a judgment concerning text content. Judgments reflect 
reader's personal values or opinions. 

Text 

Describes writer's correction 
of grammatical error. 

Reader 

"It was good that she decided 
to go back and think on her 
work and what she had done." 

Describes mother jumping on 
back of her horse which is 
out of control. 

Describes mining for various 
ores. 

"I was just thinking--that was 
kind of a brave mom." 

"It's a waste of money." 

Experiencing Anticipation 

Text Reader 

"I still want to go on to see 
what happens to them." 



APPENDIX H 

RELIABILITY CHECK FORM 

Directions: Classify each of the thought units into one of the 

following four major categories by placing the number corresponding to 
the appropriate category above the thought unit. 

I. Print-Oriented Strategies 
A. Re-reading 
B. Use of context to determine word meaning 
C. Use of other to determine word meaning 

(defined in passage, use or footnote) 
D. Use of graphics—pictures, headings, graphics 

E. Deliberation 
F. Picturing, imagining 

II. Message-Oriented Explicit Strategies (based on text) 
A. Restatement of text 
B. Paraphrase of text 

III. Message-Oriented Implicit Strategies (based on text) 
A. Making inferences based on text 

(interpreting, conjecturing, drawing conclusions) 
B. Engaging in logical thinking 
C. Examining alternatives 
D. Predicting 
E. Sorting out key ideas and making summary statements 

IV. Integrative-Evaluative Strategies (extending beyond text) 
A. Relating text information to prior experiences or knowledge 

outside text 
B. Critiquing text, text structure, task, or general subject 

matter 
C. Generalizing beyond text by making an application or 

evaluation to situations outside text 
D. Adding information of a factual nature to text information 
E. Indicating awareness of new learning 
F. Making judgments in regard to text content 
G. Experiencing anticipation (indicating desire to read ahead) 
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FREQUENCY DATA 
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0 
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2 
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400 Word Units—Frequency Data 

Expository Narrative 
I I I  I I I I V  I I I  I I I 

6 7 0 1 0 8 6 
1 4 1 1 0 4 5 
1 16 0 3 2 9 11 
0 10 1 3 0 5 6 
0 10 0 8 3 10 1 
1 20 0 2 2 6 4 
1 2 0 3 1 3 3 
4 4 3 4 5 9 6 
1 2 2 3 1 3 0 
1 • 6 2 0 1 14 7 
6 8 2 1 2 3 5 
1 3 1 3 0 2 5 
2 4 0 1 0 8 5 
1 5 5 1 3 12 2 
0 9 0 8 1 7 7 
3 4 2 12 0 1 10 
1 4 1 3 2 6 1 
1 4 0 1 1 3 1 
1 9 1 6 3 19 3 
3 5 0 2 2 4 3 
2 5 0 0 1 12 1 
2 3 0 1 0 7 1 
I 7 0 I 1 3 3 
5 6 0 1 0 10 2 



1 
2 
3 
3 
2 
0 
0 
0 

2 
1 
it 

5 
it 

1 
0 

9 
it 

2 
2 
2 
0 

2 
3 
2 

250 Word Uni ts--Frequency Data 

Expos i tory Narrative 
1 1 1 1 1 1 IV 1 1 1 1 1 1  

0 11 1 2 0 11 5 
0 k  2 0 0 1 6 
2 5  0 ] 1 12 3 
0 7  1 2 0 1 1 
0 3 0 7 it it 0 
1 13 0 3 0 17 5 
1 k  0 1 1 1 1 

3 13 1 3 3 10 7 
1 3 0 0 1 8 0 
it ' 4 1 0 1 11 it 

0 13 1 7 it 7 7 
1 3 3 1 0 5 4 
2 1 0 1 1 2 5 
0 5 3 1 0 5 5 
1 k  1 0 0 8 5 
0 1  1 8 0 3 13 
0 9 0 5 0 9 0 
0 k  0 0 0 3 0 
0 8 2 3 2 20 5 
1 5 0 2 1 it 1 
0 6 2 0 1 7 0 
2 1 0 0 2 8 0 
1 9 1 2 2 it 0 
k  2 0 0 1 6 1 
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100 Word Units—Frequency Data 

Expository Narrative 
Subjects 1 11 111 IV 1 11 111 IV 

1. 0 5 2 2 0 7 2 4 
2. 1 3 1 0 0 9 4 1 

3. 0 10 0 1 1 11 3 0 
4. 0 5 0 0 0 8 2 1 

5 .  1 2 0 4 3 3 3 2 
6 . 2 2 0 1 1 4 3 0 

7. 0 2 0 1 0 0 1 1 
8. 2 2 1 1 2 9 5 0 

9* 1 3 0 0 0 6 0 1 
10. 3 3 0 0 4 5 2 3 
ll. 2 4 2 3 0 9 9 1 
12. 3 1 0 0 2 4 1 0 
13. 0 2 5 0 0 1 8 2 
14. 0 3 2 2 0 3 4 0 

15. 1 2 0 3 1 2 5 0 
16. 1 8 0 8 0 1 13 1 
17. 0 3 0 0 0 6 7 1 
18. 0 3 0 0 0 2 4 0 
19. 0 6 0 0 2 7 5 2 
20. 0 2 0 I 0 4 3 1 
21. 0 2 1 0 0 8 0 0 
22. 1 2 0 1 1 11 0 2 
23. 0 3 0 2 0 4 0 4 
24. 3 3 0 0 0 5 1 0 
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Sentence-Length Units—Frequency Data 

Expository Narrative 
Subjects 1 11 111 IV 1 1 1 1 1 1  IV 

1 . 0 15 2 7 0 10 5 15 
2. 0 14 2 1 0 5 1 3 
3- 6 23 13 1 4 25 21 11 
4. 0 11 2 0 0 5 7 3 
5. 4 15 1 8 10 10 12 7 
6. 5 20 3 4 6 10 15 6 

7. 0 9 0 1 1 9 1 1 
8. 3 18 5 8 10 17 12 10 

9. 0 4 8 1 0 20 1 17 
10. 6 ' 12 8 6 6 18 17 8 
11. 5 12 2 13 5 12 9 4 
12. 1 3 5 10 7 14 12 23 
13. 2 13 2 0 1 14 5 3 
14. 0 14 4 3 I 11 2 2 
15. 0 17 6 0 2 13 22 3 
16. 0 9 0 11 0 1 12 10 

17- 1 13 6 6 2 14 11 10 
18. 2 15 8 6 0 18 13 1 
19. 0 13 3 1 2 13 0 1 
20. 7 13 0 7 0 12 3 12 
21. 1 . 12 2 0 2 14 1 0 
22. 1 8 1 1 0 12 1 4 
23. 4 7 2 0 2 21 4 13 
24. 4 14 2 3 1 38 8 6 
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400 Word Units—Proportion Data 

Expos i to ry Na r ra t i ve 
Subjects 1 11 111 IV 1 1 1 1 1 1  IV 

1. .429 .50 0 .071  0 .348 .261 • 391 
2. .143 .571 .143 .  143 0 .286 • 357 • 357 
3- .05 .80 0 .15 .083  • 375 .458 .083 
4. 0 • 714 .071 .214 0 • 385 .462 • 154 
5. 0 .556 0 .444 .176  .588 .059 .176 
6. .043 .869 0 .O87 .166 • 50 • 333 0 

7. . 166 • 333 0 .50 • 143 .429 .429 0 
8. .267 .267 .20 .267  .227 .409 .273 .090 
9. .125 .25 .25 • 375 .166 • 50 0 .333 
10. .111 .666 .222 0 .042 • 583 .292 .083 
11. • 353 .471 .118 .059 .133 .20 • 333 • 333 
12. .125 .375 .125 • 375 0 .166 .416 .416 
13- .286 .571 0 .143 0 • 50 • 313 .187 
14. .083 • 417 .417 .083 .176  .706 .118 0 
15. 0 • 529 0 .471 .056  • 389 • 389 .166 
16. .143 .190 .095 .571 0 .030 .303 .666 

17. .111 .444 .111 • 333 .181 • 545 .091 .181 
18. . 166 .666 0 .166 .143 .429 .143 .286 
19. .059 .529 • 059 • 353 .103 .655 .103 .138  
20. • 30 .50 0 .20 .  166 • 333 .25 .25 
21. .286 .714 0 0 .071 .857 .071 0 
22. • 333 • 50 0 . 166 0 .  636 .090 • 273 
23- .111 .777 0 .111 .090 • 273 • 273 .364 
24. .426 .50 0 .083 0 • 714 .143 .143 
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250 Word Units—Proportion Data 

Expository Narrative 
Subjects 1 11 111 IV 1 1 1 1 1 1  IV 

1 . 0 .786 .071 .143 0 .647 .294 .059 
2. 0 .666 • 333 0 0 .111 . 666 .222 

3- .25 .625 0 .125 .053  .632  .158 .158 
4. 0 • 70 .10 .20 0 .20 • 30 .60 

5. 0 • 30 0 • 70 .40 .40 0 .20 
6. .059 .765 0 .176 0 • 727 .227 0 

7. .166 .666 0 . 166 .333 • 333 • 333 0 
8. .15 .65 .05 .15 .15 .50 .35 0 

9. .25 .75 0 0 .090 • 729 0 .182 
10. .444 .444 .111 0 .059 .647 .235  .059 
11. 0 .619 .048 • 333 .182 • 32 .32  .182 
12. .125 • 375 • 325 .125 0 • 357 .286 • 357 
13- .50 .25 0 .25 .083 .  166 .417 • 333 
14. 0 .556 • 333 .111 0 .455 .455 .090 
15. . 166 .666 .  166 0 0 .615 .385 0 
16. 0 .434 .063 .50 0 .12 • 52 • 36 
17. 0 .643 0 • 357 0 .692 0 .308 
18. 0 .100 0 0 0 .60 0 .40 
19. 0 .615 .154 .231  .069 .690 .172 .069 
20. .125 .625 0 .25  .125 .50 .125 .25 
21. 0 .75 .25 0 .125 .875 0 0 
22. .666 .333 0 0 0 .80 0 .20 
23- • 077 .692 .077 .154  .222 .444 0 • 333 
24. .666 • 333 0 0 .10 .60 .10 .20 
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100 Word Units—Proportion Data 

Expository .Narrative 
Subjects 1 11 111 IV 1 11 III IV 

1. 0 • 555 .222 .222 0 .538 • 154 .308 
2. .20 .60 .20 0 0 .643 .286 .071 

3- 0 .909 0 .09 .066 • 733 .20 0 
4. 0 0 0 0 0 • 727 .182 .091 
5. .143 .286 0 • 571 • 273 .273 .273 .182 
6. .40 .4o 0 .20 .125 .50 • 375 0 

7. 0 .666 0 • 333 0 0 • 50 • 50 
8. • 333 .333 .166 .166 .125 .563 • 313 0 

9. .25 .75 0 0 0 .857 0 .143 
10. .50 • 50 0 0 .286 • 357 • 143 .214 
11. .182 .364 .182 .273 0 • 373 .474 .053 
12. .75 .25 0 0 .286 .571 • 143 0 

13- 0 .286 .714 0 0 .091 • 727 .182 
14. 0 .429 .286 .286 0 .429 • 571 0 
15. .167 .333 0 • 50 • 125 .25 .625 0 
16. .059 .471 0 .471 0 . 066 .866 . 066 
17. 0 0 0 0 0 .429 • 50 .071 
18. 0 0 0 0 0 .333 .666 0 
19. 0 0 0 0 • 125 .438 • 313 .125 
20. 0 .666 0 .333 0 .50 • 375 .125 
21. 0 .666 • 333 0 0 1.00 0 0 
22. .25 .50 0 .25 -071 .786 0 .143 
23- 0 .60 0 .40 0 .50 0 • 50 
24. .50 .50 0 0 0 .833 . 166 0 
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Sentence-Length Units—Proportion Data 

Expository Narrative 
Subjects 1 11 1 11 IV 1 11 1 11 IV 

1. 0 .625 .083 .242 0 .33 . 166 .50 
2. 0 .824 .118 .059 0 .55 .111 • 333 
3- .140 .535 .302 .023 .066 .41 .344 .180 
4. 0 .85 .184 0 0 .333 .466 .20 

5- .143 .536 .036 .286 .256 .256 .308 .179 
6. .156 .625 .094 .125 .162 .270 .405 . 162 

7. 0 .90 0 .10 .083 .75 .083  .083 
8. .088 .529 .147 .235 .204 .347 .249 .204 

9. 0 .308 .615 .077 0 .526 .026 .447 
10. .188 • 375 .25 .188 .122 • 367 .347 .163 
11. .156 .375 .063 .406 . 166 .40 .30 .133 
12. .053 .158 .263 .526 .125 .250 .214 .411 

13- .118 • 765 .118 0 .043 .609 .217 .130 
14. 0 .666 .190 .143 .063 .688 .125 .125 
15. 0 .739 .261 0 .05 • 325 .55 .075 
16. 0 .45 0 • 55 0 .043 .522 .435 
17- .038 .50 .231 .231 .054 • 378 .297 .270 
18. .065 .484 .258 .194 0 .563 .406 .031 
19. 0 765 .176 .059 .125 .813 0 .063 
20. .259 .481 0 .259 0 .444 .111 .444 
21. .066 .80 .133 0 .118 .824 .059 0 
22. .090 • 727 .090 .090 0 .706 .059 .235 
23- .308 • 538 .154 0 .05 .525 .10 .325 
24. .174 .609 .087 .130 .019 • 717 .151 .113 
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_IV_ 

29 
1 1  
1 6  

9 
14 

6 
2 

1 2  
22 
14 
14 

33 
1 2  

3 
6 

42 

17 

5 
9 

18  
0 

1 1  
24 
10 

Total—Frequency Data 

1 
Exijios i | 

IV 1 
Narrative 
II III 

6 38 5 12 0 36 18 
2 25 6 2 0 19 16 

9 54 13 6 8 57 38 
0 33 4 5 0 19 16 

5 30 1 27 20 27 16 

9 55 3 10 9 37 27 
2 17 0 6 3 13 6 

12 37 10 16 20 45 30 

3 12 10 4 2 37 1 
14 25 11 6 12 48 30 
13 37 7 24 11 31 30 
6 10 9 14 9 25 22 
6 20 7 2 2 25 23 
1 27 14 7 4 31 13 
2 32 7 11 4 30 39 
4 28 3 39 0 6 48 
2 29 7 14 4 35 19 

3 26 8 7 1 26 18 
1 36 6 10 9 59 13 

11 25 0 12 3 24 10 

3 25 5 0 4 41 2 
6 14 1 3 1 38 2 
6 26 3 5 5 32 7 
16 25 2 4 2 59 12 
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Total—Proportion Data 

Expository Narrative 
Subjects 1 11 111 IV 1 11 111 IV 

1. .098 .623 .082 .194 0 .409 .205 .386 
2. .057 • 715 .191 .057 0 .413 .348 .239 
3. .110 .659 .159 .013 .067 .478 .319 .134 
4. 0 .786 .095 .119 0 .431 .364 .205 

5 .  .079 .476 .016 .429 .260 • 351 .201 .182 
6. .117 • 714 .039 .130 .114 .468 .342 .076 

7. .080 .680 0 .240 .125 .541 .250 .066 
8. .160 • 493 .133 .213 .163 .421 .280 .112 

9. .103 .414 • 345 .138 .032 .596 .016 • 354 
10. .250 .446 .196 . 107 .115 .462 .288 • 135 
11. .160 .457 .086 .296 .128 .360 • 349 .116 
12. .154 .256 q .231 • 359 .101 .281 .247 • 371 
13- .171 .571 .20 .057 .032 .403 • 371 .194 
14. .020 .551 .286 .143 .078 .608 .255 .059 
15. .038 .615 .135 .212 .050 .379 • 493 .076  
16. .054 .378 .041 • 527 0 .063  .500 .438 
17. .038 .558 .135 .268 .053 .466 .253 .226 
18. .068 .591 .182 .159 .028 .520 .360  .100 
19. .019 • 679 • 113 .189 .100 .656 .222 .100 
20. .229 -521 0 .250 .255 .486 .181 .327 
21. .091 • 758 .152 0 .085 .872 .043 0 
22. .250 .583 .042 .125 0 • 731 .038 .216 
23. .150 .650 .075 ,.250 .074 .470 .102 • 353 
24. .340 .532 .043 .085 .024 • 711 .145 .120 
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IV. 

400-

A. 

B. 

C. 

D. 

E. 6 

F. 

7 

A. 

B. 

C. 

D. 

A. 

B. 1 

C. 

D. 

E. 

F. 

G. 

Subject #1 

Expos i tory 
250- 100- Sentence 

1 1  15 

1 

1 

1 

6 

Narrative 
400- 250- 100- Sentence 

8 

6 

1 1  

2 

2 

1 

7 

0 

3 

1 

10 

5 

15 



146 

Subject #2 

Exposi tory 
400- 250" 100- Sentence 

Narrative 
400- 250- 100- Sentence 

I. A. 

11 

I I I 

I V ,  

B. 

C. 

D. 

E. 1 

F. 

4 

A. 1 

B. 

C. 

D. 

A. 

B. 1 

C. 

D. 

E. 

F. 

G. 

4 

2 

3 

1 

14 

2 

4 

5 

1 

6 

9 

4 

5 

1 
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11 

Subject #3 

Expos!tory 
400- 250- 100- Sentence 

I. A. 1 

B. 

C. 

D. 

E. 

F. 

16  

II. A .  

B. 

C. 

D. 

IV. A. 1 

B. 2 

C. 

D. 

E. 

F. 

G. 

1 

10  

5 

23 

2 

8 

3 

1 

400-

9 

1 1  

Narrative 
250- 100- Sentence 

1 

1 2  

3 

2 

1 

1 

1 1  

2 

2 

25 

11 

6 

4 

8 

2 
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III 

Subject #4 

Expos i tory 
400- 250- 100- Sentence 

A. 

B. 

C. 

D. 

E. 

F. 

10 

A. 1 

B. 

C. 

D. 

IV. A. 

B. 1 

1 1  

Narrative 
400- 250- 100- Sentence 

5 

6 

2 

1 

8 

2 

5 

7 

2 

1 
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11 

Subject #5 

Expository 
400- 250- 100- Sentence 

A. 

B. 

C. 

D. 

E. 

F. 

10 

II. A. 

B. 

C. 

D. 

IV. A. 1 

B. 7 

C. 

3 

4 

1 

3 

3 

1 

15 

3 

4 

400-

10  

1 

2 

1 

Narrat i ve 
250- 100- Sentence 

1 

3 

4 

1 

2 

3 

3 

0 

1 

1 

4 

6 

1 0  

8 

3 

1 

1 

4 

2 
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Subject #6 

Exposi tory 
400— 250- 100- Sentence 

Narrative 
400- 250- 100- Sentence 

I. A. 1 

B. 

C. 

D. 

E. 

F. 

II. 20 

II. A. 

B. 

C. 

D. 

IV. A. 

B. 1 

C. 

D. 

E. 

F. 

G. 1 

1 

13 20 

2 

1 

1 

6 

k 

17 

5 

1 

4 

3 

10 

15 
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Subject #7 

I. A. 

B. 

Expository Narrative 
^00- 250" 100- Sentence kOO- 250~ 100- Sentence 

1 

C. 1 

D. 

E. 

F. 

II. 2 

II. A. 

B. 

C. 

D. 

IV. A. 1 

B. 2 

3 

3 

0 

1 

9 

1 



Subject #8 

152 

400- 250- 100- Sentence 400- 250- 100- Sentence 

A. 1 

B. 3 

C. 

D. 

E. 

F. 

4 

II. A. 2 

B. 1 

C. 

D. 

IV. A. 4 

B. 

I I 13 

2 

1 

2 

2 18  

1 

2 

9 

2 

2 

1 0  

2 

9 

2 

2 

3 

1 

3 

17 

10 
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Subject §3 

Expository Narrative 
400- 250- 100- Sentence 400- 250- 100- Sentence 

I I 

I. A. 

B. 

C. 1 

D. 

E. 

F. 

2 

II. A. 1 

B. 

C. 1 

D. 

IV. A. 3 

B. 

C. 

D. 

20 

1 

17 
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Subject #10 

Expos i tory 
400- 250- 100- Sentence 

Narrative 
400- 250- 100- Sentence 

I. A. 1 

B. 

C. 1 

D. 

E. 

F. 

1 I 

11 I A. 

B. 

C. 

D. 

IV. A. 

B. 

C. 

6 

2 

4 

1 

1 

1 2  

1 

14 

6 

I 

1 

1 1  

4 

1 

5 

1 

1 

2 

18 

1 1  

2 

4 

2 

3 

1 



Subject #11 

155 

400- 250" 100- Sentence 400- 250- 100- Sentence 

A. 1 

B. 

C. 1 

D. 1 

E. 1 

F. 2 

8 

A. 2 

B. 

C. 

D. 

IV. A. 

B. 1 

I I 

I I I 

13 

1 

4 

2 

2 

1 

1 2  

2 

5 

1 

1 

3 

4 

3 

7 

7 

9 

9 

3 

1 2  

9 
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Subject #12 

I I 

Expos i tory 
400- 250- 100- Sentence 

I. A. 

B. 

C. 

D. 

E. 

F. 1 

3 

A. 1 

B. 

C. 

D. 

IV. A. 

B. 1 

C. 2 

D. 

E. 

F. 

G. 

1 

3 

1 

1 

1 

0 

3 

2 

400 

2 

5 

Narrat i ve 
250- 100- Sentence 

5 

4 

2 

4 

1 

5 

14 

1 2  

4 

8 

8 

2 

1 
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Subject #13 

Exposi tory 
400" 250- 100- Sentence 

I. A. 2 

B. 

C. 

D. 

E. 

F. 

II. 4 

II. A. 

B. 

C. 

D. 

IV. A. 

B. 1 

C. 

D. 

E. 

F. 

G. 

2 

4 

13 

2 

Narrative 
400- 250- 100" Sentence 

8 

5 

2 

5 

1 

8 

14 

5 

2 

1 
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11 

Subject #14 

Exposi tory 
400- 250- 100- Sentence 

I . A. 

B. 

C. 

D. 

E. 1 

F. 

4 

1 II. A 

B. 

C. 

D. 

IV. A. 

B. 1 

C. 

D. 

E. 

F. 

4 

2 

•3 

1 

14 

2 

Narrative 
400- 250- 100- Sentence 

1 

2 

1 2  

2 

5 

2 

1 

1 

3 

4 

1 

11 

1 

G • 
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Subject #15 

Expos i tory 
400- 250- 100- Sentence 

Narrative 
400- 250- 100- Sentence 

I. A. 

B. 

C. 

D. 

E. 

F. 

II. 9 

II. A. 

B. 

C. 

D. 

IV. A. 1 

B. 7 

C. 

D. 

E. 

F. 

G. 

k 

1 

17 

6 

7 8 2 13 

7 5 4 21 
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Subject #16 

Expos Itory 
400- 250- 100- Sentence 

I. A. 1 

B. 

C. 

D. 

E. 2 

F. 

II. 4 

II. A. 2 

B. 

C. 

D. 

IV. A. 2 

B. 5 

C. 4 

D. 

E. 

F. 1 

G. 

1 

400-

1 

1 0  

5 

6 

4 

Narrative 
250- 100- Sentence 

3 

13 

1 

13 

1 

10 

3 

6 
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11 

Subject #17 

Expos i tory 
400- 250- 100- Sentence 

A. 

B. 

C. 

D. 

E. 

F. 1 

4 

II. A. 1 

B. 

C. 

D. 

IV. A. 1 

B. 1 

C. 1 

D. 

E. 

F. 

G. 

3 

2 

1 

13 

1 

1 

1 

3 

400-

1 

1 

6 

1 

Narrative 
250- 100- Sentence 

6 

2 

2 

14 

7 

1 

3 
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Subject #18 

Expository Narrative 
400- 250- 100- Sentence 400- 250- 100- Sentence 

I. A. 1 

B. 

C. 

D. 

E. 

F. 1 11 

II. 4 4 3 15 3 3 2 18 

III. A'. 4 1 2 13 

B. 2 

C. 

D. 2 2 

IV. A. 1 II 4 13 

B. 11 1 

C. 1 

D. 1 

E. 

F. 2 1 

G. 1 
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Subject #19 

Exposi tory 
A00- 250" 100" Sentence 

Narrative 
^00" 250" 100" Sentence 

I. A. 

B. 

C. 

0. 

E. 

F. 1 

II. 9 

II. A. 1 

B. 

C. 

D. 

IV. A. 2 

B. 2 

C. 

D. 

E. 

F. 2 

G« 

13 

3 

19 

2 

2 

20 

4 

2 

7 

5 

2 

13 



164 

Subject #20 

Expository Narrative 
400- 250- 100- Sentence 400- 250- 100- Sentence 

I. A. 1 

B. 

C. 

D. 

E. 2 

F. 

II. 5 

III. A. 

B. 

C. 

D. 

IV. A. 

B. 2 

C. 

D. 

E. 

F. 

1 

13 

1 

1 

4 4 4 

1 1 1 

1 2  

1 2  

G, 
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Subject #21 

Expository Narrative 
400- 250" 100" Sentence 400- 250" 100" Sentence 

I. A. 1 

B. 

C. 

D. 

E. 1 

F. 

II. 5 

II. A. 

B. 

C. 

1 

12 

2 

1 2  

1 

7 

1 

14 
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Subject #22 

Expos i tory 
400- 250- 100- Sentence 

II. 

A. 1 

B. 

C. 

D. 

E. 

F. 1 

3 

III. A. 

B. 

C. 

D. 

IV. A. 

1 

2 

Narrative 
400- 250" 100" Sentence 

1 

7 

1 

11 12 

B. 1 
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Subject #23 

Expository Narrative 
400- 250- 100- Sentence 400- 250- 100- Sentence 

I. A. 

B. 

C. 1 

D. 

E. 

F. 

II. 2 

III. A. 1 

B. 

C. 1 

D. 

IV. A. 3 

B. 

C. 

D. 

E. 

F. 

3 

3 

1 

2 

1 

1 

21  

1 

3 

3 

1 
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Subject #24 

Exposi tory 
400- 250- 100- Sentence 

I. A. 3 

B. 1 

C. 

D. 

E. 

F. 1 

I I .  6  

III. A. 

B. 

C. 

D. 

IV. A. 

B. 1 

2 

1 

1 

1 

3 

2 

1 

1 

14 

2 

2 

1 

Narrative 
400- 250- 100- Sentence 

10 

1 

6 

1 

5 

1 

38 

8 
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