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ABSTRACT 

The purposes of this study were to determine what 

context clues are used by sixth grade children as they read 

narrative and expository materials, and to determine if 

narrative writing offers different clues than does exposi

tory writing. A further purpose of the study was to develop 

a classification schema or schemata of context clues for 

both styles of writing. 

The subjects who participated in this study were 48 

sixth grade students who were enrolled in the Oklahoma City 

Public Schools during the 1970-1971 school year. A reading 

score of between 5.0 and 7.0, as measured on the California 

Test of Basic Skills, was used to determine the subject's 

eligibility for the study. No attempt was made to correct 

for IQ, ethnic background, or socioeconomic class. 

The experimental cloze passages were developed from 

four types of books: (l) a basal reader, (2) a trade book, 

(3) a science" book, and (4) a social studies book. The 

basal reader and the trade book provided the narrative 
e 

passages. The expository passages were from the science 

book and the social studies book. Four sample tests of five 

deletions each and four twenty-deletion cloze tests were 

developed from the selected passages. A deletion rate of 

ix 
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every eleventh word was used for both the sample tests and 

the longer cloze test. 

Each subject met individually with the investigator 

and was administered one of the sample cloze tests. A 

successful completion of the sample test was followed by the 

administration of the four longer cloze tests. The subjects 

determined the appropriate answer to the cloze units and 

described what contextual aids they used in making their 

selections. Their responses formed the data of the study. 

Transcriptions of the subjects' responses were 

typed and analyzed. Each response was studied for the 

specific contextual clue used by the subject. Once a clue 

was established as being used it was identified and a 

description of the clue was developed. Responses to the 

same contextual situation were then searched to determine 

the clue(s) used by the remainder of the readers. This 

procedure was followed until all usable responses to the 

contextual situations had been identified and described. 

The data indicate that narrative and expository 

writing offer many contextual clues in common. Twenty-four 

clues were reported as being used by the subjects of this 

study. Fifteen of the 24 reported clues were reported for 

both the narrative and expository writing and were as 

follows: the noun markers' syntactical position, the 

coordinating conjunctions' syntactical position, the 

syntactical position of phrase markers, the syntactical 
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position of the infinitive marker, the association between 

words in a sentence or passage, the recognition of synonyms, 

the contextual meaning of noun markers, the contextual 

meaning of adverbial clause markers, the contextual meaning 

of phrase markers, the contextual meaning of the infinitive 

marker, the recognition of pronouns, the use of familiar 

expressions, main idea and supporting details, personal 

identification with the passage, and the readers' personal 

experiences. Six clues were reported as being used only in 

the expository passages and were as follows: the syntactical 

position of the adverbial clause marker, the syntactical 

repetition of words in a series, the contextual meaning of 

the plural noun inflection, the contextual meaning of the 

transitive verb, the use of summary, and the contextual 

meaning of quantitative adjectives. Three clues were 

identified as being used only in the narrative writing and 

were as follows: the syntactical position of verb markers, 

direct objects, and subjects of sentences. 

The data further indicate that the experiential 

background of the readers provided the most clues in solving 

for the cloze units. 



CHAPTER I 

THE NATURE OF THE PROBLEM 

It has been a basic assumption in reading instruc

tion that the content in which an unknown word is imbedded 

aids the reader in deriving its correct semantic denotation 

(Emans, 1969). The use of context to arrive at the meaning 

of an unknown word is based on two general understandings of 

language: (1) words may have multiple meanings, and (2) 

meanings can only be assigned to a word in relation to other 

words in the sentence (Gray, 1960). Many reading authori

ties advocate that the utilization of context be taught as 

part of beginning reading instruction and continued through

out the grades as one of the most critical word perception 

skills that a mature reader needs. 

Reading instruction for the majority of American 

school children is primarily conducted through a basal 

reader series (Austin and Morrison, 1964; Smith, 1963; 

Torrant, 1969). Traditionally these basals are narratives, 

and therefore early instruction in the use of context clues 

is taught and practiced in only one form of writing. As a 

result, one conjectures whether the same semantic and 

syntactic clues are available to the elementary school 

student when he is exposed to other forms of writing. To 

1 



date no research has been completed which directly tests 

children's ability to use context clues that may be avail

able to them in both expository material and narrative 

writing. 

Purpose of the Study 

The purposes of this study are to: (1) determine if 

there are different context clues used by sixth grade 

readers in reading narrative materials as opposed to reading 

expository materials, and (2) develop a classification 

schema or schemata of context clues for both narrative and 

expository writing at the sixth grade level. 

Statement of the Problem 

What context clues are used by sixth grade children 

in their reading of narrative material and expository 

material? 

Significance of the Study 

In developing a definition of reading, one must 

recognize the reading process as part of the communicative 

process. The ultimate goal of all communications, whether 

it be speaker-listener, or writer-reader, is the transference 

of meaning from the encoder to the decoder. A definition of 

reading therefore must go beyond the recognition and/or 

pronunciation of graphic symbols from a printed page. Many 
« 

reading authorities emphasize the communicative aspect of 



reading and imply that the ultimate goal of reading is 

the transference of meaning from the writer to the 

reader (Smith and Dechant, 1961; Spache, 1964; Stauffer, 

1969). 

As early as 1908, Huey (1908, reprinted 1968) 

emphasized that words function, not as independent lexical 

units, but in union with other units that go beyond the 

lexical meaning of individual words. He stated, "It should 

constantly be remembered that words are functional, and 

their main function is to help express a total meaning which 

always requires or implies their association together with 

other words" (p. 348). Thorndike (1917) considered reading 

as a very high level reasoning process where words provided 

the stimuli which the reader used to reconstruct the meaning 

encoded by the writer. 

Miller (1965) sums it up quite succinctly when he 

states, "In isolation most words can have many different 

meanings: which meaning they take in a particular sentence 

will depend on the context in which they occur. That is to 

say, their meaning will depend both on the other words and 

on their grammatical role in the sentence" (p. 16). 

These statements would imply that a reader must not 

only have in his repertoire the lexical meanings of words, 

but their contextual meaning as well. Smith, Goodman, and 

Meredith (1970) state it thusly, 



Everyone knows that a series of lexical defini
tions cannot be put together if one is to under
stand a sentence. . . . The lexical meaning must 
have added to it a contextual one. . . . Actually, 
only larger units of language, sentences or 
groups of sentences, convey meaning, and this 
meaning is always more than the sum of its parts 
(p. 257). 

The importance of teaching beginning readers the 

proper utilization of context in determining the meaning of 

unknown words is replete throughout the literature. Gray 

(1960) states, "Context clues are perhaps the most important 

single aid to word perception" (p. 25). Artley (1943) was 

perhaps the forerunner in the development of a set of con

textual aids. He states, ". . .it is not only imperative that 

children know of the existence of the context clues, but 

that they utilize them automatically in their everyday 

reading" (pp. 73-74). Since the use of context is such an 

important means of word perception it appears that an 

exploratory study which investigates the various types of 

contextual clues available in differing modes of discourse 

would be of value to both reading theoreticians and 

practitioners. The reading process is receiving closer 

scrutiny today, both from reading authorities and from 

psycholinguists. Many of these authorities (Goodman, 1970; 

Ma- >, 1969; Holmes, 1970) have developed theory-models of 

the reading process. The knowledge gained through this 

research could provide additional insights into the processes 
4 

which the reader uses as he unlocks unknown words. 



5 

The pedagogy of reading could be assisted by the 

determination of the types of context clues used by sixth 

grade children. Further assistance to the teacher could be 

the discovery of whether or not expository materials yield a 

differing set of contextual aids than does narrative. 

Lastly, this study can be of additional import in 

that it approaches the study of context clues in an explora

tory manner rather than beginning with predetermined cate

gories. 

Definition of Terms 

1. Expository writing: The kind of discourse that 

explains or clarifies a subject; to set forth a 

subject. 

2. Narrative writing: The kind of discourse concerned 

with action, with events in time, with life in 

motion. It tells a story. 

3. Context clue: Suggestions as to the meaning of the 

word gained from the words immediately adjacent in 

a phrase, clause, or other context or found in the 

same general setting, such as a sentence or para~ 

graph. 

4* Context: All that is contained or expressed in a 

writing or speech. 

5. Cloze test: A test in which the investigator 

selects the passage he wishes to study, deletes 



every Nth word, and replaces the deleted word with 

underlined blank spaces of standard length. 

Delimitations of the Study 

Delimitations of the study are as follows: 

1. Sixth grade students from a metropolitan area 

participated in the study. 

2. The sample consisted of 48 sixth grade students, 

24 boys and 24 girls. 

3. The reading ability of the sample ranged from a 

reading grade level of 5.0 to 7.0. 

Limitations of the Study 

The following operated as limitations of the study: 

1. The reliability and validity of the test instrument. 

2. The ability of sixth grade children to verbalize 

their rationale for using a specific context clue. 

Review of Related Literature 

A survey of the professional literature concerning 

the reading process and the teaching of reading skills 

indicates that attaining the meaning encoded by the writer 

is primary in all reading. The literature is further re

plete with statements by reading authorities concerning the 

importance of the contextual situation in determining word 

meaning. The purposes of this chapter are to review the 

related literature concerning the use of contextual aids as 
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an important skill in word perception. The literature to be 

considered will deal with: (1) the attempts that have been 

made to identify and classify the various categories of 

contextual aids, (2) the ability of readers to use context 

clues as a word perception skill, and (3) the utility of the 

cloze technique as a valid device for measuring comprehen

sion. 

Attempts at Classifying Context Clues 

The recognition of the ability of the reader to gain 

meaning through the use of contextual situations appeared in 

the literature as early as Huey (1908, reprinted 1968) and 

Thorndike (1917). Most reading authorities since have 

stressed the need of the mature reader to derive meanings 

for unknown words through the use of contextual aids. Gray 

(1960) states, "Context clues are perhaps the most important 

single aid to word perception" (p. 25). Tinker (1965) in 

the same light writes, "The person who has not developed 

skill in the use of verbal context has not become a mature 

reader" (p. 23). A further statement emphasizing the 

importance of context clues can be found in Smith and 

Dechant (1961) who write, 

Context offers the reader many types of clues to 
word meaning. It may help to define the word, 
relate it to previous experiences, associate it 
with a word whose meaning is known, provide a 
synonym; and context usually indicates furthermore, 
the mood and the tone the writer attaches to the 
word (p. 219). 
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A search of the literature indicates that there have 

been five major attempts at classifying context clues into 

schemata. Artley (1943) and McCullough (1943) were the 

first in the professional literature to report attempts at 

classifying contextual situations that would provide clues 

to unknown words. Artley's study reported ten categories of 

contextual situations available to readers. While these 

contextual situations were not supported by empirical data, 

they were reported to be: (1) typographical aids, (2) 

structural aids, (3) substitute words, (4) word elements, 

(5) figures of speech, (6) pictorial representations, (7) 

inference, (8) direct explanation, (9) backgrouxid of 

experiences, and (10) subjective clues. 

McCullough (1943) developed a series of contextual 

situations to test college students' ability in using 

context to derive the meaning of unknown words. The students 

were given the opportunity to retrospectively st^te their 

reasons on their incorrect choices in the exercises. 

Information from this retrospective data was used in develop

ing the classification schema. McCullough's schema has 

seven categories: (1) synonym, (2) comparison or contrast, 

(3) definition, (4) familiar expression or language experi

ence, (5) reflection of a mood or attitude, (6) summary, and 

(7) experience. 

The next major attempt at classifying context clues 

reported in the literature is that of Seibert (1945). This 
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research was conducted at the college level and was pri

marily concerned with the teaching of foreign languages. 

The experimenter used a cloze type test and instructed the 

students to use the context to determine the words that 

would fit in the blanks. No attempt was made by the 

experimenter to ask the subjects to explain their rationale 

for the words placed in the blanks. Seibert collected the 

data for one year. The classification schema developed was 

based on Seibert's deduction of what clues could have been 

used by the subjects to make their responses. The schema 

included five main headings with subheadings. The main 

headings were: (1) word association, (2) sentence structure, 

(3) association of ideas, (4) use of deduction, and (5) 

general meaning of the paragraph. 

Deighton (1959) made the fourth major attempt at 

developing a classification schema of context aids. This 

study was similar to Artley's in that no attempt was made to 

involve students in the research. Deighton examined over 

500,000 running words in school texts ranging from college 

medical books to eighth grade anthologies. From his 

examination of the material, Deighton concluded that while 

context is important to word identification it may not pro

vide as much information as previously reported. The 

classification schema developed on the basis of the study 

of the textual materials and the contextual situations were: 
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(1) definition, (2) example, (3) modifiers, (5) restatement, 

and (5) inference. 

The research reported thus far has the commonality 

of being done at the college level, and being either a 

survey of reading material for possible contextual situa

tions or reviewing test data supplied by college students 

and deducing what contextual aids used in completing the 

test. 

Ames (1965), as did the previous investigators, 

used college students as his subjects, but he was the first 

investigator to use the introspective technique in gathering 

the data. To provide a large number of contextual situa

tions the researcher developed 20 selections from two popu

lar publications. Ames deleted every 50th form class word 

(adverb, adjective, noun, verb) and replaced them with a 

simulated word that was similar in length and structural or 

inflected ending. The subjects read a randomly selected 

passage and during the interview described to the 

investigator the context employed to determine the substi

tuted simulated word. The subjects' responses were 

analyzed and used in the development of the classification 

schema. Ames's classification schema has 14 categories, as 

follows: (1) language experience or familiar expressions, 

(2) modifying phrases or clauses, (3) definition or descrip

tion, (4) words connected or in series, (5) comparison or 

contrast, (6) synonyms, (7) tone, setting and mood, (8) 
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referral, (9) association, (10) main idea and supporting 

details, (11) question and answer patterns, (12) preposi

tions, (13) non-restrictive clauses or appositive phrases, 

and (14) cause and effect patterns. Ames's study verified 

through empirical research some of the categories of 

contextual clues described by previous researchers. 

Ability of Readers to Use Context Clues 

This section will review the pertinent research 

concerned with the ability of readers to use context in 

determining the meaning of unknown words. The research is 

reported in three subsections: (1) research at the college 

level, (2) research at the high school level, and (3) 

research at the elementary and intermediate school levels. 

College Level. Three studies of the ability of 

college students, undergraduates, and graduates to use con

text clues have been reported earlier in the chapter. 

Seibert (1945) reported that college students were able to 

use context as a word identification aid at least 60 per 

cent of the time. Ames (1965) reported the same percentage 

for his experiment. 

Gibbons (1940) selected passages from psychology and 

science textbooks that were determined to contain words 

unknown to 85 per cent of the college freshmen. From the 

tests developed for these selections, it was found that 48 
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per cent of the 234 students tested could not use context 

to derive the meaning of the unknown words. 

Sachs (1943) sought to discover how many times a 

word had to appear in context before it became a word known 

to the reader. Using material from texts used by college 

freshmen, Sachs developed a series of vocabulary tests. It 

was determined that the majority of the students were un

aware of how to use context as a means of word identifica

tion. 

High School Level. Quealy (1969), in a modified 

replication of Ames's (1965) study, attempted to determine if 

(1) students of differing ability levels vary in their use 

of contextual aids, (2) males and females differ in their 

use of contextual aids, (3) students of differing maturity 

levels differ in their use of contextual aids, and (4) 

students differ in their identification and use of the four 

form classes of speech. These differences were examined 

according to intellectual ability, sex, and grade level. 

Using the same text materials and following the same test 

procedures Quealy did his study with a representative sample 

of 24 students representing the 10th, 11th, and 12th grades. 

In answer to his questions Quealy determined that intellec

tual ability was a significant factor in using context clues. 

Those students ranked as high ability did significantly 

better than either the average or low ability students. No 
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significant difference was reported for differing maturity 

levels (10th, 11th, or 12th grade). Regarding a sex dif

ference, a significant difference was determined at the 10th 

grade level, but not at either the 11th or 12th grades. A 

significant difference was determined for the form classes 

of speech and intellectual ability, but no significant 

difference for sex or grade placement in regards to the 

four form classes of speech. While in Quealy's study only 

42.38 per cent of the subjects made correct responses in 

comparison to the 60 per cent reported by Ames, Quealy 

determined that high school students differed in degree from 

college students, but not in the types of contextual aids 

used. 

Dulin (1969) using the contextual situations of (1) 

contrast, (2) linked synonym and/or appositive, (3) direct 

description, (4) language experience, and (5) cause-effect 

relationships attempted to discover the influence of 

grammatical classes on the five types of context clues. 

Dulin linked the five contextual situations in turn with a 

simulated noun, a simulated verb, a simulated adjective, a 

simulated adverb, and a non-word. Data from the five forms 

of the test were pooled and analyzed through an analysis of 

variance with contextual devices, grammatical devices, and 

test forms as main effects. No significant differences were 

reported in ease of meaning acquisition for the grammatical 

classes. Dulin reported the following hierarchy for ease of 
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meaning acquisition: (l) language experience, (2) cause-

effect relationship, (3) contrast, (4) direct description, 

and (5) linked synonym and/or appositives. This hierarchy 

was reported for boys alone, girls alone, and for both 

sexes. 

Elementary and Intermediate Level. In trying to 

determine the ability of fifth and sixth grade readers to 

use context, Elivian (1938) developed four tests. Seventy-

three words were chosen and written into the stories. Each 

of the chosen test words was defined in the story either by 

definition, inference, or a synonym. The subjects read the 

test and checked the words not known. The examiner directed 

the subjects to reread the tests to find the meanings of the 

unknown words. The subjects were only able to discover 

meanings for 22 per cent of the unknown words and the 

experimenter reported the use of context was not well 

developed. 

Looby's (19 39) study was to determine the under

standings children derive from reading. Part of the test 

questions developed were concerned with the use of contex

tual aids in determining word meanings. The researcher 

reported those students possessing higher intelligence 

utilized contextual clues more—but all students disregarded 

obvious contextual aids. 
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A study to determine the development of word meaning 

through verbal context was conducted by Werner and Kaplan 

(1950). The experimenters constructed 12 sets of six 

sentences each. Twelve simulated words were developed as 

either a noun class word or verb class word. The same 

simulated word appeared in the six sentences of the first 

set and similarly in the remaining sets. 

The subjects were shown a card with the first 

sentence and then asked how and why the meaning they gave 

for the word fit into the sentence. The procedure was 

repeated for each of the six sentences with the preceding 

sentences in sight of the subject. The experimenters 

reported that, with increased maturity, the subjects 

demonstrated an increased comprehension of the test 

sentence as a stable, grammatical structure. The less 

mature subjects demonstrated a lack of closure and fre

quently altered the grammatical structure of the sentence. 

It was stated thusly, "correct responses were closely 

related to the conventionalization of the word meanings used 

in context" (Werner and Kaplan, 1950, pp. 256-257). 

Rankin and Overholser (1969) used Ames's classifica

tion schema and a cloze test based on fourth-grade basal 

reader passages to study the use of selected context clues 

by "middle-grade children of low, average, and high reading 

achievement. The experimenters deleted nouns, adjectives, 

adverbs, and verbs so that each context clue listed by 
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Ames was represented by ten deletions. A difficulty of 

clues was reported, ranging from 26 per cent utility for 

nonrestrictive clauses or appositive phrases to 69 per cent 

for words connected in series. 

A study to determine the effectiveness of sixth 

grade pupils to use context clues in reading social studies 

and science passages was reported by Olson (1971). Passages 

were selected from Readers' Digest Skill Builders and a pre-

vocabulary screening test was developed. The prevocabulary 

screening test was administered to the subjects and the 

results were used to develop the Vocabulary-Context Aids 

Test (VCAT). Each subject then read two selections, one 

science and one social studies. The subjects were asked to 

identify the selected words from the VCAT and to describe 

how they knew what the word meant. Olson reported that 13.3 

per cent of the subjects were able to identify 75 per cent 

or more of the test words, and that 96.7 per cent of the 

subjects were able to identify at least 50 per cent of the 

words. Olson further reported that the contextual clue 

experience, or familiar expression, was the clue most fre

quently used by the subjects. The contextual situation of 

summary, as described by McCullough, was the least fre

quently used clue. 
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The Cloze Procedure 

The use of context clues to determine the meaning of 

unknown words in a passage is essential to the comprehension 

of the passage. The cloze procedure, a technique which has 

been used in measuring comprehension, lends itself to 

securing information about how the reader makes use of the 

context in solving unknown words. 

The cloze procedure was introduced to the profes

sional literature by Taylor (1953) as a means of determining 

readability. Research subsequent to Taylor's original study 

has broadened the cloze procedure to study comprehension 

difficulties in a passage. 

The term "Cloze" is derived from the gestalt 

psychology term "closure," and applies to the human need to 

complete an incomplete pattern. Taylor (1953) defines the 

term as, "A cloze unit is any single occurrence of a single 

attempt to reproduce accurately a part deleted from a 'mes

sage' by deciding, from the context that remains, what the 

missing part should be" (p. 416). 

Taylor (1953) further describes the cloze procedure 

as a method of "intercepting a message from a transmitter, 

mutilating its language patterns by deleting parts, and so 

administering it to receivers that their attempts to make 

the patterns whole again potentially yield a considerable 

number of cloze units" (p. 416). 
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Taylor (1957) followed his first study, in which he 

introduced the cloze procedure, with an experiment in which 

he tested the validity of cloze indices of reliability by 

determining the degree to which scores of individual subjects 

corresponded to individual measures of specific knowledge 

and general aptitude. Taylor made the assumption that 

readability and comprehensibility were synonymous terms. 

The research was specifically designed to test the hypoth

esis that the cloze scores of individual subjects would 

correlate significantly with their performances on (l) 

carefully constructed preknowledge and immediate recall 

tests of the content of the material presented, and (2) a 

standardized intelligence test. A cloze test form was 

constructed by combining eight sample passages and 

mechanically deleting ten words from each sample. Analysis 

dealt with two comprehension scores, two cloze scores, and 

the general intelligence scores on the Armed Forces 

Qualification Test (AFQT) for each subject. Product moment 

coefficients for all 48 subjects were high. Taylor's 

interpretation of his findings was that all the tests were 

measuring the same thing; that is, if the comprehension test 

actually measured knowledge before and after the study, so 

did the cloze tests. 

Gallent (1965) investigated the use of the cloze 

procedure as a measure of reading comprehension for 

beginning readers. Two hundred seventy-three pupils from 
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grades one through four were given the reading test from an 

appropriate grade level form of a standardized achievement 

test. The subjects were given the same section of a 

comparable form of the standardized achievement test re

written as a cloze test. The cloze test was modified for 

the first grade children by giving a choice of three 

responses for each deleted word. Calculation of split-half 

reliability coefficients for odd-even items established the 

reliability of the cloze tests. The reliability coeffi

cients ranged from .90 to .97 and were significant at the 

.01 level of confidence. 

In 1965 a study was devised to classify cloze test 

results according to their semantic and grammatical rela

tionships to the deleted word (Bormuth, 1965). The scores 

derived from each of these categories were studied to 

determine which were most valid when the tests were used to 

measure comprehension and passage difficulty. 

Twenty cloze tests of 52 items each were adminis

tered to 50 subjects from the fifth and sixth grades. The 

subjects were also given the reading subtests of the 

Stanford Achievement Test. A multiple regression analysis 

revealed that the exact word, grammatically correct score 

was most closely related to reading comprehension. An 

analysis of variance was performed using the means of the 

separate scores on each passage. The same score (exact 

word, grammatically correct) differentiated the difficulty 



20 

accurately. Bormuth interpreted his findings to mean that 

the subjects' comprehension of a passage is dependent upon 

both his ability to interpret syntax correctly and to 

comprehend the content. 

Ransom (1968) compared the relative indicated read

ing levels of children using a cloze test and an informal 

reading inventory. Subjects for the study were drawn from 

six classes representing grades one through six. The 

informal inventories were developed from basal readers. The 

cloze tests were constructed from the same basal series used 

in the construction of the informal reading inventories. 

The length and number of deletions in a passage varied from 

preprimer with five deletions to the ninth level with 25 

deletions. A ratio of 50-30-20 for independent, instruc

tional, and frustration levels was arbitrarily assigned for 

the cloze test. Ransom reported that the correlations were 

statistically significant between the cloze test and the 

informal reading inventories at the instructional and 

frustration reading levels for all grades except grade one. 

In attempting to determine a standard rate of 

deletion, a study by Fillenbaum, Jones, and Rapaport (1963) 

is pertinent to this study. While the Fillenbaum et al. 

study was concerned with the grammatical and lexical pre

dictability of speech, the researchers used differing 

deletion rates, specifically every second, third, fourth, 

fifth, or sixth word. These words were systematically 
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deleted, depending upon the experimental condition being 

tested. Groups of college students enrolled in introductory 

psychology were tested. By the researcher's definition, 

form class predictability indicates the extent to which 

words are supplied of the same grammatical class as the 

deleted word. Verbatim predictability is the extent to 

which context would allow the same word to be replaced. 

While the study only tested deletions up to six words, both 

verbatim and form class deletions moderately increased with 

decreasing frequency of deletions and it could be assumed 

that should the test have continued until the deletions were 

made at the rate of every 11th word, that the completions 

would have leveled approximately at that point. 

In another study, Bormuth (19 64) devised a test to 

determine how cloze test forms made from the same passage 

differ and if the length of the test was a variable. Four 

passages were selected from subject matter areas of litera~ 

ture, history, geography, political science, and physical 

science. Five test forms were made from each of the twenty 

passages. Every fifth word was deleted beginning with the 

first word in the second sentence and continuing with 

successive words so that every word in the 250 word passage 

appeared as a deletion unit. A different form of each of 

the cloze tests was given to each of the 139 subjects. 

Bormuth concluded that the differences among test forms 
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that are made from the same passage tend to diminish as more 

cloze units are included in the test. 

Taylor's (1953) first study also measured the effect 

of the number of deletions per passage and found that a 

passage should have more than 16 cloze units to establish 

its reliability. Taylor scored the same passages on the 

basis of the exact word or a synonym, and he reported that 

the degree of differentiation was virtually identical. 

Two types of cloze units have been widely used: a 

lexical cloze unit, in which every Nth noun, verb, or adjec

tive is deleted, and structural, in which every Nth word in 

a passage is deleted. Rankin (1958) reported that structural 

deletions correlate with higher significance with reading 

comprehension sections of a diagnostic reading test than do 

lexical deletions. According to Weaver (1965) lexical dele

tions actually reduce the efficiency of structural cloze as 

a measure of comprehension. 



CHAPTER II 

METHOD 

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

overall plan of the study, (2) a description of the experi

mental materials, (3) the subjects, (4) the data collection 

procedures, and (5) the subsequent procedures for the 

analysis of the data and development of the classification 

schema. 

Overall Plan of the Study 

Four passages, two narrative and two expository, 

were chosen from sixth grade reading level materials. The 

narrative passages were taken from a basal reader and a 

trade book while the expository passages were taken from an 

elementary social studies book and an elementary science 

book. Sixth grade readability of the passages was confirmed 

by the Dale-Chall readability formula. 

The selected passages were then mechanically 

mutilated by having every 11th word deleted and a blank 

space of standard length inserted. The average length of 

the passages was 232 words with each passage having 20 words 

deleted. 

Each subject in the study met individually with the 

investigator. A short, five-deletion cloze test passage was 
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administered to each subject to explain the experimental 

procedure. In addition, the short cloze test was used to 

validate the subjects' ability to use context as a means of 

word identification and to verbalize this ability. Those 

subjects able to meet the criteria stated were then adminis

tered the four longer cloze test passages. The subjects' 

responses provided the data for this study. 

Construction of the Experimental Materials 

In choosing the experimental materials for the 

experiment, cognizance was taken of the differences that 

interest might have on the subjects' responses to the test 

passages. Specific criteria were established for selecting 

both the books and the passages to be used in the study. The 

criteria for the books were: (l) they must have a recent 

publication date, one within the last five years, and (2) 

the books were restricted to those not presently being used 

in the Oklahoma City public schools. 

The criteria for the narrative passages were: (l) 

the characters were to be intermediate school age children, 

(2) the setting of the story had to be a school environment, 

and (3) the theme had to involve conflict or a problem-

solving situation. The criteria established for the 

expository passages were: (1) the science passage must 

involve a description of living creatures, and (2) the 
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social studies passage involved man in his relationship to 

a facet of geography. 

The four passages that met the established criteria 

were selected from four differing types of reading materials. 

The basal passage was selected from Launching and Landings 

(Johnson et al., 1968, pp. 11-12). The trade book passage 

was selected from the The Seventeenth Street Gang (Neville, 

1966, pp. 24-25). The social studies passage was selected 

from Regions and Social Needs (King, Bracken, and Sloan, 

1968, pp. 198-199) and Science in Our World (Schneider and 

Schneider, 1968, p. 224) provided the science passage. 

The same books that provided the test passages also 

provided the smaller sample test passages. The criteria 

established for the major test passages were used in 

selecting the sample test passages. The Dale-Chall reada

bility formula established the sixth grade readability for 

both the major test passages and the sample test passages. 

The passages were not chosen to provide any predetermined 

contextual aids, but rather to provide four typically sixth 

grade level reading situations (see Appendix A). 

Each of the passages that had been chosen was pre

pared for use in the experiment. The average length of the 

passages was 232 words with the longest passage being 240 

words in length and the shortest passage containing 226 

words. Starting with the first word in each passage, 11 

words were counted and the 11th word was deleted. Every 
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11th word, thereafter, was deleted until a total of 20 

deletions was made for each passage. The deletions were 

replaced with blank lines exactly 12 typewritten spaces in 

length. The four sample passages were treated in the same 

manner with only five deletions and blank lines used. The 

sample passages averaged 65 words in length with the longest 

passage containing 76 words and the shortest passage con

taining 57 words. All eight passages were developed 

into cloze tests and were reproduced on multilith. A 

test packet of one test sample and four test passages was 

prepared for each subject (see Appendix B). 

Subjects 

The subjects comprising this study were 48 (24 boys 

and 24 girls) randomly selected sixth grade students reading 

between grade levels 5.0 and 7.0 and who were enrolled in 

the Oklahoma City Public School System. 

Procedure 

A formal request to conduct the research necessary 

for this study was approved by the Director of Research, 

Oklahoma City Public Schools. With the exception of those 

schools participating in Title I projects, all public 

elementary schools were allocated to be possible partici

pants in the study. 

The purpose of this study was to determine the 

context clues used by sixth grade students as they read in 



narrative and expository passages. No attempt was made, 

therefore, to partial out from the study any IQ level, ethnic 

group, or socioeconomic class. The only requirement to be a 

subject of the study was the necessity of being enrolled in 

the sixth grade in a public school and to be reading between 

the 5.0 level and 7.0 level as determined on the Comprehen

sive Test of Basic Skills (CTBS), California Test Bureau, 

Level 2, Grades 4, 5, and 6. The CTBS is administered to 

all entering sixth grade students in the Oklahoma City 

public schools. 

To select the four schools that would furnish the 

sample for the study, all eligible schools were numbered. 

Using a table of random numbers, the four schools were 

selected. The socioeconomic levels represented in the four 

schools ranged from low-middle to low-upper class levels of 

income. The CTBS scores for sixth grade students at the 

selected schools were searched for all students that met the 

established reading level criteria. The experimenter then 

developed a master list of all eligible students and they 

were assigned numbers. The total number of eligible 

students from the selected schools was 235 students. Again 

a table of random numbers was searched until a total of 48 

boys and 48 girls had been selected. The 96 students were 

renumbered and a table of random numbers was again searched 

until 24 boys and 24 girls had been drawn. These 48 

students then became the subjects of the study. The 
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remaining 48 students were assigned to the alternate list 

and were used when a primary subject was unable to partici

pate in the study. 

Each subject met individually with the experimenter. 

In three of the schools, the testing room was a medium sized 

storage room adjacent to the school library. The fourth 

school provided the nurse's station for the research. At 

all four schools the research was conducted in the afternoon 

with a minimum of interruption. At no time was any subject 

forced to stop for lack of time or interrupted by traffic 

into the room. 

A short introductory session was conducted to place 

the subject at ease. During this introductory session, each 

subject was asked the following questions: (l) How long have 

you attended this school? (2) What is the most exciting 

thing you have done lately? and (3) What hobbies do you 

have? 

The test passages constituted four experimental 

conditions. According to Zimny (1961), "As a subject 

completes one experimental condition after another, he 

acquires certain experiences which can be of aid to him 

during subsequent conditions" (p. 159). To ensure that 

learning from the order of presentation did not affect the 

data, the subjects of the study were randomly assigned to a 

complete, counterbalancing schedule for four experimental 

conditions. Table 1 illustrates the counterbalancing method 



Table 1. Complete Counterbalancing for Four Experimental Conditions 

Subjects3, 

Experimental 
Passages 

Group 1 Group 2 Group 3 Group 4 
Experimental 

Passages 1 2 3 4 5 6 7 8 9 10 11 12 13 14 15 16 17 18 19 20 21 22 23 24 

First A A A A  A A B B B B B B C C C C C C D D D D D D 

Second B B C C D D A A C C D D B B D D A A A A B B C C 

Third C D B D C B C D D A A C A D A B B D C B A C A B 

Fourth D C D B B C D C A D C A D A B A D B B C C A B A 

aN = 48. 

A = Basal Reader Passage 
B = Trade Book Passage 
C = Social Studies Passage 
D = Science Book Passage 
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employed. The sample test passage always corresponded to 

the first passage of the group to which each student was 

assigned. 

The investigator read to each subject the specific 

instructions prepared for the experimental materials. The 

subject was then given the sample passage to complete. Of 

the original subjects four boys were unable to complete the 

sample and were replaced by four boys from the alternate 

list. Four girls were unable to complete the sample 

passage and one girl declined to participate in the study. 

The five girls were replaced with five girls from the 

alternate list. The selections from the alternate list 

were made by using a table of random numbers. 

After the subject had completed the sample passage 

he was questioned concerning each cloze unit. The following 

questions were developed to elicit responses from the 

subjects: (1) What gave you the clue to the missing word? 

(2) How did you arrive at the missing word? and (3) 

Anything else? 

Successful completion of three cloze units out of 

the five deletions on the sample passage was the criterion 

to qualify for continuance in the study. Each successful 

subject was then administered the four major cloze test 

passages. The same instructions and same followup questions 

were repeated for each passage. The responses of each 



subject, as a cloze passage was completed, were tape 

recorded to provide a verbatim record for analysis. 

Analysis of the Data 

The analysis of the data required two phases: (1) 

an examination of the subject's written responses to deter

mine if an acceptable cloze response had been recorded, and 

(2) a search of the typed transcriptions to determine the 

contextual aids reported by the subjects, along with the 

development of the classification schema. 

In phase one of the analysis the investigator care

fully examined the written responses of the subjects to 

determine if the responses were either: (1) the exact word 

used by the author, or (2) an acceptable cloze response. 

An acceptable cloze response was one that did not clearly 

change the author's intended thought. The exact word 

replacements were tabulated. These exact word replacements 

were then marked for further study in phase two of the 

analysis. The remaining cloze responses were carefully 

searched to determine if they were acceptable cloze 

responses. The investigator then developed a master list 

of non-exact word responses that were acceptable as correct 

cloze responses. Since the element of subjectivity was 

present in the decisions of the investigator as to what 

constituted an acceptable cloze response, the non-exact 
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word rexponses were submitted to an independent judge for 

acceptance or rejection as acceptable cloze responses. 

The judge, who holds a doctorate in elementary 

education, met with the investigator. The purpose of the 

study and the criteria used in determining a correct clozure 

response were discussed. The judge then marked her decision 

as to the acceptability of the non-exact word responses as 

correct cloze responses. The decisions of the investigator 

were not made known to the independent judge prior to her 

analysis. A simple percentage of agreement between the 

investigator and independent judge was then calculated. The 

per cent of agreement between judge and investigator was 

85.82 per cent. 

The words judged as acceptable cloze responses, 

together with the exact word responses, formed the data for 

further examination in phase two of the analysis of the 

data. 

Phase two of the analysis of the data was concerned 

with determining the contextual aid provided to the subjects 

by the context of the passage. The obvious element of 

subjectivity was present in this analysis as it was in the 

analysis of the correctness of written responses. The same 

independent judge that served in the initial analysis for 

the correct cloze response participated in verifying the 

investigator's classification of context clues. The judge 

and the investigator met and the purpose of classifying the 
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context clues was discussed. Without knowing the categories 

decided on by the investigator, the judge established the 

categories into which she would place the various responses 

of the subjects. The judge studied the total number of 

responses in the data. A simple percentage of agreement was 

calculated. The per cent of agreement between judge and 

investigator was 92.53 per cent. 

Transcriptions of the subjects' responses were 

typed. Each contextual situation was then typed separately 

and all acceptable responses to that situation were listed. 

All four test passages were treated in the same manner. 

The investigator had, for analysis, 80 contextual situations 

and the acceptable responses of the readers to these 

specific situations. Starting with the responses to the 

expository material, the investigator studied the responses 

for specific contextual clues as described by the subject. 

Once a specific contextual clue was established as being 

used by a subject, it was identified and a description of 

the clue was developed. Responses to the same contextual 

situation were searched to determine the clue(s) used by the 

remainder of the readers. In some situations, even though 

the readers' word replacements were acceptable, the readers' 

responses were too vague to yield any definitive contextual 

clue category. These responses were dropped from the study. 

This procedure was followed until all usable responses to 

the contextual situations in the expository passages had 
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been identified and described. These clues were then tabu

lated for frequency of usage. Lastly, the narrative data 

were treated in the same manner as the expository materials. 



CHAPTER III 

RESULTS 

The objectives of this study, as stated in Chapter 

I, were to determine what context clues are used by sixth 

grade children in their reading of narrative and expository 

material, and to determine if different clues are available 

in the two styles of writing. A further purpose of the 

study was to develop a classification schema or schemata for 

the clues identified. 

The data for this study were analyzed in two phases. 

The initial analysis was to determine whether or not the 

subjects had replaced the cloze units with appropriate cloze 

responses. The second phase of the analysis was to develop 

from the subjects' responses a schema or schemata for the 

context clues identified. 

There was a total of 3840 possible cloze units in 

the test passages of the study. Each subject had 80 cloze 

units to complete, 20 cloze units in each of the four test 

passages. A total of 2046 exact word replacements was 

tabulated for the 3840 cloze units. The per cent of exact 

word replacement for the data for all students was 53.28 per 

cent. The exact word replacement for the expository pas

sages was 53.59 per cent, while 52.96 per cent of the 
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deleted words in the narrative passages were replaced with 

the author's exact words. The 53.28 per cent exact word 

replacement rate would indicate the material was within the 

40 per cent minimal level required for instructional pur

poses as described by Harris and Smith (1972). These 

percentages of successful clozure responses offer valida-

tive support to the findings of this study. A total of 65 

cloze units were not attempted by the subjects. 

The 1729 cloze units that were completed which were 

not exact word replacements were analyzed to determine if 

they were acceptable closure responses. A total of 1484 

synonyms was accepted as cloze responses by both the 

investigator and an independent judge. The 245 cloze units 

that were not accepted by the investigator and independent 

judge were dropped from the study. It was determined that 

even though the 245 cloze units were not accepted as 

synonyms for the correct cloze units, the subjects had used 

184 words that were in the same form class as the deleted 

words. The 2046 exact word replacements and the 1484 

accepted synonyms formed the data for the investigation. 

An examination of the data indicates that the 

subjects of this study used a total of 24 differing con

textual clues in solving for the cloze units in the narra

tive and expository passages. Of the 24 identified 

contextual clues reported as being used by the readers, 

15 clues were reported to be used in both the narrative 
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passages and the expository passages. Six of the 24 clues 

reported by the subjects as being used were reported as only 

being used in the expository material, while three of the 24 

reported clues were identified in only the narrative pas

sages. 

A list of the 24 contextual clues as reported by 

sixth grade readers of expository and narrative materials is 

as follows: (l) a recognition of the position of noun 

markers; (2) a recognition of the coordinating conjunction's 

position in a sentence; (3) a recognition of the position of 

phrase markers in a sentence; (4) a recognition of the 

infinitive marker; (5) a recognition of the association 

between words in a sentence, paragraph, or passage; (6) a 

recognition of the use of synonyms and antonyms; (7) a 

recognition of the contextual meanings of noun markers; (8) 

a recognition of the contextual meanings of the adverbial 

clause markers; (9) a recognition of the contextual meanings 

of the phrase markers; (10) a recognition of the contextual 

meanings of the infinitive marker; (11) a recognition of the 

use of pronouns; (12) a recognition of familiar expressions; 

(13) a recognition of the main idea and supporting details; 

(14) a reader's personal identification with the passage; 

(15) a reader's personal or vicarious experiences; (16) a 

recognition of the position of the adverbial clause marker; 

(17) a recognition of the syntactical repetition of words in 

a series; (18) a recognition of the meaning of the plural 
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noun inflection; (19) a recognition of the meaning of the 

transitive verb; (20) a recognition of the use of summary 

statements; (21) a recognition of the meaning of the 

quantitative adjective; (22) a recognition of the verb 

marker position; (23) a recognition of the direct object 

of a sentence; and (24) a recognition of the subjects of a 

sentence. 

An examination of the clues identified as being used 

by the subjects of this study indicate that three schemata 

of contextual clues are appropriate. The first schema re

flects the 15 contextual clues reported by the subjects of 

this study as being used in both the narrative and exposi

tory passages. The clues in this schema are marked with the 

letters NE following the clue number to indicate their dual 

usage in both the narrative and expository passages. The 

second schema reflects those clues reported as being used 

only in the expository passages and are marked with the 

letter E following the clue number to indicate their usage 

as only being in the expository passage. Schema III repre

sents the clues reported as being used only in the narrative 

passages and are marked with the letter N following the clue 

number. 

A further examination of the clues reported for both 

the narrative and expository passages indicates that the 

clues divide into three broad categories: (1) clues that 

reflect the subjects' reliance on the syntactical structure 
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of the sentence to determine the unknown word; (2) clues 

that indicate the readers had determined the unknown word 

through the semantic meanings of the other words in the 

discourse; and (3) clues that seem neither to be based on 

the syntax of the sentence nor on the semantic meanings of 

the words in context, but rather on a general background of 

information possessed by the readers. The first schema, 

divided into the three broad categories is as follows: 

Classification Schema I for Narrative and 

Expository Material: 

1NE Clues utilizing the syntactical structure of the 

language. 

1.1NE A recognition of the position of noun 

markers. , 

1.2NE A recognition of the coordinating conjunc

tion's position in a sentence. 

1.3NE A recognition of the position of phrase 

markers in a sentence. 

1.4NE A recognition of the position of the 

infinitive marker. 

2NE Clues utilizing the semantic relationships within 

the language. 

2.1NE A recognition of the association between 

words in a sentence, paragraph, or passage. 

2.2NE A recognition of the use of synonyms and 

antonyms. 
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2.3NE A recognition of the contextual meanings of 

the noun markers. 

2.4NE A recognition of the contextual meanings of 

the adverbial clause markers. 

2.5NE A recognition of the contextual meanings of 

the phrase markers. 

2.6NE A recognition of the contextual meanings of 

the infinitive marker. 

2.7NE A recognition of the use of pronouns. 

3NE Clues utilizing the readers' general knowledge. 

3.1NE A recognition of familiar expressions. 

3.2NE A recognition of the main idea and support

ing details. 

3.3NE A reader's personal identification with the 

passage. 

3.4NE A reader's personal or vicarious experiences. 

The contextual situations and the readers' responses 

that provided the guidance for Schema I are presented in 

tabular form. Tables 2 through 5 present the syntactical 

clues reported by the subjects as being used in both the 

expository and narrative passages. Tables 6 through 12 

present the semantic clues reported by the subjects while 

tables 13 through 16 present the general knowledge clues as 

reported being used in the narrative and expository passages. 
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Each table presents contextual situations and readers' 

responses to the situation that determined the clue. 

The clues 1.1NE through 1.4NE, presented in Tables 

2 through 5 respectively, indicate that the readers rely on 
i 

their knowledge of the syntactical structure of the language 

to solve for unknown words. The examples cited in Table 2 

for type 1.1NE clue indicate the use of the readers' 

knowledge of the relationship between noun markers and 

nouns in the English sentence pattern. In the contextual 

situation in Table 2, the noun marker is the cloze unit or 

the noun is the deleted word and the marker provided the 

clue. The first four contextual situations are examples of 

where the noun marker was deleted and the subjects' responses 

indicate their use of the grammatical position of the cloze 

unit to identify the noun marker. The last contextual 

situation in Table 2 exemplifies the recognition of the 

marker as a signal for a noun to follow. 

Table 3 contains examples of the readers' use of 

their knowledge of the coordinating conjunction, type 1.2NE 

clue. Their responses indicate an understanding that the 

conjunction and is similar to the plus sign of mathematics 

and is used to add two words or clauses together. 

Contextual situations for type 1.3NE clues are 

presented in Table 4 and reflect the subjects' ability to 

recognize the syntactical need for a phrase marker. Five of 

the 48 subjects responded to the syntactical signal to 
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Table 2. Type 1.1NE Clue, A Recognition of the Position of 
Noun Markers 

Contextual Situation 

A pass is an opening between 
mountains. 

In some places the trains now 
run through tunnels dug 
through the mountains. 

Geysers shoot hot water and 
steam high into the air from 
underground springs heated in 
the earth. 

It was the sweetest clarinet 
music ever to resound through 
the Mitchfield auditorium. 

He liked the kids and the 
teacher, and he liked the 
blocks and paints and picture 
books. 

Reader's Response 

I put an. The next word is 
opening. I was going to put 
ci but whenever the first 
letter of the word is a 
vowel, the word before it 
has to be an. 

You use the with nouns like 
mountains. 

When you say the. you know 
that a word is going to come 
after that's going to be a 
noun. Air is a noun, that's 
how I figured the. 

I put the because it tells 
you a noun is coming up. 

I put kids because he liked 
the—it needed a noun after 
the. 
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Table 3. Type 1C2NE Clue, A Recognition of the Coordinating 
Conjunction Position in a Sentence 

Contextual Situation 

In the days when prospectors 
and settlers first came to the 
Rockies, passes were very 
important. 

Junior was the only one in 
the class who knew what the 
initials C.C. stood for, and 
C.C. was the only one who 
knew that Junior's real name 
was Angel Rivera. 

He liked the kids and the 
teacher, and he liked the 
blocks and paints and 
picture books. 

Reader's Response 

Because and is a connecting 
word and if you had another 
word besides prospectors and 
settlers, then you'd use 
commas, but just to connect 
two things you use and. 

I put and. It puts two 
sentences together without 
having two short sentences. 

I put and because it was 
joining them together to 
make a full sentence. 

Table 4. Type 1.3NE Clue, A Recognition of the Position of 
Phrase Markers in a Sentence 

Contextual Situation Reader's Response 

At the end of the third grade 
he and C.C. went into a 
special remedial reading 
class. 

I put to. It had a verb 
then a blank and it told 
about a special remedial 
reading class which was a 
noun so it needed a preposi
tion. 

They find much to see and do 
there every season of the 
year. 

I put o_f. It just fit in 
there. I put o±_ because it 
just needs a little word 
like of. 
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determine the cloze unit. The first example in Table 4 

indicates how the subject used the position of the cloze 

unit and the syntactical position of the surrounding words 

to determine the class of word to fit into the blank. The 

second example cited in Table 4 indicates a knowledge of the 

type of word required in the sentence, but lacks the compe

tence of the subject cited in example one. 

Table 5 presents the contextual situations and 

readers' responses that indicate the use of type 1.4NE clue, 

the recognition of the position of the infinitive marker. 

The responses in Table 5 indicate the recognition by the 

readers that the verb structure was incomplete and the need 

for the infinitive marker. Forty-two subjects correctly 

identified the cloze unit as the infinitive marker to in the 

first example cited. Six of the 42 subjects identified the 

infinitive marker through its relationship with the verb 

see. Twelve of the 46 subjects that responded to the second 

example in Table 5 indicate that they use the syntactical 

position of the cloze unit to determine that the cloze unit 

was the infinitive marker. 

Table 6 presents the recognition of the association 

between words in the sentence, paragraph, or passage, type 

2.1NE clue. The readers' responses to the contextual situa

tions indicate the ability of the subjects to use other 

words in the passage as a clue to the unknown word. The 

situations in which this type of clue were reported 
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Table 5. Type 1.4NE Clue, Recognition of the Position of 
the Infinitive Marker 

Contextual Situation Reader's Response 

Tourists come to some of the 
national parts to^ see 
geysers. 

Finally they had both learned 
to read, but they were behind 
in everything, and now they 
were repeating sixth grade. 

I put to. I don't think 
they went see geysers. Went 
see doesn't sound right, 
doesn't sound right to your 
ears. 

I asked myself why tourists 
come to the national parks. 
They come to see geysers. 
they don't come see. They 
come to see. It makes sense. 

I put t<3 because it said 
they both learned to read. 
The word jto is a helping 
word to the rest of the 
sentence. 

I thought it would be to 
because usually when you 
have a sentence like this 
you put to_ there, and it 
sounds right to put it 
there. 
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Table 6. Type 2.1NE Clue, A Recognition of the Association 
Between Words in the Sentence, Paragraph, or 
Passage 

Contextual Situation 

He liked the kids and the 
teacher, and he liked the 
blocks and paints and 
picture books. 

Then the teacher started 
concentrating on the black 
squiqqles under the pictures, 
and after a few months she 
expected him to know some of 
them. 

Some birds can fly thousands 
of miles non-stop, and some 
are good for only a short 
hop. 

Reader's Response 

I put children because it 
said he liked the blank and 
teacher. Anyone besides 
the teacher would be chil
dren. 

I put letters because there 
was something under the 
pictures that is black . . . 
maybe it told what the 
pictures were. 

I put are because it's what 
they can do. Above it says 
can and I used are because 
it already has the word can 
and it tells about the bird. 
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presented no problems for the subjects of this study. The 

third contextual situation cited in Table 6 was the only 

one in the study in which no subject replaced the exact word 

of the author. In this contextual situation synonyms such 

as lettering, marks, words, letters, and printing were 

judged acceptable as a replacement for the deleted word 

"squiggles." 

Type 2.2NE clue, the recognition of the use of 

synonyms and antonyms is cited in Table 7. In the first 

contextual situation the word "failure" was reported by all 

44 subjects that responded as the clue for the antonym 

"best." Eight of the thirty subjects that used "roads" to 

complete the cloze unit did so as a synonym for highways. 

Table 8, type 2.3NE clue, the recognition of the 

contextual meaning of noun markers, presents a clue that is 

very similar to the clue reported in Table 2, the recogni

tion of the noun marker position. The subjects' responses 

to the contextual situation indicate that in addition to the 

position of the marker they knew and used the contextual 

meaning for the marker to solve for the cloze unit. 

The recognition of the contextual meaning for the 

adverbial clause marker represents a type 2.4NE clue and is 

cited in Table 9. The subjects of this study used a variety 

of markers as synonyms for the actual word deleted. In the 

first contextual situation only 21 responses were judged 

acceptable with thirteen being the actual word of the 
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Table 7. Type 2.2NE Clue, A Recognition of the Use of 
Synonyms or Antonyms 

Contextual Situation 

C.C. wasn't used to failure, 
he'd always been the best. 

Reader's Response 

I put best because it was 
talking about he'd always 
been the. best. I don't 
think he'd be the worst, 
he'd be kind of use to 
failing and it said he 
wasn't used to it. 

I put best because the oppo
site of failure is best. 

The soft, mellow notes sent 
goose pimples crawling up 
and down my spine. 

These highways connect the 
towns and cities in the 
valleys of the Rockies. 

The opposite of down is up 
so I put ujd. Up is the 
opposite of down, so I 
thought it would go there. 

I put roads to take the 
place of highways that were 
used in the other sentence. 
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Table 8. Type 2.3NE Clue, A Recognition of the Contextual 
Meaning of Noun Markers 

Contextual Situation Reader's Response 

Geysers shoot hot water and 
steam high into the air from 
underground springs heated in 
the earth. 

Some birds, such as the 
ostrich, are as tall as 
eight feet and weigh up to 
three hundred pounds. 

When the teacher asked him a 
word, he said, "It looks like 
a cockroach. " 

It was the sweetest clarinet 
music ever to resound through 
the Mitchfield auditorium. 

You refer to air as one 
large mass, you wouldn't 
just say air, because it 
doesn't come in sections, so 
you have to use the. 

I put the because it was a 
special kind, it was a 
particular bird. 

I thought it would be ja 
because if the word "word" 
had an "s" on it, it'd be 
the words and you usually 
say a_ word if there is just 
a single something. 

It could only be a because 
it's singular. 

I used the because it is a 
way to get you ready that 
you're going to be told the 
place that it happened. 
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Table 9. Type 2.4NE Clue, A Recognition of the Contextual 
Meaning for the Adverbial Clause Marker 

Contextual Situation Reader's Response 

Because these men carried 
supplies by wagon or on 
horses, they had to follow 
fairly level trails. 

I put because because it 
told why these men did what 
they were doing. 

In the sentence you have 
everything but the time or 
reason. 

When you watch a bird eating, 
notice its bill and its food. 

I put when because they were 
talking about if you do it, 
what time, at a certain 
time. 

When Kathryn's turn came up, 
she ran through her music, 
and she was almost perfect. 

I put when because they are 
talking about the time that 
Kathryn1s turn came up. 



author. The eight other sub j ects us ed when as the marker 

and r epo rted the nee d for an adverb marker. In the second 

and third exampl es listed the majo rity of the s ubj ects 

recognized t he need for a time indicator. 
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Ta b le 10 presents the type 2.5NE clue, the r ecogni

tion of the ~ntextual meaning of the phrase marker. The 

phras e marker cloze units presented little difficulty for 

the subjects of this study. The examples cited in Table 10 

indicate that the r eaders were able to solve for the cloze 

unit by ascribing a contextual meaning to the marker. 

The recognition of the contextua l meaning of the 

infinitive ma rke r is a type 2.6NE clue and is presented in 

Table 11. The examples in Table 11 indicate that the 

subjects attempted to determine a semantic meaning for the 

cloze unit after they had correctly id e ntified the unit as 

part of th~ verb s tructure . One subj ect had corre ctly 

identified the deleted word and reported its meaning and 

then ascribe d the term "preposition" to it. 

Tabl e 12 pres e nts the type 2.7NE clu e , the recogni

tion of the use of pronouns. The subjects' responses in 

Table 12 represent the ability of the subj e cts to recognize 

the meaning of the pronoun. None of the situations in which 

the clo ze unit was a pronoun caused any difficulty for the 

subjects of this study. Where the subjects failed to re

place the pronoun cloze unit, the r espo nse was always the 

noun anteced e nt. 
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Table 10. Type 2.5NE Clue, A Recognition of the Contextual 
Meaning of the Phrase Markers 

Contextual Situation 

In some places trains now run 
through tunnels dug through 
the mountains, but some still 
use the tracks that were laid 
in the passes. 

See whether you can tell how 
the bill is adapted to_ the 
kind of food the bird is 
eating. 

Junior was the only one in 
the class who knew what the 
initials C.C. stood for and 
C.C. was the only one who 
knew that Junior's real name 
was Angel Rivera. 

At school we did everything 
we could to make Nancy feel 
welcome for Nancy was easy 
to like. 

Reader's Response 

It said the tracks were 
laid, and they had to be 
laid somewhere—_in the 
passes. 

Laid where—jLn the passes. 

And I used the word to. 
It's asking, it's not really 
asking, OK, yes it is. It's 
to see whether you can tell 
how the bill is adapted. 

I put in because it was 
telling where they were. 

I put aj: because it described 
where you were, where 
Margaret was. 
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Table 11. Type 2.6NE Clue, A Recognition of the Contextual 
Meaning of the Infinitive 

Contextual Situation 

Finally they had both learned 
to read, but they were behind 
in everything, and now they 
were repeating sixth grade. 

Tourists come to some of the 
national parks to_ see 
geysers. 

Their wing muscles are not 
strong enough to^ lift them. 

Reader's Response 

To has a whole bunch of mean
ings that can just about mean 
anything. I put t£ because 
they had learned to read. 

Because they come to some of 
the national parks blank see 
geysers. If they come 
there, they come to see. 

I can tell that the word to 
is in there to help the verb 
lift. 

I put to_ because it helps 
tell the action. 
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Table 12. Type 2.7NE Clue, A Recognition of the Use of 
Pronouns 

Contextual Situation Reader's Response 

Then the teacher started 
concentrating on the black 
squiggles under the pic
tures , and after a few 
months she expected him to 
know some of them. 

She played the best clarinet 
in school. 

There was no question in 
anyone's mind—she was sure 
to get that first clarinet 
chair. 

I put him because he was 
having trouble with those 
words, and so it was talking 
about that boy C.C. and so 
it helped me put in him. 

I put him because it was 
about he only it needed a 
different pronoun. 

I put she because it said 
blank played the best 
clarinet in school, and it 
was talking about Kathryn so 
I decided to use a pronoun. 

I put she because they had 
been using Kathryn too much 
I thought. And there was a 
dash there and I thought it 
would be she instead of 
Kathryn. 

Some bills are good for 
cracking seeds, some for 
digging insects out of bark, 
some for catching fish. 

That one could be either she 
or Kathryn. 

I put some because not all 
of them have bills for 
digging insects out of bark. 
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Table 13 presents type 3.1NE clue, a recognition of 

familiar expression. The clue 3.1NE presented no problem 

for the subjects of this study. The majority of the sub

jects recognized the cloze units as part of an everyday or 

familiar expression that was part of their oral language. 

Table 13. Type 3.1NE Clue, A Recognition of Familiar 
Expressions 

Contextual Situation 

They find much to see and do 
there every season ojf the 
year. 

Some*birds, such a.s the 
ostrich, are as tall as 
eight feet and weight up jto 
three hundred pounds. 

School wasn't so good after 
all. 

After waving goodby to 
Louise, Minnow ran down the 
block to her house. 

Reader's Response 

I've heard people say "the 
season of the year." 

I've heard everybody say 
"seasons of the year." 

I put up to. That's a 
phrase that lots of people 
use. 

I put all because school 
wasn't so good after all. 
I've heard people say that 
before and so have I. 

I put down because that's 
like most people say when 
you go to the block. You 
usually say down the block. 
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Type 3.2NE of Table 14 presents the subjects' 

recognition of main idea and supporting details as aids in 

solving for the cloze unit. The readers indicate a broad 

knowledge of the entire passage and a recognition of how the 

paragraph or passage is organized. 

Table 14. Type 3.2NE Clue, A Recognition of Main Idea and 
Supporting Details 

Reader's Response 

The Rockies is what the 
whole story is talking 
about. 

The Rockies is what the 
story is about. 

Rockies because that's what 
the story is about. 

The whole story is about the 
Rockies. 

In this paragraph it's 
talking about flying, and so 
most birds can fly which is 
really a fact. 

Contextual Situation 

Most of the large cities of 
the Rockies are in valleys, 
near passes. 

Many people each year enjoy 
spending their vacations 
in the Rockies. 

But most birds can fly and 
their structure shows it. 

Birds are warm-blooded. I put birds because that's 
the subject of the story. 
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The reader's personal identification with the 

passage is identified as type 3.3NE clue and is presented 

in Table 15. An examination of the readers' responses to 

the contextual situations in Table 15 indicates that the 

readers had solved for the cloze unit by placing themselves 

in the situation and using their feelings to determine the 

unknown words. 

Table 15. Type 3.3NE Clue, The Reader's Personal Identifi
cation with the Passage 

Contextual Situation Reader's Response 

Pretty soon he stopped try
ing to guess words and just 
wouldn't answer. 

I put didn't because if that 
happened to me I wouldn't 
answer either because he 
probably didn't want to be 
made fun of. 

At school we did everything 
we could to make Nancy feel 
welcome for Nancy was easy to 
like. 

Many people enjoy watching 
the geysers. 

I was thinking about what 
I'd do to a new girl. I'd 
try to make her feel good 
and comfortable. 

I put enjoy because I 
thought you had to use a 
word that told how they felt 
and I just thought I would 
enjoy watching the geysers. 
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Table 16 presents type 3.4NE clues where the reader 

uses his personal or vicarious experiences to solve for the 

cloze unit. 

Table 16. Type 3.4NE Clue, A Reader's Personal or Vicarious 
Experiences 

Contextual Situation Reader's Response 

Many people each year enjoy 
spending their vacations in 
the Rockies. 

I hear about people taking 
their vacations up in the 
mountains. 

My friends enjoy spending 
their vacations in the 
mountains. 

Birds have two wings and two 
feet. 

I put feet because I knew 
that birds have two wings 
and two feet. 

Then the teacher started 
concentrating on the black 
squiqqles under the pic
tures, and after a few 
months she expected him to 
know some of them. 

I put letters because they 
were just learning to read, 
and I'm sure she had pic
tures of dogs and cats and 
she'd put DOG under dog and 
CAT under cat so I put 
letters. 

C.C. guessed at words and 
usually guessed wrong, and 
other kids snickered. 

I put children because the 
children did snicker . . . 
you see, when you do make a 
goof or something the chil
dren will snicker at you. 
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The second classification schema was developed for 

the context clues that were reported as being used by the 

subjects in only the expository material and are presented 

in Tables 17 through 22. As in the development of Schema I, 

no attempt was made to force the responses into predeter

mined categories. The readers' responses were analyzed as 

to what the readers said they used to determine the word for 

the cloze unit. 

The clues reported as being used in the expository 

passages were divided into two main categories, (l) clues 

that indicated the use of the syntactical structure as the 

signal, and (2) clues that reflect the subjects' use of the 

semantic meanings of other words in the discourse. The 

classification schema for context clues reported as only 

being used in the expository passages is as follows: 

Classification Schema II for Expository Material: 

1.E Clues utilizing the syntactical structure of the 

sentence. 

1.1E A recognition of the position of the • 

adverbial clause marker. 

1.2E A recognition of the syntactical repetition 

of words in a series. 

2.E Clues utilizing the semantic meanings of the other 

words in the discourse. 

2.IE A recognition of the meaning of the plural 

noun inflection. 
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2.2E A recognition of the meaning of the transi

tive verb. 

2.3E A recognition of the use of summary state

ments. 

2.4E A recognition of the meaning of the quantita

tive adjective. 

Tables 17 and 18 present the syntactical clues 

reported by the subjects as being used only in the exposi

tory passages, and Tables 19 through 22 are the reported 

semantic clues used only in the expository material. 

Table 17 presents the first clue of Schema II, clues 

used only in the expository passages. Clue 1.1E of Table 

17 is the recognition of the position of the adverbial 

clause marker. Clue 1.1E was reported by only one subject. 

While it is similar to clue 2.4NE, the recognition of the 

contextual meaning of the clause marker, it represents a 

different approach to the solving of the cloze unit. 

Table 17. Type 1.1E Clue, Recognition of the Position of 
the Adverbial Clause Marker 

Contextual Situation 

Because these men carried 
supplies by wagon or on 
horses, they had to follow 
fairly level trails. 

Reader's Response 

I noticed that it has a 
comma then the word they. 
It seems to me when there's 
a because at the first of 
the sentence, the sentence 
has a comma in it. 
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The recognition of the syntactical repetition of 

words in series, type 1.2E clue is tabulated in Table 18. 

The science passages contain two sentences in which there 

are repetitions of similar phrases. The subjects recognized 

the structure of the sentence and correctly replaced the 

cloze units with the word that was repeated in the sentence. 

The subjects' responses indicate that they were signalled by 

the repetitive nature of the phrases rather than any semantic 

meaning for the cloze unit. 

Table 18. Type 1.2E Clue, A Recognition of the Syntactical 
Repetition of Words in Series 

Contextual Situation 

Some feet are best for perch
ing, some for grasping, and 
some for swimming. 

Reader's Response 

I put some because it fits 
into the sequence of the 
rest of the sentence. 

I put some because of some 
in the next two parts of the 
sentence. 

Some feet are best for perch
ing, some for grasping, and 
some for swimming. 

I used the word for. since 
it said "are best for perch
ing, for grasping, and blank 
swimming." For would sound 
right. I wouldn't be able 
to read the sentence as 
smoothly with any other word 
there.. 

Sometimes you try to change 
the words and try getting 
words that mean the same, 
but in this thing they were 
using the same word all the 
time, so I put for. 
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The recognition of the meaning of the plural noun 

inflection, type 2.IE clue of Table 19 was reported by only 

one subject. The lone subject who reported this clue usage 

indicated he used his knowledge of how English plural nouns 

require an adjective that could indicate plurality. 

Table 19. Type 2.IE Clue, Recognition of the Meaning of the 
Plural Nouns Inflections 

Contextual Situation 

Even a chicken, which is not 
much of a flyer, has some 
hollow bones. 

Reader's Response 

I put many hollow bones 
because bones has an s^ on it 
and it means there is more 
than one, so I put many. 

Table 20 presents the type 2.2E clue, the recogni

tion of the meaning of the transitive verb. The majority of 

the subjects indicated they knew the cloze unit was a verb 

and the signal for the verb was the object of the verb. 

Table 21 presents the recognition of the use of 

summary statements, type 2.3E clue. The subjects of this 

study recognized that the author was presenting in summary 

form material that had been presented earlier in the passage. 

Type 2.4E clue, the recognition of the meaning of 

the quantitative adjective is presented in Table 22. The 

subjects indicated that they recognize the position of the 

cloze unit as one normally filled by a noun marker and the 

noun marker as one that indicated a quantity. 
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Table 20. Type 2.2E Clue, Recognition of the Meaning of the 
Transitive Verb 

Contextual Situation 

They have bills that they use 
for getting food. 

Reader's Response 

I said use because that's 
what they do. That's the 
action. 

And I put the word use 
because it says the birds 
have no teeth and they have 
bills that they blank for 
getting food. They must do 
something with their 'bills 
to get food, so use. 

Table 21. Type 2.3E Clue, Recognition of the Use of Summary 
Statements 

Contextual Situation Reader's Response 

Birds have bills but not 
teeth. 

Birds are all alike in these 
ways. 

I put have because in the 
top of the story it said 
they do have bills, but they 
don't have any teeth. 

I put have because birds do 
have bills and they don't 
have teeth, it said so in 
the story. 

I put all because they are 
listing> all the things that 
birds are alike and they are 
alike in all these ways. 
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Table 22. Type 2.4E Clue, A Recognition of the Meaning of 
the Quantitative Adjective 

Contextual Situation Reader's Response 

Some feet are best for perch- Well, some means that not 
ing, some for grasping, and all are good for that, just 
some for swimming. a few are. 

Some means there is differ
ent kinds, they are not all 
alike. 

Finally, a classification schema was developed for 

those clufes that were reported as being used in only the 

narrative passages and are offered in Tables 23 through 25. 

The same procedure was followed for Schema III as was 

followed for Schemata I and II. The readers' responses 

determined the development of the categories. The narra

tive schema as is the expository schema is divided into the 

two broad categories of syntactical clues and semantic 

clues. The classification schema for context clues reported 

as only being used in the narrative passages is as. follows: 

Classification Schema III for Narrative Material: 

1.N Clues utilizing the syntactical structure of the 

sentence. 

1.1N A recognition of the verb marker position. 

2.N Clues utilizing the semantic meaning of other words 

in the discourse. 
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2.IN A recognition of the direct object of the 

sentence. 

2.2N A recognition of the subject of the sentence. 

Table 23 presents the syntactical clue reported by 

the subjects as being used only in the narrative material. 

Tables 24 and 25 are the semantic clues as reported to be 

used only in the narrative passages. 

The recognition of the verb marker function, type 

1.4N clue is presented in Table 23. The subjects' responses 

reported in Table 23 indicate they were cued to the cloze 

unit either by the verb as in the first example or by the 

verb marker as in the second example. Thirty-three subjects 

responded correctly to the first contextual situation with 

the word were. No acceptable synonym was tabulated for this 

contextual situation. The second contextual situation 

yielded a variety of synonyms, the majority of which 

patterned with the marker was. 

Table 24 presents the type clue 2.IN, a recognition 

of the direct object of a sentence. The responses for type 

2.IN clue were equally divided between the initials "C.C." 

and the pronoun "him." The reasons stated by the subjects 

for using either the initials or the pronoun all represent 

the subjects' knowledge that the sentence needed a direct 

object. 
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Table 23. Type 1.1N Clue, A Recognition of the Verb Marker 
Function 

Contextual Situation 

Finally they had both learned 
to read, but they were behind 
in everything, and now they 
were repeating sixth grade. 

Reader's Response 

I put were because it 
wouldn't sound right if you 
put was. In a way it is 
kind of a helping word. 

When you say something like 
repeating, you just have to 
have were. 

Take, for instance, the time 
when Kathryn was sure to get 
the first clarinet spot in 
the school band. 

The word was made me think 
of going. 

I put going down because 
was is a clue. 

Table 24. Type 2.IN Clue, A Recognition of the Direct 
Object of a Sentence 

Contextual Situation 

Then the teacher started con
centrating on the black 
squiggles under the pictures, 
and after a few months she 
expected him to know some of 
them. 

Reader's Response 

I piat him because it tells 
who she expected to know the 
words. 

I put C.C. there, to know 
them, to know the pictures. 
I needed his name, who she 
expected. 

And then I put C.C. in be
cause it's talking about the 
teacher and the teacher is 
expecting something and you 
know she is expecting some
thing of someone, that was 
C.C. 
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Type 2.2N clue as presented in Table 25 represents 

the recognition of the subject of a sentence. The subjects' 

responses in Table 25 indicate a knowledge that the cloze 

unit was the subject of the sentence and that a noun class 

word was needed. 

Table 25. Type 202N Clue, A Recognition of the Subject of 
a Sentence 

Contextual Situation 

Piano is my pleasure. 

Reader's Response 

I put piano because I had to 
put something in to say what 
her pleasure was, what she 
liked to do. 

Piano. Any other instrument 
could be put in there. 

Art. I could tell to put in 
some kind of word to show a 
hobby. 

The subjects of this study indicate that certain 

contextual clues are more often used than others in solving 

for cloze units. Table 26 presents the hierarchy of clue 

usage as reported by the subjects. A reader's personal and 

vicarious experiences was the most used clue. It was 

reported to have been used in 24 different contextual situa

tions. The data indicate the next most used clue is the 

recognition of the association between words in the 

sentence, paragraph, or passage. The association clue 
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Table 26. Hierarchy of Usage for Clues 
Schemata 

in the Three 

Clue 
Number of 

Contextual Situations 

A reader's personal and vicarious 
experiences 24 

A recognition of the association 
between words in sentence, paragraph, 
or passage 22 

A recognition of familiar expressions 12 

A recognition of contextual meaning 
of phrase markers 8 

A recognition of the main idea and 
supporting details 7 

A recognition of the use of pronouns 7 

A recognition of the position of noun 
markers 7 

A recognition of the contextual mean
ing of noun markers 6 

A recognition of the use of synonyms 
and antonyms 5 

A reader's personal identification 
with the passage 5 

A recognition of the position of the 
infinitive marker 5 

A recognition of the contextual 
meaning of the adverbial clause 
marker 4 

A recognition of the position of 
phrase markers in a sentence 4 

A recognition of the repetition of 
words in a series 

4 

4 

A recognition of summary statements 4 
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Table 26.—Continued 

Number of 
Clue Contextual Situations 

A recognition of the contextual 
meaning of the infinitive marker 

A recognition of the coordinating 
conjunction position in a sentence 

A recognition of the meaning of the 
quantitative adjective 

A recognition of the verb marker 
position 

A recognition of the adverbial clause 
marker 

A recognition of the meaning of 
plural noun inflections 

A recognition of the meaning of the 
transitive verb 

A recognition of the direct object 

A recognition of the subject 



helped the readers solve for the cloze unit in 22 different 

cloze units. Familiar expressions were used to solve for 

the unknown word in 12 different contextual situations. The 

cloze units in eight contextual situations were solved by 

the readers using their knowledge of the contextual meanings 

for phrase markers. Main idea, knowledge of pronouns, and 

the recognition of the position of noun markers provided the 

contextual clue in seven different contextual situations for 

each clue. The subjects used their knowledge of the con

textual meaning for noun markers in six contextual situa

tions. In five different situations for each clue, the 

subjects used their knowledge of synonyms, their personal 

identification with the passage, and their recognition of 

the position of the inifinitive marker to solve for the 

cloze units. The recognition of the contextual meaning of 

the adverbial clause marker, the position of the phrase 

markers, words in series, and summary statements were used 

by the readers in four contextual situations for each clue. 

Three contextual situations were solved by the readers' 

knowledge of the use of the coordinating conjunction and by 

the readers' ability to recognize the meaning of the 

infinitive marker. Knowledge of verb markers and the 

meaning of the quantitative adjective were used by the 

readers in two different contextual situations each. The 

remaining five clues: recognition of the adverbial clause 

marker, the plural noun inflection, meaning of the 
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transitive verb, the direct object, and the subject were 

only identified as being used in one contextual situation 

for each clue. 



CHAPTER IV 

DISCUSSION 

The use of the contextual situation to derive the 

meaning of an unknown word in the context is not a new 

concept in reading instruction. Arguments for the use of 

context as a word recognition skill can be found in the 

literature as early as the beginning of this century. As 

stated in Chapter I, beginning reading instruction for the 

majority of American school children is in basal readers. • 

Since the majority of the basal readers are written as 

narratives, most American school children are taught reading 

skills in narrative discourse. The purpose of this study 

was to determine if expository discourse offers the same 

contextual clues as do narrative passages. 

The results of this study, as indicated in the 

previous chapter, show that 24 differing context clues were 

used by the subjects. Three distinct clues were reported 

as being used only in the narrative passages, while the 

expository passages yielded six clues not reported as being 

used in the narrative passages. The remaining 15 clues used 

by the subjects were reported in both the narrative passages 

and the expository passages. The 24 contextual clues 
4 

reported in Chapter III were developed into three schemata. 

72 
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Schema I represents the 15 clues reported as being used in 

both the narrative and expository passages. Schema IX 

presents the clues reported as used only in the expository 

passages and Schema III represents those clues reported only 

in the narrative passages. The three schemata will be dis

cussed first. This will be followed by discussion of the 

tables and the writing of the preceding chapter. 

With the possible exception of type 2.3E clue, the 

recognition of summary statements in Schema II, it would 

appear that the remaining 23 clues reported as being used by 

the subjects would not be exclusive to a particular style of 

writing. Since the use of summary is frequently found in 

expository writing and infrequently or almost non-existent 

in narrative writing, its reported usage in only the 

expository writing is reasonable. Possible explanations of 

why particular clues were reported in only one style of 

writing and not the other will be explored within the dis

cussion of the specific clues. 

In addition to placing the 24 contextual clues into 

three schemata, the schemata are divided into sub-categories. 

The sub-categories are: (l) syntactical clues, (2) semantic 
• • 

clues, and (3) clues from the readers' general knowledge. 

The decision to make separate categories within the schemata 

for clues that are seemingly very similar and related is 

arbitrary. A major purpose of the study was to develop a 

schema or schemata of context clues based on the readers' 



responses to the contextual situations. Using this guide

line, where the reader's response to a contextual situation 

clearly indicated a reliance on the grammatical structure of 

the sentence, that clue was determined to be a syntactical 

based clue. If the reader's response indicated the signal 

for the cloze unit was from the contextual meaning of the 

words, that clue was labeled a semantic based clue. Where 

no evidence of either a syntactical signal or a semantic 

signal was stated, the clue was assigned to the general 

knowledge background of the reader. Cognizance is made in 

this study of the difference between linguistic performance 

and linguistic competence. The failure of the reader to 

verbalize his linguistic competence does not imply his lack 

of that competence. The decision to make the separation 

into three categories, one syntactical, one semantic, and 

one general background information finds support in the 

literature. Wardhaugh (1969) states, "The lexical-

grammatical distinction is obviously a useful one, in that 

it stresses the importance of the grammatical meanings in 

sentences" (p. 85). Further, Smith et al. (1970) write, 

". . . learning to read depends to a very great extent on 

the individual characteristics of the learner. What the 

reader brings to the language he is reading is as important 

as the cues in the language itself" (p. 259). 

In the three schemata, almost one-third of the 

reported clues were clues that indicate the readers' 
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responses to a syntactical signal. The importance of this 

knowledge of the syntactical structure to effective use of 

context clues is reported by Ames (1965). While Ames 

asserts that a knowledge of syntax was essential to the use 

of context clues and is implied in the various clue descrip

tions in his schema, he does not identify any clue as 

specifically syntactical in nature. The clues cited in 

Tables 2, 3, 4, 5, 17, 18, and 23 clearly indicate the 

readers' reliance on their knowledge of the position of 

words in the sentence to solve for the cloze unit. The 

ability of readers to identify the various syntactical 

markers is essential to reading comprehension. Lefevre 

(1970) states, "A misunderstood structure word can cause 

just as much difficulty in reading as in listening. ... In 

reading instruction, structure words should be dealt with in 

terms of their specific functions, never as mere vocabulary 

items" (p. 344). Further, Smith et al. (1970) assert, "A 

small number of words in English have little or no meaning, 

but perform key functions as structure cues" (p. 254). 

The readers' reliance on the semantic relationships 

of words in the discourse to solve for the cloze units form 

the second sub-category in the three schemata. The ability 

of the reader to use the semantic relationship of the 

words in context has received ample emphasis in reading 

instruction. The number of different types of semantic 

clues reported as being used by the subjects of this study 
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would exemplify such emphasis. Thirteen of the 24 clues 

reported clearly indicate the readers of this study used the 

semantic meaning of other words in the sentence or paragraph 

to determine the meaning of the deleted words. Clues 2.1NE, 

the association of words; 2.4NE, meaning of adverbial clause 

marker; 2.5NE, recognition of the meaning of phrase markers; 

and 2.3E, the recognition of the use of summary statements 

are either directly listed or implied in the schemata 

reported in Chapter I. The subjects of this study also 

report their use of other differing semantic signals as 

contextual aids. 

Possible explanations for the type of clues reported 

in this study but not reported by the other investigators 

are, (1) the categories of the schemata of this study were 

not predetermined by the investigator, or (2) the subjects 

of this study were elementary school children while the 

subjects of the other studies were college students. By 

not predetermining the categories and by allowing the 

responses to determine the categories a wider range of 

clues was possible. The younger age of the subjects may 

have had an effect on the types of clues reported. The 

sixth grade readers of this study reported their clue 

signals in terms of their language instruction, whereas 

the college students of the other studies cited reported 

their clue signals in terms of larger meaning units such as 

appositive phrases and non-restrictive clauses. 



7 7  

Part three of the first schema contains all the 

clues that were used in both the narrative and expository 

passages representing those responses that indicate the 

reader arrived at the unknown word from clues within himself 

rather than from the discourse. A category of this nature 

is supported by reading authorities. As stated by Smith 

et al. (1970), "The reader depends heavily on his 

experiential background to decode what he is reading. If 

the events, places, people, and objects the reader 

encounters are unrelated to any experiences he has had, he 

will have great difficulty reading about them, even though 

the language elements may all be familiar" (p. 263). While 

Artley (1943) and McCullough (1943) both include the experi

ential background as a specific context clue, Ames (1965) 

reports the data from his study indicates that the factor 

of background cannot be confined to a specific background, 

but rather underlies the effective use of all context clues. 

Without attempting to negate the assertion by Ames that the 

reader's experiential background is relative to all context 

clues, the readers in this study indicated clearly that they 

relied on their general knowledge for specific solutions to 

specific contextual situations. It can be stated that while 

a reader's experience seems to underlie all context clue 

usage, there are specific instances where the reader used 

his .experiential background, specific instances where he 

relies on the clues in the language structure, and specific 
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instances where the reader associated semantic meanings to 

solve for unknown words. 

For the purpose of discussion, the tables will be 

grouped and discussed according to similarity of clues 

rather than in the numerical sequence of Chapter III. The 

groupings are across schemata and across sub-categories. 

The major purpose of the regrouping is to allow for discus

sion of clues that are very similar, but because of their 

reported signal, are placed in differing categories. The 

tables will be discussed in the following order: (l) Noun 

Markers, Tables 2 and 8, the recognition of the position of 

noun markers and contextual meaning of noun markers, and 

Table 22, the recognition of the quantitative adjective; 

(2) Phrase Markers, Tables 4 and 10, the recognition of the 

position of the phrase marker and the contextual meaning of 

the phrase marker; (3) Infinitive Markers, Tables 5 and 11, 

the recognition of the position of the infinitive marker; 

(4) Similar Word, Tables 6, 18, and 21, the association of 

words, the repetition of words in a series, and the use of 

summary; (5) Synonyms, Table 7, the use of synonyms and 

antonyms; (6) Clause Markers, Tables 9 and 17, the recogni

tion of the contextual meaning and position of the adverbial 

clause marker; (7) Reader's Knowledge, Tables 13, 14, 15, 

and 16, the use of the general knowledge of the reader; (8) 

Inflections, Table 19, the plural noun inflection; (9) Parts 

of Speech, and Sentence Structure, Tables 3, 12, 20, 23, 24, 
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and 25, the coordinating conjunction, the pronoun, the 

transitive verb, the verb marker, the direct object, and the 

subject; (10) Usage, Table 26, the hierarchy of usage of 

contextual clues for this study. 

Noun Markers (Tables 2, 8. and 22) 

The first tables to be discussed (Tables 2, 8, and 

22) indicate the use by the readers of both syntactical 

knowledge and semantic meaning for the adjective or noun 

marker. In the contextual situations in Table 2, the readers 

indicate the use of type 1.1NE clue. In these contextual 

situations either the noun marker is the cloze unit or the 

noun is the deleted word and the marker provides the signal. 

In the situations where the noun marker is the word deleted 

the readers indicate they used their knowledge of how nouns 

in English sentence patterns are often marked by noun 

markers. Contextual situations 1, 2, 3, and 4 are examples 

of where the noun marker was deleted. The subjects' 

responses indicate their use of the grammatical structure 

of the sentence to determine the need for noun markers. 

Example 5 of the contextual situations exemplify the recog

nition of the marker as a signal to the reader that a noun 

could follow the marker. Table 8, while very similar to 

Table 2, reflects the ability of the reader to not only 

identify the noun marker position, but to be able to ascribe 

to the marker a contextual meaning. Table 22 is grouped 
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with Tables 2 and 8 as it reflects, as does Table 8, that 

the subjects identified the position of the cloze unit as 

one that is normally filled by a noun marker. In addition 

to recognizing the position of the noun marker the responses 

of the subjects indicate that they also recognize the cloze 

unit as being capable of containing an adjective that has a 

quantitative meaning. 

The recognition and use of function words is an 

important part of getting meaning from the language. The 

importance of these function words is best stated by Fries 

(1963) , 

The significant contrastive sequences that signal 
grammatical structures are not contrastive 
sequences of "words" as lexical items. In the 
content of live language in the actual process of 
signalling meaning, the "words" are formally 
marked as belonging to one of the form classes. 
Unless the "words" . . . have the markers to 
identify the form classes, essential parts of the 
signals will be lacking. . . . One must know the 
function words as items in order to respond to 
certain structural signals (pp. 105-106). 

Further support is given for the use of noun markers as 

contextual clues by Lefevre (1964) who writes, "The child 

learns that the noun marker points to a noun, it is a 

structure word that must be followed by a noun" (p. 108). 

The use of the reader's knowledge of the English marking 

system is not reported as possible context clues in any of 

the cited studies of Chapter I. The importance to sixth 

grade readers of this particular signalling device is evident 

in both the number of different clues that involve the 
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marking system and the number of different contextual situa

tions in which markers provided the signal to the cloze 

units. Again, the age of the subjects and the lack of 

predetermined categories may account for these clues to be 

reported in this study and not in the previous studies. 

Mature readers, such as those used in the cited studies, 

seemingly respond to larger signal units while elementary 

school readers may use more of the smaller signal units. 

Phrase Markers (Tables 4 and 10) 

Tables 4 and 10 represent the use of types 1.3NE 

clue and 2.5NE clue where the subjects indicate they recog

nize either the syntactical need for a phrase marker or the 

semantic meaning of the marker in that context. The 

subject's responses to the contextual situations in Table 4 

indicate the use of the syntactical signal for the need for 

a phrase marker in the sentence. The first example in 

Table 4 clearly indicates how the subject recognized and 

used the position of the cloze unit and the syntactical 

position of the surrounding words to determine the type of 

word to fit into the blank. The second example cited in 

Table 4 does not reflect the competence demonstrated by the 

first subject, but does indicate that the subject possesses 

knowledge of the type of word required in the sentence. The 

term a "little word" was used throughout the study by the 

subjects to indicate function words. The phrase marker 
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cloze units presented little difficulty for the subjects of 

this study. 

The examples cited in Table 10 indicate that the 

readers not only identified the phrase marker position, but 

were also able to ascribe a contextual meaning to the 

marker. The ability of readers to use their knowledge of 

the phrase marking system as context clues is noted in all 

the studies reported in Chapter I. The importance of the 

use of phrase markers in reading instruction is attested by 

Lefevre (1964) who states, "Everyone knows a lot of preposi

tions. These structure words are important . . . because 

they are so common and are used to form such a great 

variety of modifier groups" (p. 126). 

Infinitive Markers (Tables 5 and 11) 

The responses of the readers to the contextual 

situations as exemplified in Tables 5 and 11 demonstrate the 

ability of the readers to use differing signals in the same 

contextual situation to solve for the cloze unit. The 

responses in Table 5 indicate the recognition by the readers 

that the verb structure was incomplete and, therefore, needed 

a marker, such as the infinitive marker. The examples in 

Table 11 indicate that the subjects were attempting to 

determine a semantic meaning for the cloze unit after they 

had correctly identified the unit's syntactical position was 

part of the verb structure. The literature does not contain 



83 

any reference to the use of the infinitive marker as a 

possible clue. The subjects of this study do indicate a 

knowledge and competence in the use of the infinitive in 

correctly identifying cloze units that contain the to-verb 

construction. Much of the early reading material that is 

used for reading instruction contains sentences with the 

infinitive. In addition, beginning grammar instruction 

stresses the to-verb construction. The proximity of the 

subjects of this study to reading instruction and formal 

grammar instruction could be a possible explanation for the 

ability of the subjects to identify the infinitive marker's 

syntactical and semantic relationship to the verb. 

Similar Words (Tables 6. 18. and 21) 

The three tables to be discussed are very similar in 

nature, yet enough difference exists to rate separate cate

gorization. Table 6 represents the ability of the subjects 

to use other words in the sentence, paragraph, or the 

passage as a clue to the unknown word. The ability to 

associate words in solving the cloze unit was reported in 

both the expository passages and the narrative passages. 

The use of this type of contextual aid was reported by 

Seibert (1945) and is implied in the classification schemata 

of Ames (1965), McCullough (1943), and Artley (1943). 

Tables 18 and 21 represent similar types of clues as 
4 

Table 6, but were only reported as being used in the 
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expository passages. The science passage contains two 

sentences in which there are repetitions of similar phrases. 

The subjects indicated that they recognized the structure of 

the sentence was repetitive and correctly replaced the cloze 

unit with the word that was repeated in the sentence. The 

subjects' responses cited in Table 18 indicate quite clearly 

that they were signalled by the repetition of the phrase 

marker rather than any semantic meaning for the cloze unit. 

Table 21 has examples of how the subjects recognized 

the cloze units as being part of a summary statement by the 

author. The use of this type of clue is reported by 

McCullough (1943). The subjects of this study reported the 

use of this type of clue in only the expository passages. 

In stating that Tables 18 and 21 report clues used only in 

the expository passages is not to imply that they cannot or 

do not occur in narrative writing. Since, however, the use 

of summary statements and repetitive phrases is more pre

valent in expository material than in narrative writing the 

reader may be more alert to its occurrence while reading 

science and social studies passages. 

• 

Synonyms (Table 7) 

The use of synonyms and antonyms by readers as 

contextual clues is well established in the literature. The 

five major schemata reviewed in Chapter I of this study 

report or imply the use of synonyms and antonyms as aids in 
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solving for unknown words. The ability of a contextual 

situation to provide different signals to different readers 

is apparent in this clue. In the second contextual situa

tion one reader was signalled by an antonym while the rest 

of the subjects reported the cloze unit as part of a 

familiar expression. From the beginning of formal reading 

instruction, readers are taught the use of synonyms and 

antonyms. One would expect, therefore, that this clue could 

be used by sixth grade readers as well as more mature 

readers. 

Clause Markers (Tables 9 and 17) 

As with the clues concerning the noun markers, the 

infinitive markers and the phrase markers, the clue for the 

adverbial clause marker is placed in two categories, one 

syntactical and one semantic. Table 9 represents the 

recognition by the readers of the adverbial clause marker 

contextual meaning in both narrative and expository writing. 

The cloze unit in this contextual situation were replaced 

with a variety of synonyms for the actual word deleted. 

Eight subjects used when as the marker and reported the need 

for an adverb marker. In the second arid third examples 

listed the majority of the subjects recognized the need for 

an adverb marker and that the marker had to indicate a time 

reference. 
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Table 17 represents the recognition by only one 

subject of the syntactical position of the adverbial clause 

marker. It is recognized that while it could have been 

placed in Table 9, it was felt that there was justification 

for placing it as a separate clue as it represents a differ

ent approach to the Type 2.4NE clue of Table 9. The lone 

subject who responded to the syntactical position of the 

marker clearly states the recognition of the sentence 

structure rather than any semantic meaning of the marker. 

This respondent indicated that he had the knowledge of the 

position of adverb markers, but either chose not to indicate 

a further linguistic knowledge of the semantic qualities of 

the clause marker or could not explain his linguistic 

competence. The importance of the clause marker to 

beginning reading instruction is attested to by Lefevre 

(1964) who writes, "To children who are struggling to master 

reading and writing, it is of greater help to teach them to 

recognize and use clause markers and other structure words 

than to teach them a vocabulary of full words. Language is 

best understood as a system of significant structures" 

(p. 128). 

Reader's Knowledge (Tables 13. 14. 15. and 16) 

Tables 13, 14, 15, and 16 represent the major sub

division of Schema I entitled the general background of the 

readers. Each of the four tables represents a clue that can 
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neither be identified as syntactical nor semantic. It is 

recognized that the four identified clues could be relabeled 

language experience, but it is felt that each is distinct 

enough to rate separate categorization. The contextual 

situations of Table 13 presented no problem for the subjects. 

The majority of them recognized that the cloze unit was part 

of a sentence structure that was used in their oral language 

and part of their everyday language. Type 3.1NE clue is 

reported by Artley (1943), McCullough (1943), Seibert (1945), 

and Ames (1965) as a contextual aid. The inclusion of Type 

3.2NE of Table 14 clue as part of the general knowledge sub

division rather than the semantic subdivision is justified. 

The readers indicate a broad knowledge of the entire passage 

which implies the use of their background of experiences as 

well as knowledge of the semantic meanings for the words in 

the passage. 

Type 3.2NE clue is reported or implied in the 

schemata reported in Chapter I. Type 3.3NE of Table 15, the 

involvement in or identification with the story as a context 

clue has not been identified as being reported in any other 

schemata of context clues. Other investigators may possibly 

have recognized the implications of the readers' personal 

involvement and included it as part of their Experiential 

Background clue but did not so state. As mentioned earlier, 

Ames (1965) reports that the readers' background so pervades 

the reading process that experiences cannot be categorized 
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separately, but must be inclusive in all context clues. An 

examination of the examples listed in Table 15 would indi

cate that the subjects of this study placed themselves in 

the contextual situation to solve for the deleted word. In 

elementary school reading instruction some important teach

ing strategies are role playing, puppetry, and choral read

ing. These devices permit the reader to become part of 

contextual situations, to be actually the person in the 

play, poem, or story, which would lead one to conclude that 

this could allow the reader to use these strategies to solve 

for unknown words. 

The inclusion of Type 3.4NE clue, the reader's 

personal or vicarious experiences as a possible context clue 

has been discussed earlier in the chapter. The examples 

listed in Table 16 would support the contention that while 

the reader's experiential background underlies all reading 

experiences, there are specific times when the potency of 

the background experiences seem to override any other type 

of clue that might have been used. 

If the reader participates in a particular experi

ence or setting and then reads about the same or similar 

experience his comprehension of the passage would be 

enhanced. This assumption of experiential background is 

basic to all reading instruction and is fundamental to the 

language experience approach to reading instruction. If the 

deleted word or unknown word was one that invoked a feeling, 
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it would be logical to assume the reader's own personal 

feeling toward the setting could provide the necessary clue 

to solving for the unknown word. The four types of clues 

listed in this subdivision of general knowledge by the 

subject was involved in more contextual situations than any 

other type clue. 

Inflections (Table 19) 

Table 19 reports a clue that was only reported by 

one subject. It has been placed in a separate category as 

it indicates the knowledge of and use of the plural noun 

inflection. The subject who reported this usage indicated 

he recognized that the plural ending on the noun bones 

required an adjective that could indicate plurality. The 

lone respondent to the plural noun inflection to solve for 

the plural noun marker demonstrates the ability of the same 

contextual situation to provide different context clues to 

different readers. The possibility exists that this lone 

subject may have just received direct instruction in noun 

inflections which could lead him to the identification of 

the plural adjective as cited in Table 19. Another possi

bility could be, assuming the validity of Goodman's (1970) 

theory that reading is a psycholinguistic guessing game, that 

the reader had reduced the number of clues available in his 

repertoire until he was able to make a "fit" that made sense 
0 

to him. 
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Parts of Speech and Sentence Structure 
(Tables 3. 12. 20. 23. 24. and 25) 

The next six tables to be discussed represent the 

use by subjects of the traditional parts of speech to solve 

for the cloze unit. None of the six types of clues reported 

are mentioned as specific clues by any of the schemata cited 

in Chapter I. The explanation as to why these six clues do 

not appear in any of the five major schemata, Artley (1943), 

McCullough (1943), Deighton (1959), Seibert (1945), or Ames 

(1955) cited in Chapter I is both simple and reasonable. 

The subjects of this study, to a great extent, are actively 

involved in the learning process. Their daily school 

activities involve direct instruction in the reading process 

and grammar. In the studies cited in Chapter I, the sub

jects had the commonality of being college level to post 

graduate students. Since the students of this study are 

involved with the learning of the smaller units of grammar; 

logically, they would be more apt to state these units as 

signals for the cloze units than would the mature readers of 

the other studies. 

Table 3 contains examples of the readers' use of 

their knowledge of the coordinated conjunction and is used 

to add two words or clauses together. The subjects' 

responses in Table 12 represent the ability of the subjects 

to recognize the function of pronouns. None of the contex

tual situations cited caused any difficulty for the 
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subjects. Where the subjects failed to substitute a pronoun 

the response was always the noun. 

Table 20 illustrates the use of clue 2.2E. This 

clue was reported as only being used in the expository 

material; this is not to imply that its use in the narrative 

is prohibited. The majority of the subjects indicated they 

knew the cloze unit was a verb and the verb had to indicate 

an object. The subjects' responses reported in Table 23 

indicate that they were signalled to the meaning of the 

cloze unit either by the verb as in the first example or by 

the verb marker in the second. In the first contextual 

situation there were thirty-three correct responses with the 

word were. No acceptable synonym was tabulated for this 

contextual situation. The second contextual situation 

yielded a variety of synonyms that patterned with the 

marker was. 

Tables 24 and 25 only represent one contextual 

situation each and both were reported only in the narrative 

passages. Their use in only the narrative passages could be 

explained by the understanding that elementary school chil

dren receive most of their language arts instruction in 

narrative material and, therefore, are more likely to be 

aware of the sentence construction when reading a narrative 

passage. 

The responses in Table 25 were equally divided 

between the initials "C.C." and the pronoun "Mm. " The 
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reasons stated by the subjects for using either the initials 

or the pronoun indicated that the subjects knew that the 

sentence needed a direct object and the pronoun him or the 

initials could fill that slot. The subjects' responses in 

Table 26 all indicated a knowledge that the cloze unit was 

the subject of the sentence and that a noun class word was 

needed. Neither Clue 2.2N nor 2.3N was difficult for the 

subjects of this study to us^. ->r verbalize. 

Usage (Table 26) 

An examination of Table 26 can be made from at least 

two points of view. The first approach would be to deter

mine what contextual situations appear to provide the most ' 

signals to the readers. It is obvious that the readers of 
» •• 

this study used their personal and vicarious experiences to 

solve for the cloze units in a large number of contextual 

situations. It is an important facet of reading comprehen

sion for the reader to have associations in common with the 

language patterns of the author. It is of equal importance 

for the reader to have some experience in common with the 

writer. The wide reliance by the subjects of this study upon 

the use of their experiential background in so many differ

ing contextual situations would substantiate this claim. 

The wide use of word associations as a contextual aid is 

possibly explained by the amount of instruction beginning 

readers receive in word meaning and vocabulary instruction. 
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The wide use, by the subjects of this study, of the syntac

tical position and semantic meanings of the marking system 

of the English language is indicative of the importance that 

these types of clues have for reading instruction. The 

function words of English are difficult to teach as they 

lack meaning outside context. The instruction, therefore, 

of how these function words operate as marking signals would 

help readers in comprehending their reading passages. In 

the situations where the contextual clues were reported in 

only one style of writing, these clues were reported in the 

fewest number of contextual situations. This paucity of 

contextual situations can not be construed to mean their 

unimportance. More research in this area needs to be con

ducted before determining their potency as contextual aids. 

Another approach to an examination of Table 26 would 

be to examine the three major subdivisions of the schemata 

to determine if one sub-category provides more contextual 

clues than do the others. An examination of Table 26 indi

cates that the subjects of this study relied on their 

knowledge of the semantic meanings of words in the largest 

number of contextual situations. This can possibly be 

explained, as stated earlier, by the abundance of instruc

tion elementary school children receive in vocabulary 

development. The general knowledge background of the 

readers was used in the next largest number of contextual 

situations. While the readers* reliance on the syntactical 
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structure of the sentence to provide contextual aid was not 

as strong as the semantic or experiential signal, the 

syntactical signal provided clues in a substantial number of 

contextual situations. The relative lack of reliance by the 

subjects of this study on syntactical signals in comparison 

to semantic or experiential signals in solving for the cloze 

units can readily be explained. A vast amount of reading 

instruction time in American schools centers on word recog

nition in addition to developing the experiential background 

of the readers. Little or no reading instruction time is 

devoted to the teaching of the syntactical relationship 

words have in written discourse. 

As stated in Chapter III and discussed in this 

chapter, the two styles of writing, narrative and expository, 

provide many context clues in common. This commonality of 

context clues in the two styles of writing could possibly 

be explained thusly: (l) the experiential background of the 

reader is a necessary ingredient in reading comprehension 

regardless of whether the discourse is telling a story or is 

stating factual events; (2) that while the semantic meaning 

of a word in expository discourse may be different from the 

same word in narrative writing, many words common to both 

styles of writing convey the same meaning; and (3) the 

syntactical structure of sentences in both styles of writing 

is similar enough to provide the same signal to the reader 

in both the narrative and expository style of writing. 
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As stated earlier in the chapter, certain clues were 

reported as being used only in one style of writing and not 

the other. It would appear that the clues identified as 

being used only in the narrative should be available to 

readers of expository material. The clues reported in only 

the expository passages seemingly should be available to 

readers of narrative material. The clue 2.3E, use of sum

mary statements, would be the only likely exception. 

Summary is common to expository writing while being rare in 

narrative passages and it is not unreasonable to find its 

use a context clue restricted to expository passages. No 

reasonable explanation as to why certain clues we^e reported 

for only one style of writing can be made at this time. 

Further research is needed before any definitive statement 

can be made regarding this paradox. 



CHAPTER V 

SUMMARY, CONCLUSIONS, IMPLICATIONS, 
AND RECOMMENDATIONS 

Summary 

The research study described in the previous 

chapters had as its purpose to determine whether differing 

styles of discourse, narrative and expository, offered dif

ferent contextual clues to readers. A further purpose of 

the study was to develop a schema or schemata for the clues 

identified as being used by the readers of the study. It 

would appear from the data that narrative writing and 

expository writing offer many contextual aids in common. 

These are: (1) a recognition of the position of noun 

markers; (2) a recognition of the coordinating conjunction's 

position in a sentence; (3) a recognition of phrase markers 

in a sentence; (4) a recognition of the position of the 

infinitive marker; (5) a recognition of the association be

tween words in a sentence, paragraph, or passage; (6) a 

recognition of the use of synonyms and antonyms; (7) a 

recognition of the contextual meanings of the noun markers; 

(8) a recognition of the contextual meanings of the adverbial 

clause markers; (9) a recognition of the contextual meanings 

of the phrase markers; (10) a recognition of the contextual 

meanings of the infinitive marker; (11) a recognition of the 
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use of pronouns; (12) a recognition of familiar expressions; 

(13) a recognition of the main idea and supporting details; 

(14) a reader's personal identification with the passage; 

(15) a reader's personal or vicarious experiences. 

Those used only in expository writing are: (1) a 

recognition of the position of the adverbial clause marker, 

(2) a recognition of the syntactical repetition of words in 

a series, (3) a recognition of the meaning of the plural 

noun inflection, (4) a recognition of the meaning of the 

transitive verb, (5) a recognition of the use of summary 

statements, (6) a recognition of the meaning of the 

quantitative adjective. 

Clues found only in narrative material are: (l) a 

recognition of the verb marker position, (2) a recognition 

of the direct object of the sentence, (3) a recognition 

of the subject of the sentence. 

It would appear from the data that the semantic 

relationships of words in the discourse provide the reader 

with the largest number of contextual aids. The reader's 

experiential background and general knowledge along with 

the syntactical structure of the discourse are also major 

sources of clue signals. 

In contrasting the findings of this study with other 

research reporting context clue classification schemata, it 

would appear that the schemata of this study are similar in 

a number of ways to the schemata of the other studies. They 
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are similar in experiential background clues, association 

clues, phrase and clause clues, familiar expression clues, 

main idea clues, clues provided by summary, clues provided 

by words in a series, and clues provided by synonyms and 

antonyms. This study differs from the other context clue 

schemata in clues identified as coming from the reader's 

personal identification with the passage and specific 

syntactical clues. 

Conclusions 

On the basis of the data reported in Chapters III 

and IV the following major conclusions appear to be in 

order: 

1. The majority of context clues available to readers 

in narrative material is also available to readers 

of expository material. 

2. Some clues are used by readers in narrative material, 

but seemingly are not used in expository writing. 

3. Some clues are used by readers in expository 

material, but seemingly are not used in narrative 

writing. 

4. Three schemata can be developed for the clues 

reported for the readers of narrative and expository 

writing. 
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5. The cloze procedure provides an appropriate vehicle 

to investigate introspectively the subject's use of 

context to solve for unknown words. 

In developing the schemata for the two styles of 

writing the following conclusions can be determined: 

1. The sixth grade reader relies on his experiential 

background to solve for unknown words in a large 

number of contextual situations. 

2. The syntactical structure of the English sentence 

provides a large number of contextual aids. 

3. The same contextual situation provides different 

signals to different readers. 

4. Some students can identify the correct form class 

for cloze units but are possibly miscued by a mis

understanding of the entire sentence structure. 

Implications 

From the data reported and discussed in the previous 

chapters it is apparent that the use of context clues as an 

aid to reading comprehension is a complex process. The 

variety of clues reported in Chapter III indicates that 

different readers use different strategies in solving for 

the same unknown words. An implication for the teaching 

of reading skills is that while context clues can be 

identified and categorized into schemata, their use by 
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individual readers is too varied and individualistic to be 

taught as rules or specific items. 

A further implication that can be drawn from the 

data is that the teaching of the syntactical structure of 

English could be of great importance in teaching children 

to read. 

The heavy reliance by the subjects of this study on 

their general knowledge background in solving for the cloze 

units would indicate to teachers that the experiential back

ground development of the reader deserves the attention 

advocated by reading experts and linguists. 

Another implication for teachers of reading is that 

while many of the same clues are available in both narrative 

and expository materials, the possibility exists that some 

specific clues can only be used in a specific style of 

writing. 

Recommendations 

Some of the findings of this study which do not 

appear to be supported by previous research have suggested 

that need for further research. 

First of all, it is recommended that further 

research be carried out concerning the role of the syntac

tical structure of the English sentence structure in pro

viding cues to readers. Previous research has indicated 

the syntactical structure at the phrase and clause level 
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provides contextual help. The subjects of this study indi

cate their reliance on a smaller syntactical unit, namely 

the markers of noun, verbs, phrases, and clauses. It is 

conceivable that, in beginning reading instruction, the 

knowledge of the function of these structure words could aid 

comprehension. 

A second area needing further research is that of 

the miscues of those students who replaced the cloze unit 

with the right form class of word but failed in providing an 

appropriate synonym. The syntactical structure appeared to 

have provided a partial clue, but for some unexplained 

reason the reader was unable to get closer than the right 

part of speech. 

A third area that would appear as promising would be 

an investigation of how many possible context clues are 

available to the same reader in the same contextual situa

tion. It was noticed in this study that the same contextual 

situation provided different clues to different subjects. 

The question can be posed: Can the one reader use different 

clues to solve for a contextual situation and is there step 

by step progression? Does the reader first determine the 

syntactical position of the cloze unit, then use a reper

toire of clues, or does he rely on one clue until it fails 

him? 

A fourth area to be researched further would be an 

investigation of Schema II and Schema III of this study. 
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The clues reported as being used only in one discourse and 

not the other seemingly should be available in both styles 

of writing. 

Fifth, a study of the possible contextual clues in 

other subject matter and reference books used by elementary 

school children would add to our present knowledge of how 

readers use their language ability in solving for unknown 

words. 

Sixth, a study such as the present one should be 

conducted to determine what context clues are used by 

readers reading below grade level when reading grade level 

material. 

Lastly, a possible area to be researched would be 

an investigation to determine what other word recognition 

skills in conjunction with context clues provide the best 

approach for a reader when he meets an unknown word in his 

reading. 

is 



APPENDIX A 

PASSAGES SELECTED FOR THE TEST INSTRUMENT1 

Social Studies Sample Passage 

The plains of North America are covered with a thick 

layer of rich soil. This soil has the materials in it that 

many sorts of plants need to grow well. In addition to 

having rich soil, most of the plains, except those nearer 

the Rocky Mountains, get enough rainfall to raise good 

crops. 

Corn and soybeans are two crops that grow well on 

plains farms that get enough rainfall and that have a long 

growing season. 

1. Permission was obtained for extraction of 
selected passages used in Appendices A and B from: 
Launching and Landings. The Seventeenth Street Gang. Regions 
and Social Needs, and Science in Our World. 

103 



104 

Social Studies Passage 

THE ROCKY MOUNTAINS 

The Rockies have many passes in them. A pass is an 

opening between mountains. Most of the large cities of the 

Rockies are in Valleys, near passes. 

In the days when prospectors and settlers first came 

to the Rockies, passes were very important. Since these men 

carried supplies by wagon or on horses, they had to follow 

fairly level trails. The passes let them cross mountain 

chains without climbing steep slopes. 

Long after the first people crossed the mountains 

through passes, railroads were built through the larger 

ones. In some places trains now run through tunnels dug 

through the mountains, but some still use the tracks that 

were laid in the passes. 

Highways also have been built through the passes. 

Trucks and cars can travel through the mountains on them. 

These highways connect the towns and cities in the valleys 

of the Rockies. 

Many people each year enjoy spending their vacations 

in the Rockies. They find much to see 'and do there every 

season of the year. 

Tourists come to some of the national parks to see 

geysers. Geysers shoot hot water and steam high into the 
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air from underground springs heated in the earth. Many 

people enjoy watching the geysers. 

Some people like to take trips on a horse or mule 

along the mountain trails. They see many wild animals and 

birds, as well as the beautiful mountain scenery. 



106 

Science Sample Passage 

Some reptiles live near or in the water. But even 

reptiles that live in water must come up to breathe. Some 

have huge lungs for their size and can stay under water for 

a long time on one breath. But they must come up for air. 

Most reptiles are hatched from eggs with leathery shells. 

A reptile lays eggs on land. 
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Science Passage 

THE BIRDS 

Some birds can fly thousands of miles nonstop, and 

some are good for only a short hop. But most birds can fly 

and their structure shows it. Bird bones are very light. 

Even a chicken, which is not much of a flier, has some 

hollow bones. 

Birds have two wings. Penguins and auks have 

flipper wings that are good for swimming. Some birds, such 

as the ostrich, are as tall as eight feet and weigh up to 

three hundred pounds. Their wing muscles are not strong 

enough to lift them. 

Birds have two legs. Different birds have different 

kinds of feet, depending on the kind of life they lead. 

Some feet are best for perching, some for grasping, and some 

for swimming. 

Birds have no teeth. They have bills that they use 

for getting food. Some bills are good for cracking seeds, 

some for digging insects out of bark, some for catching 

fish. 

When you watch a bird eating, notice its bill and 

its food. See whether you can tell how the bill is adapted 

to the kind of food the bird is eating. 

Birds Are All Alike In These Ways: 
4 

1. Birds are vertebrates. 
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2. Birds have feathers. 

3. Birds are warm-blooded 

4. Birds have lungs and breathe air. 

5. Birds havo bills but not teeth. 

6. Birds have two wings and two feet 

7. Birds hatch out of eggs. 

8. Most birds have light bones. 
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Trade Book Sample Passage 

There had been no Friday dancing class during the 

snowstorm, and now Hollis had most of a week to wait till 

the next one. He hadn't seen Louise again, and he began to 

feel more and more uneasy about the whole thing. He wished 

he'd never agreed to go. He tried telling his mother he 

wouldn't go. 
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Trade Book Passage 

THE BEST FRIENDS 

C.C. had started school full of enthusiasm. He 

liked the kids and the teacher, and he liked the blocks and 

paints and picture books. Then the teacher started concen

trating on the black squiggles under the pictures, and after 

a few months she expected him to know some of them. School 

wasn't so good after that. C.C. guessed at words and 

usually guessed wrong, and other kids snickered. C.C. 

wasn't used to failure; he'd always been the leader. Pretty 

soon he stopped trying to guess words and just wouldn't 

answer. 

The only kid who never laughed at him was Junior who 

couldn't read at all. When the teacher asked him a word, he 

said, "It looks like a cockroach." The class all laughed, 

and the teacher didn't ask Junior any more words. 

At the end of the third grade he and C.C. went into 

a special remedial reading class. Finally they had both 

learned to read, but they were behind everything, and now 

they were repeating sixth grade. In the new strange class 

of younger kids they stuck together lik'e glue. Junior was 

the only one in the class who knew what the initials C.C. 

stood for, and C.C. was the only one who knew that Junior's 

real name was Angel Rivera. 
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After waving goodby to Louise, Minnow ran down the 

block to her own house. 



112 

Basal Sample Passage 

Darcy Miller and her friend Ethel were seated on a 

sandy dune in a patch of salt grass, pads of paper on their 

knees and paints spread out beside them. The students were 

trying to capture the luminous white of the old lighthouse 

against the transparent blue sky. Several fishing trawlers 

were sailing the heavy sea that foamed over the darkly 

shining rocks around the point. 

4 
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Basal Passage 

THE SCAPEGOAT 

My name is Margaret, and I have a twin sister named 

Kathryn. For the most part it's really great being a twin. 

You have twice the fun other people have. Of course, you 

can also have twice the trouble, for what affects your twin 

affects you. 

Take, for instance, the time when Kathryn was sure 

to get the first clarinet spot in the school band. She 

played the best clarinet in school. I don't play clarinet. 

Piano is my pleasure. 

The day school opened they held tryouts. When 

Kathryn's turn came up, she ran through her music, and it 

was almost perfect. There was no question in anyone's mind— 

she was sure to get that clarinet chair. 

The next one up was Nancy Morrison, the new girl in 

town. Her family had moved into Mitchfield just before the 

fall term started. At school we did everything we could to 

make Nancy feel welcome, for Nancy was easy to like. She 

had a flashing smile and quick laughter. 

However, we weren't prepared for that solo. From 

the very first downbeat we all sat with our mouths open. 

It was the sweetest clarinet music ever to resound through 

the Mitchfield auditorium. The soft, mellow notes sent 

goose pimples crawling up and down my spine. 
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All the while, Nancy sat like she was transfixed, 

her eyes closed, her long fingers skimming up and down the 

clarinet. 



APPENDIX B 

TEST INSTRUMENTS 

Social Studies Cloze Sample 

The plains of North America are covered with a thick 

of rich soil. This soil has the materials in it 

many sorts of plants need to grow well. In 

addition having rich soil, most of the plains, 

except those nearer Rocky Mountains, get enough 

rainfall to raise good crops. 

Corn soybeans are two crops that grow 

well on plains farms that get enough rainfall and that have 

a long growing season. 
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THE ROCKY MOUNTAINS 

The Rockies have many passes in them. A pass is 

opening between mountains. Most of the large 

cities of the are in valleys, near passes. 

In the days when prospectors settlers 

first came to the Rockies, passes were very important. 

these.men carried supplies by wagon or on 

horses, they to follow fairly level trails. The 

passes let them cross chains without climbing 

steep slopes. 

Long after the first people the mountains 

through passes, railroads were built through the larger 

. In some places trains now run through tunnels 

dug through , but some still use the tracks that 

were laid the passes. 

Highways also have been built through the passes. 

and cars can travel through the mountains on 

them. These connect the towns and cities in the 

valleys of the . 

Many people each year enjoy spending their vacations 

in the . They find much to see and do there every 

season the year. 

Tourists come to some of the national parks 

see geysers. Geysers shoot hot water and steam high into 
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air from underground springs heated in the earth. 

Many people watching the geysers. 

Some people like to take trips on horse 

or mule along the mountain trails. They see many 

animals and birds, as well as the beautiful mountain 

scenery. 
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Science Cloze Sample 

Some reptiles live near or in the water. But even 

that live in water must come up to breathe. Some 

huge lungs for their size and can stay under 

water a long time on one breath. But they must 

come for air. Most reptiles are hatched from 

eggs with leathery . A reptile lays eggs on land. 
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THE BIRDS 

Some birds can fly thousands of miles nonstop, and 

some good for only a short hop. But most birds 

can and their structure shows it. Bird bones are 

very light. a chicken, which is not much of a 

flier, has hollow bones. 

Birds have two wings. Penguins and auks have 

wings that are good for swimming. Some birds, 

such as ostrich, are as tall as eight feet and 

weigh up three hundred pounds. Their wing 

muscles are not strong enough lift them. 

Birds have two legs. Different birds have different 

of feet, depending on the kind of life they lead. 

feet are best for perching, some for grasping, 

and some swimming. 

Birds have no teeth. They have bills that they 

for getting food. Some bills are good for 

cracking seeds, for digging insects out of bark, 

some for catching fish. 

you watch a bird eating, notice its bill 

and its . See whether you can tell how the bill 

is adapted the kind of food the bird is eating. 

Birds Are Alike In These Ways: 

1. Birds are vertebrates. 



Birds have feathers. 

are warm-blooded. 

Birds have lungs and breathe air. 

Birds bills but not teeth. 

Birds have two wings and two 

Birds hatch out of eggs. 

Most birds have light bones. 
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Trade Book Cloze Sample 

There had been no Friday dancing class during the 

snowstorm, now Hollis had most of a week to wait 

till next one. He hadn't seen Louise again, and 

he began feel more and more uneasy about the 

whole thing. He he'd never agreed to go. He 

tried telling his mother wouldn't go. 
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Trade Book Cloze Test 

THE BEST FRIENDS 

C.C. had started school full of enthusiasm. He 

liked the and the teacher, and he liked the 

blocks and paints picture books. Then the 

teacher started concentrating on the black under 

the pictures, and after a few months she expected 

to know some of them. School wasn't so good after 

. C.C. guessed at words and usually guessed 

wrong, and other snickered. C.C. wasn't used to 

failure; he'd always been the . Pretty soon he 

stopped trying to guess words and just answer. 

The only kid who never laughed at him was 

who couldn't read at all. When the teacher asked him 

word, he said, "It looks like a cockroach." The 

class laughed, and the teacher didn't ask 

Junior any more words. 

the end of the third grade he and C.C. 

went a special remedial reading class. Finally 

they had both learned read, but they were behind 

in everything, and now they repeating sixth 

grade. In the new strange class of younger they 

stuck together like glue. Junior was the only one 

the class who knew what the initials C.C. stood for, 
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C.C. was the only one who knew that Junior's real 

was Angel Rivera. 

After waving goodby to Louise, Minnow ran 

the block to her own house. 



124 

Basal Cloze Sample 

Darcy Miller and her friend Ethel were seated on a 

dune in a patch of salt grass, pads of paper 

their knees and paints spread out beside them. 

The students trying to capture the luminous white 

of the old lighthouse the transparent blue sky. 

Several fishing trawlers were sailing the sea 

that foamed over the darkly shining rocks around the point. 
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Basal Cloze Test 

THE SCAPEGOAT 

My name is Margaret, and I have a twin sister 

Kathryn. For the most part it's really great 

being a . You have twice the fun other people 

have. Of course, can also have twice the 

trouble, for what affects your affects you. 

Take, for instance, the time when Kathryn was 

to get the first clarinet spot in the school 

band. played the best clarinet in school. I 

don't play clarinet. is my pleasure. 

The day school opened they held tryouts. 

Kathryn's turn came up, she ran through her music, and 

was almost perfect. There was no question in 

anyone's mind— was sure to get that first 

clarinet chair. 

The next up was Nancy Morrison, the new 

girl in town. Her had moved into Mitchfield just 

before the fall term started. school we did 

everything we could to make Nancy feel , for 

Nancy was easy to like. She had a flashing and 

quick laughter. 

However, we weren't prepared for that solo. 

the very first downbeat we all sat with our 

mouths „ It was the sweetest clarinet music 
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ever to resound through __ Mitchfield auditorium. 

The soft, mellow notes sent goose pimples crawling 

and down my spine. 

All the while, Nancy sat like was 

transfixed, her eyes closed, her long fingers skimming up 

and down the clarinet. 
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