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Abstract

The purpose of this research was to investigate
the effects of a directed reading-thinking approach in
the teaching of reading on the general and inferential
comprehension scores of third grade students of average
reading ability. The subjects consisted of 32 third
grade students, 17 males and 15 females, of average
reading ability. The subjects were divided into two
comparable average reading groups. One group was assigned
as the control group and followed a regular basal reading
program. The other group was designated as the experimental
group and was taught by this investigator using a directed
reading-thinking approach in the teaching of reading. The
experimental group received directed reading-thinking
activities to help foster higher-order levels of thinking.
General. comprehension and inferential comprehension scores
for both groups were obtained from the comprehension

section of The Stanford Achievement Test. The mean raw

scores for both groups in regard to general and inferential
comprehension were tested for significance at the .05 level
using an independent t-test of correlated means. The data
failed to reject both null hypotheses. A directed reading-
thinking approach did not significantly augment general and

inferential comprehension. Despite the fact no significant



difference were achieved between the two groups, the

experimental group did perform better than the control
group. The findings suggest that perhaps under optimal
testing conditions a directed reading-thinking approach

could significantly help to increase general and inferen-

tial comprehension.
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Chapter 1
Problem

Reading frequently is defined as a complex thinking
process involving a hierarchy of cognitive skills closely
related to reflective thinking (Stauffer, 1975). A
discrepancy occurs in the fact that most reading group
instruction does not place é concentration on the develop-
ment of thinking skills as part of a reading program.
This is especially true in the beginning years of reading
where the focus is primarily on word recognition, oral
reading and word attack skills (Gordon cited in Dawson,
1968).

Reading-thinking skills need to be taught during
these beginning years of reading in order to lay the
foundation for the development of more complex skills
and to enable children to become more meaningful readers
(Jenkinson cited in Dawson, 1968). The beginning years
of reading instruction should incorporate both the teach-
ing of decoding skills and thinking skills, for the
acquisition and refinement of thinking skills along with
reading skills make the process of reading a meaningful

endeavor.



Purpose

The purpose of this investigation was to determine
the effects a directed reading-thinking approach would
have on the general comprehension and inferential
comprehension scores of third grade students from two
different average reading groups. The following questions
constituted the primary objectives of the study:

1. Will directed reading-thinking activities
increase the general comprehension abilities
of third grade students of average reading
ability?

2., Will directed reading-thinking activities
increase the inferential comprehension scores
of third grade students of average reading
ability?

Two hypotheses were tested in the study:

1. There is no significant difference between
the mean of the general comprehension posttest
scores of third grade students instructed with
a directed reading-thinking approach and the
mean of the general comprehension posttest
scores of third grade students instructed

with only a basal reading program.



2. There is no significant difference between the
mean of the inferential comprehension posttest
scores of third grade students instructed with
a directed reading-thinking approach and the
mean of the inferential comprehension posttest
scores of third grade students instructed with

only a basal reading program.

Need For The Study

Several researchers have concluded that young
children are capable of using reasoning skills and
logic yet these facets of higher-order thinking are
frequently overlooked during the primary years (Stauffer,
1975, Wolf, King, Huck, 1967, Russell, 1961). Teachers
frequently place too great an emphasis on decoding
skills such that meaning is lost. Critical and
evaluative thinking are often pushed to the background
and dealt with haphazardly during the primary years of
reading instruction.

Thorndike in 1917 made an impact upon the field of
reading with the publishing of his article, "Reading as
Reasoning" (Thorndike cited in Otto, 1970). Thorndike
stated that in order to read correctly the reader must

first attach meaning to what he is reading and then



examine the resultant ideas to validate them in terms
of the given text. Thorndike viewed reading as a
combination of reading and thinking skills. Stauffer
(1975) stated that it has taken almost half a century
for reading practices to incorporate Thorndike's

theories of reading as a thinking process and accept

the fact that children can be trained to read critically 7

and reflectively. An investigation into the reading-
thinking skills of third grade students is therefore

both viable and essential.

Definition of Terms

The terms used in this study included:

General comprehension. General comprehension

focuses on ideas and information which are explicitly
and implicitly stated in the text. It includes all
comprehension skills,

Inferential comprehension. Inferential comprehen-

sion is demonstrated by the student when he uses ideas,
his intuition, explicitly stated information, and his
personal experiences as a basis for conjectures or
hypotheses. Inferences drawn by the student may be
convergent or divergent and the student may or may

not be asked to verbalize the rationale underlying

his inference. Inferential comprehension is stimulated



by different purposes and teacher's questioning which
demand thinking and imagination beyond the printed page
(Barrett cited in Robinson, 1968).

Directed reading-thinking approach. Reading group

instruction involving the teaching of thinking skills
along with the use of a basal in order to foster the
-development of more critical and creative readers

(Stauffer, 1975).

Limitations

Certain limitations need to be recognized in the
design of the study. The study involved a population
of 32 third grade students from one school district
and consisted of an eight week treatment period.

There was no control for teacher influence 1in regard
to higher-order questioning techniques and the develop-

ment of thinking skills in content area instruction.

Summary

Research has indicated a need to investigate the
development of reading-thinking skills at the primary
grade level. A study was made of the effects a directed
reading-thinking approach in the teaching of reading
had on the general comprehension and inferential com-
prehension scores of third grade students of average

reading abilities.



Chapter 2

Review of the Literature
Purpose

The major supposition of this study was that a
directed reading-thinking approach in the teaching of
reading will augment the general and inferential compre-
nension abilities of third grade students. Areas of
research examined were:

Cognitive Development of Children at the
Primary Grade ILevel
Development of a Directed Reading-Thinking —

Approach for Readlng Group Instruction

Coenitive Development of Children at the Primary Grade Tevel

Piaget, one of the first researchers to do extensive
work on the reasoning abilities of young children,
represented the child's intellectual growth through a
series of maturational stages characterized by the acquisition
of higher-order thinking skills. Piaget's preoperational
stage and concrete operational stage characterize the
primary grade child.

The preoperational stage (ages 1% to 7) represents the
child's ability to use symbols. The child can treat

objects as things other than themselves. For example,



the child may treat a block of wood as if it were a car
(Mussen, Conger, and Kagan, 1974). The concrete operational
stage (ages 7 to 12) represents the child's acquisition of
rules that can be adapted. An example of the concrete
operational stage is exhibited through Piaget's COnserva—
tion experiments. The child now recognizes that length,
mass, weight and number remain constant despite modifications
to the external appearance (Mussen, Conger, and Kagan, 1974).
Alward and Saxe (1975) suggested that conservation at the
concrete operational stage results not from specific
techniques or experiences but from a reorganization of the
child's thought in general. By eight years of age, most
children show dramatic changes in their thinking. This
stage corresponds to the maturational level of the third
grade students involved in this study. v

Vygotsky also investigated children's thinking during
the early part of this century. Although Piaget and
Vygotsky developed similar concepts about the stages of
development, their ideas were based upon divergent views of
language (Smith, Goodman, and Meredith, 1970). Vygotsky
suggested that words have a vague meaning for the child even
before the child can speak and therefore language helps
shape the child's first thinking. Vygotsky placed an emphasis

upon adult dialogue and the child. Piaget, in contrast,



viewed language as an outside agent that the child uses
to translate his personal symbols. Piaget stated that

language serves to translate what is already understood
(Smith, Goodman, and Meredith, 1970).

Although Piaget and Vygotsky used different data to
delineate the stages in the development of thinking, there
is a rough correlation between fhe two theories that can
be combined to help teachers understand the thinking
capacities of their students (Smith, Goodman, and Meredith,
1970). Children will move from one stage to the next
depending upon their experiential background, gquality of
language and neurological development. It is important
that teachers recognize these factors for if a child is de-
ficient in any one area he may remain at one phase longer
than necessary. Cognitive development is just as important
during the early years as emotional and social development.
Teachers may either underestimate the stage of development
of their pupils thus never prompting thinking on the part
of the children or overestimate the stage of development
thus overwhelming the children resulting in perplexity
(Smith, Goodman, and Meredith, 1970).

In contrast to Piaget and Vygotsky's theories,

Russell (1961) stated that reasoning ability develops
gradually with experience in language and that it develops

continuously rather than appearing at fixed stages.



Russell (1961) also stated that children use the same
thinking processes as adults except at a different
maturational level.

The research by Piaget and Vygotsky has led to further
investigations into cognitive development of young children.
Wolf, King, and Huck (1967) concluded in their study,

"The Critical Reading Abilities of Elementary School
Children," that children can be taught to develop a
questioning attitude of their own and to apply logical
reasoning to printed materials. They also concluded that
the teacher's method of questioning is a significant part

of the child's reading program. Thought provoking and open-
ended questions on the part of the teacher help to foster
higher-order thinking on the part of the child. Tinker and
McCullough (1975) stated that questions not only set and
clarify purposes for reading, they help to determine what
the pupil is reading, how he reads and the meaning obtained.
Questioning should be used as a diagnostic and instructional
tool to determine the depth of comprehension and modes of
thinking. Stauffer (1975) also promotes higher-order
questioning in order to stimulate the thinking abilities of
the child and allow the child to take a more active part in
his reading. Reading comprehension requires an active,

attentive and selective reader who operates independently
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of the text and is able to extract meaning (Golenkoff, 1975).
Questioning techniques are one means for developing reading-
thinking skills of the child.

Experiential background is also a significant factor
in the child's cognitive development. Reading skills are
effective when the student has acquired the ability to
relate reading to his own experience and to interpret and
associate the abstract in print with personal and vicarious
experiences (Bush and Huebner, 1970). If the child's
background is deficient in that he does not have certain
experiences, he may not be able to attain a complete under-
standing of what he is reading. Almy cited in Frost (1967)
stated that to neglect the provision of many and varied
experiences especially during the period of preoperational
thought may later hinder the adequate development of abstract
thinking and may interfere with the development of reading
comprehension. Almy, Chittenden, and Miller (1966) con-
jectured that the poverty of ideas encountered in some
classes stemmed more from paucity of stimulation the children
received rather than as a result of their inadequate or inept
thinking abilities.

Wulff (1974) compared three groups of students: dis-
advantaged rural Appalachians, disadvantaged urban students,

advantaged suburban students. The advantaged students
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scored the highest in their ability to make generalizations
and inferences. Wulff suggested that perhaps this occurred
because the advantaged students through schooling and
cultural exposure have acquired these skills. In contrast,
the limited experiences of the disadvantaged students
hindered their cognitive development. As evidenced from
Wulff's study, social background is an influential com-
ponent of cognitive development.

The child's cognitive level relies upon various
external and internal factors. The teacher must take these
factors into account in establishing expectations of the
child. As the child matures and has additional experiences,
his thinking skills should also become more mature.
Cognitive growth is a continuous process. Reading-thinking
skills should also be developed from the beginning as a
sequential hierarchy of skills (Stauffer, 1975).

It is implied from all phases of the research reviewed
that there is a need to develop cognitive skills and as
early as possible. Wulff (1974) suggested that a commitment
be established by educators to the fact that higher-order
cognitive skills are important and should be taught. Spache
and Spache (1973) stated that critical reading may never
appear unless the student is specifically trained in the

development of reading-thinking skills.
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Development of a Directed Reading-Thinking Approach

for Reading Group Instruction

Several researchers have stated that the foremost
responsibility of the educator is to train children to
read with greater breadth and depth. This 1is accomplished
by teaching reading és a thinking process (Bush and Huebner,
1970; Cutter cited in Dawson, 1968; Stauffer, 1975).

Robbins (1977) stated that research in the area of reading-
thinking skills has been relatively recent and that the
adaptation of reading-thinking skills has been slow to

be come manifested in the classroom. There has been a recent
concern for the adaptation of thinking skills as part of

the reading program in order to ensure the development of
cognizant readers.

An important factor in developing a reading-thinking
approach is the teacher. The attitudes and competency of
the teacher are important in helping the phild to develop
thinking skills. A teacher's major role 1s to stimulate all
students to react as thoughtfully as they can to the reading
material (Karlin cited in King, Ellinger, and Wolf, 1967 ). -
stauffer (1975) stated that the teacher must avoid an
authoritarian image. Modern teachers must concede to the
task of teaching children not what to think but how to think

(Russell, 1961). Higher-order questioning becomes a major
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role of the teacher. Questions such as: "What do you
think?" "Why do you think so?" "Read the line that proves
it" are directed at making the child think. Gordon citedk
in Dawson (1968) suggested that students should be en-
couraged to question ideas and that an emphasis should be
placed on solving problems rather than the answers to the
problemé. He stated that it is the responsibility of the
teacher to provide opportunities for discovery and also an
atmosphere for questioning and conjecture. ILearning through
inquiry involves the use of logical structures and processes
that are fundamental to science (Suchman cited in Mazurkiewicz,
~1964), If a child is always given facts and principles,
he is deprived of the experience of learning for himself
and developing critical responses to what he is exposed to.
Through questioning, teachers can either encourage or
‘suppress inquiry and critical responses (Schaefer, 1975).
The more meaningful and attainable goal in regard to thinking
is to develop attitudes that are conducive to thinking
rather than increase understanding and mastery of logical
rules of principles (Hyram cited in King, Ellinger, and
Wblf, 1967). Teachers should allow students to take an
active part in learning in order to foster the development
of thinking skills.

. Smith cited in Dawson (1968) stated that one of the

most productive ways of developing thinking skills during
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the reading process was through discussion in which the
teacher takes part and makes her special contribution by
asking a quesion or making a statement which stimulates
cause and effect reasoning, points out the necessity for’
making comparisons, drawing inferences, arriving at con-
clusions, or gathering generalizations. Spache and Spache
(1973) stated that the development of the child's thinking
efforts depends upon the direction given by teacher demands.

How children acquire the ability to read critically and
creatively is dependent upon how they are taught and how
early the cognitive processes are taught (Russell, 1961;
Stauffer, 1969; Spache and Spache, 1973). The acquisition
of basic reading skills depends upon the teacher and the
processes s/he uses. Thinking abilities can exist at any
level if the teacher is willing to encourage it (Russell,
1961). Research has shown that children can improve their
critical reading abilities through systematic instruction
in thinking (Wolf, King, and Huck, 1967).

The development of reading-thinking skills can be
easily implemented in any reading program. Reading
instruction can become more cogent through various teaching
strategies: group directed reading-thinking activities,

individualized reading-thinking activities, inquiry reading,
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concept development, literary appreciation, higher-order
questioning (Stauffer, 1975). This investigator's present
study was primarily concerned with group directed activities.
Stauffer (1975) outlined the distinguishing features of
group directed reading-thinking activities (DR-TA):

1, Pupils are grouped according to reading levels.

2. The group should be limited to eight to ten pupils.

3. All pupils in the group read the same material
at the same time. This permits each child to
compare and contrast his predictions, inferences
and evaluations with his peers.

4. ©Purposes for reading are stated by the pupils.

5, Answers to children's and teacher's questions
are validated. Proof is found in the text of
through group judgments.

6. A DR-TA involves provocative questions on the
part of the teacher that require the children
to interpret and make inferences. (p. 34)

The main objective of Stauffer's group DR-TA is to
develop skill in reading critically. The teacher should
concentrate on helping the child develop the art of question-
ing, the processing of information, the validating of
answers. The processing of a DR-TA is outlined by Stauffer
(1975) as follows:

1. Pupil actions (PRP)

A. Predict (set purposes)
B. Read (process ideas)
C. Prove (test answers)

2. Teacher actions (WWP)

A. What do you think? (activate thought)

B. Why do you think so? (agitate thought)
C. Prove it (require evidence) (p. 37)
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The theories of Stauffer were supported in the
research of Henderson cited in Stauffer (1975) and Petre
(1971). Henderson examined the relationship between
individual reading purposes and reading comprehension.

The study involved two groups of 24 fifth grade pupils

of average or above average intelligence. The groups

were differentiated according to high or low reading
achievement. Tape recordings were made of pupil responses
concerning what he thought a story was about and what he
would read to find out. Comprehension of three stories
was measured by 12 open-ended questions. It was found
that the good readers were those who achieved best in
setting reading purposes. Henderson concluded that pupil
purpose setting is a significant factor in reading achieve-
ment. Implications from Henderson's study include the
need for further research to examine the impact training
in purpose setting can have on reading achievement.

Petre (1971) compared two different group instructional
approaches, a directed reading approach (DRA) and a directed
reading-thinking approach (DR-TA). He noted that the DRA
used a stimulus response with literal questions and preset
answers. The DR-TA, in contrast, emphasized pupil thinking

by using open-ended questioning and involving the student.
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Students had to examine, hypothesize, Jjudge and make
decisions about the material being read. Petre used 120
fourth graders. There were two groups each above grade
level, at grade level and below grade level. The experi-
menter taught 12 lessons during a two week period to each
group. The groups were taped while instructed with a

DRA as outlined in the 1967 edition of Scott Foresman Series.

Similar groups with identical levels were taped using a

DR-TA outlined in the 1960 edition of the Winston Basic

Reader Series. Pupil responses were recorded in the

Quality of Pupil Response Scale. From a statistical
analysis, Petre concluded that:

1. A DRA and a DR-TA are two distinctly different
group directed reading approaches.

2. A DR-TA appears to allow a higher quality and
wider variety of pupil responses in a group
directed instructional procedure.

3. Prior reading programs or instructional
strategies appear to have little effect on
the quality of pupil response because pupils
will quickly improve in these areas when in-
structed with a DR-TA.

4, ©Pupils involved in a DR-TA become superior in
their quality of responses.

5. A DR-TA allows pupils to think critically.

6. Both boys and girls do equally well when taught
with a DR-TA.

7. The DR-TA as a group procedure may be used
effectively with students of various reading
levels. (p. 79)

The research findings of Petre and Henderson strongly
advocate the implementation of a reading-thinking approach
in the teaching of reading. The DR-TA appears superior to a

DRA in the development of the critical and creative reader.
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The implementation of a DR-TA is not necessarily
costly or time consuming. Most reading materials are
adaptable to the fundamental purposes of a group DR-TA
(Stauffer, 1969). Some of the primary level stories are
plotless or the plot is foreseen by the child through the
illustrations. These materials would not be adaptable to
a DR-TA. The majority of the newer basals usually provide
high interest stories and well developed vocabulary that
allow for a directed reading-thinking atmosphere. Updated
reading manuals frequently provide both literal and in-
ferential questioning to stimulate the child's thinking
and help develop critical reading. As previously stated,
the success of a DR-TA is also dependent upon the teacher.
The attitudes and questioning techniques of the teacher
play a significant role in the evolution and mastery of

thinking skills on the part of the child.

sSummary

Piaget's theories and research concerning the
reasoning abilities of young children have become one of
the bases for the recent promotion of thinking skills in
the reading program. His maturational stages outlined the
cognitive development of the child and prompted additional
research in this area. Current research has shown that

the cognitive development of the child is dependent upon
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several external and internal factors. Teacher competency,
questioning techniques and the child's experiential back-
ground are relative to his cogrniitve growth.

The literature and research examined emphasized the
need for the development of thinking skills and advocated
the implementation of a directed reading-thinking approach
in the teaching of reading. The research findings indicated
that a DR-TA was superior to the traditional reading
approach in helping to increase the thinking abilities of
students providing for the generation of more meaningful

and mature readers.



Chapter 3
Design of the Study

Purpose

This study was designed to develop reading-thinking
activities with third grade students of average reading
ability and to investigate the effects a directed reading-
thinking approach in the teaching of reading would have on
the general and inferential comprehension abilities of these

students.

Hypotheses

Two hypotheses were tested in this study:

1. There is no significant difference between the
mean of the general comprehension posttest scores
of third grade students exposed to a directed
reading-thinking approach and the mean of the
general comprehension scores of third grade
students instructed with only a basal reading

program.

Do

There is no significant difference between the
mean of the inferential comprehension posttest
scores of third grade students exposed to a
directed reading-thinking approach and the mean
of the inferential comprehension posttest scores
of third grade students instructed with only a

basal reading program.

20
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Methodology

Subjects

The subjects involved in this study were third grade
students attending a suburban school in a predominately
middle class neighborhood. A total of 32 students
participated (17 males and 15 females). The subjects
were all average readers as determined by the general
reading achievement scores of the May 1977 Science

Research Assoclates Test, Primary II, Form F, 1972.

The subjects were randomly divided into two reading
groups of comparable reading abilities. One group waé
assigned as the control group. The other group was
designated as the experimental group. A comparison of

these two groups is represented in Table 1.

Table 1
Comparison of 1977 SRA Grade Equivalent Scores

And IQ Scores of Control and Experimental Groups

Subjects lMean Scores
Group Males Females SRA G.E. Thorndike IQ
Control 8 8 3.58 108

Experimental 9 7 3.54 104
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Procedures

The study involved an eight week treatment period
from March 14, 1978 to May 23, 1978. A total of 30
lessons were taught. Both the control and the experimental
groups received 30 minutes of reading instruction and 30
minutes of independent reading assignments four days a week.
The experimental group was taught by this investigator using
a directed reading-thinking approach (DR-TA). A DR-TA
entails provocative questioning on the part of the teacher
~and requires students to examine, hypothesize and judge the
material being read. Various materials and activities are
used that will help foster higher-order thinking.

The control group was taught by a teacher of comparable
experience. The control group followed the Allyn and Bacon
Basal Reading Program (1973) using the grade three book,

Story Caravan. The experimental group received directed

reading-thinking activities. Both groups worked on the same
independent reading assignments.

The comprehension section of Form A of The Stanford

Achievement Test, Primary III, 1973 was administered as a

pretest to both reading groups during the week of March 6,
1978 and Form B was administered to both groups as a

posttest during the week of June 5, 1978 (see Appendix A).
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Children were tested by their reading teacher in their
regular reading group. The pretest and posttest scores

on The Stanford Tests were scored by the present investi-

gator. Raw scores were converted to grade equivalent
scores using the table provided in the test manual. The
test manual (Part III) listed those test items that were
regarded as explicit, implicit and inferential. This
enabled an inferential comprehension score to be assigned.
The directed reading-thinking activities for the
experimental group were prepared by this investigator
(see Appendix B). Reading-thinking activities for infer-
ential comprehension were divided into these main skills:
inferring main ideas, inferring comparisons, inferring
cause and effect, inferring character traits, predicting
outcomes, interpreting figurative language, making inferences.
Several lessons using a variety of materials were prepared
for the teaching of each of the inferential thinking skills.
Materials included: worksheets, card games, pictures,

basal, blackboard activities, transparencies and team games.

Statistical Analysis

The mean and standard deviation for the pretest and

posttest scores of the experimental and control groups
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were calculated using the raw scores from the reading

comprehension section of The Stanford Achievement Test.

The difference in the pretest and posttest mean raw scores
in regard to general reading comprehension and inferential
reading comprehension was tested for significance using
an independent t-test of correlated means. The formula

for the t-test was:

t = 1 - 72
S1 + 82
16 16

sSummary

The purpose of this study was to determine the effects
a directed reading-thinking approach would have on the
general and inferential comprehension scores of third grade
students of average reading abllity.

The subjects involved in this study were randomly divided
into two average reading groups consisting of 16 students
each. The control group was instructed with a basal reading
program. The experimental group was instructed with a

directed reading-thinking approach. Both the control and
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the experimental groups received 30 minutes of reading
instruction and 30 minutes of independent reading assign-
ments four days a week. The study involved an eight week
treatment period.

General comprehension and inferential comprehension
were measured before and after the treatment period using
parallel forms of the reading comprehension section of

The Stanford Achievement Test. The difference in the

posttest general comprehension mean scores and inferential
mean scores of the two groups was tested for significance

using a t-test of correlated means.



Chapter 4
Analysis and Interpretation of the Data
Purpose
The purpose of this study was to investigate the effects
of a directed reading-thinking approach on the general and

inferential comprehension scores of third grade students

of average reading ability.

Ceneral Comprehension Growth

The means and standard deviations of the pretest
and posttest were calculated using the raw scores of

the comprehension section of The Stanford Achievement

Iest. The results are shown in Appendix C. The null
hypothesis was that there was no significant difference
between the mean of the general comprehension posttest
scores of third grade students instructéd with a
directed reading-thinking approach and students in-
structed with only a basal reading program.

The calculated t value between the experimental and
control group pretest mean raw scores was 1.70. For a
two-tailed test at the .05 level of significance, the
critical value for 30 degrees of freedom is 2.042. The
data failed to reject the null hypothesis. It was concluded
that there was not a significant difference between the

posttest mean raw scores of the two groups.

26
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Interpretation of the Results of the First Null Hypothesis

The data showed that the difference between the
experimental and control groups was not significant
at the .05 level. Although significant gains were not
achieved, the experimental group did perform better
than the control group. This indicated that there
was a general trend for the experimental group to
perform better than the control group in regard to
general reading comprehension as a result of a
directed reading-thinking approach.

This study suggested that the development of
thinking skills in conjunction with reading skills
may help to increase the student's general reading
comprehension. Through the development of thinking
skills, it appears that the student's ability to
comprehend more complicated reading materials may
be increased. This study also indicated that a
directed reading-thinking approach may be success-

fully used with third grade students.

Inferential Comprehension Growth

The manual (Part III) of The Stanford Achievement

Test listed those test items on the general reading
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comprehension section that were regarded as explicit,
implicit and inferential. This enabled an inferential
raw score to be obtained.

The means and standard deviations of the pretest
and posttest were calculated using the raw inferential
comprehension scores. The results are shown in
Appendix D. The null hypothesis was that there is no
significant difference between the mean of the infer-
ential comprehension posttest scores of third grade
students of average reading ability instructed with
a directed reading-thinking approach and students
instructed with only a basal reading program.

The calculated t value for the posttest mean
score was 1.21, For.a two-tailed test, the critical
value for 30 degrees of freedom is 2.042. The data
failed to reject the null hypothesis. It was con-
cluded that there was not a significant difference
between the posttest inferential mean raw scores of

the two groups.

Interpretation of the Results of the Second Null Hypothesis

Although the t value for the inferential comprehen-
sion posttest scores was not significant, the experimental
group did perform better than the control group on the

inferential questions of the comprehension section of
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The Stanford Achievement Test. The performance of the

experimental group suggested that teacher questioning
techniques and the teaching of reading-thinking activities
may enhance the inferential comprehension of students.
Perhaps under a different testing situation with fewer

limitations, a significant gain could have been achieved.

Summary

The purpose of this study was to investigate the
effects a directed reading-thinking approach will have
on the general reading comprehension and inferential
comprehension scores of third grade students of average
reading ability. The first hypothesis was that there
was no significant difference between the mean of the
general comprehension posttest scores of students
instructed with a directed reading-thinking approach and
students instructed with only a basal reading program.
The difference in the general comprehension posttest
mean raw scores was tested for éignificance using a
t-test. The difference was not significant at the .05
level. The data failed to reject the first null
hypothesis.

The second hypothesis was that there is no signifi-
cant difference between the mean of the inferential

comprehension posttest scores of students instructed with
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a directed reading-thinking approach and students
instructed with only a basal reading program. The
application of a t-test of correlated means showed that
there was no significant difference at the .05 level
between the inferential compreheﬁsion posttest mean
raw scores of the two groups. The data failed to

reject the second null hypothesis.



Chapter 5
conclusions and Implications
Purpose
This study investigated the effects of a directed
reading-thinking approach on the general reading compre-

hension and inferential comprehension scores of third

grade students of average reading ability.

Conclusions-

The first hypothesis tested in this study was:
There is no significant difference between
the mean of the general comprehension post-
test scores of third grade students instructed
with a directed reading-thinking approach and
the mean of the general comprehension scores
of third grade students instructed with only
a basal readlng program.
The results of the analysis revealed that even though
the experimental group scored higher, there was not a
significant difference at the .05 level in the posttest
general comprehension raw scores on the comprehension

section of The Stanford Achievement Test. The data failed

to reject the first null hypothesis.

31



32

The second hypothesis tested in this study was:
There 1s no significant difference between
the mean of the inferential comprehension
posttest scores of third grade students
instructed with a directed reading-thinking
approach and the mean of the inferential
posttest scores of third grade students
instructed with only a basal reading
program.

An analysis of the data indicated that although the
experimental group scored higher than the control group,
the difference was not significant at the .05 level. The
data failed to reject the second null hypothesis. The
directed reading-thinking activities did not significantly
increase the inferential comprehension scores of the
experimental group as compared to the inferential compre-
hension scores of the control group.

Although the analysis of the data did not demonstrate
significant differences between the experimental and control
groups, the experimental group did perform better than
the control group in regard to both general and inferential
comprehension. This suggested that there is a positive

trend for a directed reading-thinking approach to enhance
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general and inferential comprehension. This study suggested
that students as young as third grade may be able to grasp

and perform higher levels of thinking and reasoning.

Limitations of the Study

Several components of the design of this study should
be recognized when analyzing the results of the study. The
use of a small, homogeneous population limited the application
of the results. The short time span of the study confined
the possibility that significant differences between the
two groups would occur as a result of the treatment. There
was no control for the development of thinking skills in
content area instruction.

Researchers have not yet developed an accepted testing
instrument for measuring the thinking skills and inferential
comprehension of primary grade level children. Therefore,
inferential comprehension was measured using designated
inferential test questions from the general comprehension

section of The Stanford Achievement Test.

Need for Further Research

There are several related areas of research that need

to be explored. These areas include: the development of
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an efficient inferential comprehension measurement device
for primary level children, the relationship between
reading-thinking skills and reading achievement using
several different reading programs and levels, the
relationship of teacher questioning on the development

of thinking skills in the content areas, the relation-

ship of reading-thinking skills and creativity.

Implications for Classroom Practice

While the statistics of this study did not show a
significant difference between the experimental and control
groups, there appears to be a trend for the experimental
group to perform better than‘the control group. Perhaps
under optimal testing circumstances a significant difference
could have been achieved. The results of this study and
the literature reviewed seem to suggest that the inclusion
of reading-thinking activities in the reading program may
help to enhance the reading comprehension of students.

One of the foremost factors in determining the success
of thinking skills as part of the reading program is the
teacher. The teacher must first have an understanding of
the research and literature in order to successfully
implement the development of reading-thinking skills as part

of the reading program. Stauffer (1975) proposed that the
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teacher's role must change. The teacher must structure
the classroom atmosphere by providing materials and
guidance that are appropriate for the needs and abilities
of the child. Iearning is facilitated through various
classroom experiences, observations and guestioning
techniques. The child learns to0 express his own ideas

and conjectures. The child should take an active part in
nis education. The teacher serves to pace the instruction
according to the abilities of the child. These views need
to be incorporated into beginning reading instruction.

Too often, beginning reading instruction focuses
primarily on rote memorization and isolated skill exercises.
It is important to develop reading-thinking skills during
these beginning years in order to provide for the proper
sequential and maturational development of thinking skills.
The goal of reading is to obtain meaning from the given text
and this can only be achieved through the appropriate

synthesis of reading and thinking skills.

summary

The data failed to reject the first null hypothesis.

A treatment of directed reading-thinking activities did not
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significantly increase the general reading comprehension
of third grade students of average reading ability.

The data failed to reject the second null hypothesis.
Directed reading-thinking activities did not significantly
increase the inferential comprehension of third grade
students. /

The findings of this study suggest that additional
research be conducted at the third grade level and below
using a larger student population and longer treatment
period. Students of various reading and intellectual levels
should also be included in future research.

On the basis of this study, it is recommended that
reading-thinking activities become incorporated into the
reading program. It is essential that educators recognize
the importance of developing reading-thinking skills. It
is recommended that teachers not only acquaint themselves
with the theories of reading as a thinking skill but also
include reading-thinking approaches and activities as part
of the daily reading instruction. Directed reading-thinking
approaches need to be developed from the very beginning
years of reading in order to ensure the maturation of more

creative and critical readers.
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Lesson 1

General Aim

Students will be able to distinguish inferred main ideas.

Specific Objective

Students will be able to match the correct inferred main

ideas with the corresponding paragraph.

Materials

Worksheets "Hobbies Are Fun" and "Understanding the Main

Idea.™
Procedures
1. Discuss what is meant by main idea.
2. Have children silently read three paragraphs on worksheet
"Hobbies Are Fun."
3. Have children select the sentences that represent the
main idea of each paragraph.
L., Have children silently read each paragraph on worksheet
"Understanding the Main Idea."
5, Have children select the sentences that represent the
main idea of each paragraph.
6. Discuss student answer choices and why or why not they

are acceptable.
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Lesson 2

General Aim

Students will be able to distinguish inferred main ideas.

Specific Objective

Students will be able to select the correct main idea for

four corresponding short stories.

Materials

Worksheet "What Does the Story Teach ?"

Procedures

1. Discuss what is meant by main idea.

2. Introduce terms theme or author's purpose.

3. Have children silently read one story at a time and
discuss which sentence at the bottom of the sheet is

the main idea or theme of each story.



Lesson 3

General Aim

L6

Students will be able to distinguish inferred main ideas.

Specific Objective

students will be able to write in their own words the main

jdea of a paragraph they have read.

Materials
Use an overhead projector, transparencies

on "Central Idea of a Paragraph" and "Sentence

Procedures

1. Compare the core of an apple and main

2. Display transparency and worksheet on

3, Have children write the core parts of
the worksheet.

4. Display transparency and worksheet on
of Paragraphs.”

5, Have children read each paragraph and

own words the central or main idea.

and worksheets

Cores."

idea.

"Sentence Cores."”

the sentences on

"The Central Idea

write in their

6. Call on students to share their answers.
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Lesson 4

General Aim

Students will be able to distinguish inferred main ideas.

Specific Objective

Students will be able to restate in their own words the

main ideas of tape-recorded sentences.

Materials

Tape recorder.

Procedures

1. Discuss the game "Gossip" and how we listen then try
to restate as closely as possible what was first stated.

2. Have children 1listen to ten sentences recorded on tape.
For example: Is it raining outside?

3. Stop the tape after each sentence and call on a student
to restate in their own words what the sentence was

about.
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Lesson 5

General Aim

Students will be able to select inferred supporting details.

Specific Objective

Students will be able to conjecture about additional story

events that could have happened using the details in the text.

Materials

Story familiar to all the children; blackboard.

1. Discuss the outcome that did happen in the story.
2. Have children pretend they are the author and 1list
different outcomes they would have included on the

blackboard.
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Lesson 6

General Aim

Students will be able to select inferred supporting details.

Specific Objective

students will be able to suggest new story details using

details already expressed in a story.

Materials

Story familiar to all the children; blackboard.

Procedures

1. Have children devise a new problem a character from
a familiar story might have had.
2. Ask for a plan to solve the new problems.

3. List children’s solutions on the blackboard.
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Lesson 7

General Aim

Students will be able to select inferred supporting details.

Specific Objective

Students will be able to complete sentences about a person,

place or thing with details the author could have included in

the story.

Materials

Story familiar to all the children; blackboard.

Procedures

1. Write an incomplete sentence on the blackboard about
a person, place or thing from a familiar story.

2. Have students complete the sentence with information
the author could have added to the story.

3. See which child has the most ideas.
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Lesson 8

Yeneral Aim

Students will be able to state the inferred sequence of

picture cards.

Specific Objective

Students will be able to arrange picture cards into a

logical time order.

Materials

Time-ordered sequence picture cards.

Procedures

1. Each child is given a set of picture cards involving
a time order.

2. Students are asked to arrange their cards into the
proper sequence.

3. Ask why they think their arrangements are correct.

L. Have children trade their set of cards with classmates.
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Lesson 9

General Aim

Students will be able to recognize the inferred sequence of

stories presented through a filmstrip.

Specific Objective

Students will be able to state the sequence of stories

presented in a filmstrip and to recognize the need for proper

order and sequence.

Materials

Sound filmstrip, "Proper Order and Sequence," Troll

Associates Thinking Skills, Education Direction, Inc., 1973.

Procedures
1. Discuss what is meant by proper order and sequence
and the effect it has on our daily lives.
2. Display filmstrip and ask children to state the
sequence of events listed in the stories presented in

the filmstrip.
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Lesson 10

Ceneral Aim

Students will be able to restate a sequence of events.

Specific Objective

When presented with two story events, the students will be

able to state what happened between the two events.

Materials
List of detail questions about a story all the children

have read.

Procedures

1. Divide the students into two teams and have them stand
in two lines and face each other.

2. Teacher asks a question about what happened in between
two story events.

3. Teams take turns answering the question. If the student
answers correctly, he gets to stay in line; if he misses,
he must sit down. The winning team is the one with

someone left standing.
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Lesson 11

General Aim

Students will be able to state comparisons that are inferred

by the author.

Specific Objective

Students will be able to 1list the inferred character traits

of two characters and tell whether they are alike or different.

Materials

Story familiar to all the students; chalkboard.

Procedures

1. Discuss what is meant by character traits.

2. Review the details and outcomes of a story the children
have all read.

3. Put the names of two characters from the story on the
board and ask children for character traits.

L. 1List the character traits under the character.

5. Discuss whether the characters are alike or different
and why.

6. Ask children for their reactions to the characters.



55

Lesson 12

General Aim

Students will be able to state their reaction to a story.

Specific Objective

After reading a story silently, students will write their

reaction to the story and compare their reactions with classmates.

Materiéls

Paper and pencil.

Procedures

1. Have each students write a short paragraph about a
story all the children have read telling why or why
not they liked it.

2. Read the paragraphs to the class and note the different
reactions.

3, Discuss why there might be different reactions.
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Lesson 13

General Aim

Students will be able to list comparisons of two objects

or places.

Specific Objective

Students will be able to state and list the advantages and

disadvantages of four different things.

Materials
Transparency and worksheet on "Paragraphs That Compare and

Contrast," Better Comprehension in Reading, California: Visual

Materials, Inc., 1972.

Procedures

1. Display transparency on overhead projector.

2. Use follow-along worksheet to discuss the advantages
and disadvantages to living at the seashore or mountains.
List children's ideas on the board.

L, Ask children to think of advantages and disadvantages
to owning a small car and a large car.

5, Have children write their ideas down on their worksheet.
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Lesson 14

General Aim

Students will be able to list inferred comparisons.

Specific Objective

Students will be able to list on paper the differences and
similarities they would expect of a story happening in two

different time periods.

Materials

Paper and pencil.

Procedures

1. On the blackboard write the name of a story that
happened in the past that all the children are familiar
with.

2. Have each child write on paper as many ways as possible
that the story might have been different had it
occurred in modern day times.

3, Discuss children's comparisons.
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Iesson 15

General Aim

Students will be able to state inferred cause and effect

relationships.

Specific Objective

When given the first part of a sentence, students will be

able to write a conclusion showing a logical order.

Materials

Worksheet with incomplete sentences.

Procedures

1. Children are given a worksheet on which part of a
sentence is given and they must write a conclusion
explaining what could happen next in a logical
progression of events.

2. Have students read their completed sentences.
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Lesson 16

General Aim

Students will be able to draw conclusions using stated causes.

Specific Objective

Students will be able to state what caused a particular

character's actions,

Procedures
1. Discuss character feeling and why a particular character
acted the way he did.
2. Have children use story events to explain why a character
acted the way he did.
3, Have children imagine that certain events did not happen
and conjecture about what different actions the character

might have taken,
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Lesson 17

General Aim

Students will be able to recognize inferred cause and effect

relationships.

Specific Objective

Students will staté'what they think the causes and effects

of a newspaper headline are.

Materials

Newspaper headline.

Procedures
1. Clip out an interesting newspaper headline and read it
to the class.
2. Ask children what they suppose happened to cause the
headline.
3. Ask children what do they suppose will happen as a result
of the headline,
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Lesson 18

General Aim

Students will be able to determine cause and effect

relationships.

Specific Objective

Students will be able to state what happened before and

after a sentence.

Materials

Worksheet "What Happened Before and After," Creative

Activities for Language Arts, Hayes, 1968.

Procedures

1 .

Pass out worksheet and read fhe first sentence to the
class.

Ask children what might have happened before the
sentence. List ideas on the board then have children
write their own idea on paper.

Using the same first sentence, ask the children what
might have happened after that sentence. List ideas
on the board then have children write their own on
the paper.

Follow the same format for two more sentences.
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Lesson 19

General Aim

Students will be able to select inferred character traits.

Specific Objective

Students will be able to select words from a particular
story that give information or clues about a particular

character.

Procedures

1. Choose a character from a story all the children have
read.

2. Ask children to look back in the story and find words
and phrases that the author used to describe that
character.

3, Ask children for their reactions to the character

and how they would describe him.
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Lesson 20

General Aim

Students will be able to describe a character from inferred

character traits.

Specific Objective

After reading a paragraph about the life style of a
character, students will be able to write a paragraph describing

that character.

Materials

Worksheet "Meet Ted of Australia," Meet Your Friends in

Other Lands, Evelyn Riddle and Kathleen Wahl, Milliken

Publishing Co., Grade Three, 1968.

Procedures

1, Have children read a paragraph about a character
from a different country.

2. Have children write a paragraph describing that
character.

3, Read the paragraphs to the class to show the different

reactions and traits that were listed.
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Lesson 21

General Aim

Students will be able to list new character traits for

new situations of the character.

Specific Objective

Students will be able to list new character traits for
three different characters when supposing that they have

acquired unusual characteristics.

Materials

Blackboard.

Procedures
1. On the blackboard write a question for three
different characters the class has read about and ask
what he or she would do if they suddenly acquired
unusual characteristics ( ex. could fly)
2. Remind the children to keep the character's

original personality in mind.
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Ilesson 22

General Aim

Students will be able to predict outcomes to a story.

Specific Objective

After listening to the first part of a story record,

students will be able to write their own conclusions.

Materials

Story record.

Procedures

1. Have children listen to the first part of a
high interest story record (ex. "Alfred Hichcock's
Ghost Stories").
2. Have children write their own ending for the story.
3. Read the different endings to the class.
4, Finish listening to the record to see how close their

predictions were.
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Lesson 23

General Aim

Students will be able to predict outcomes for a story.

Specific Objective

After reading the first part of a story, students will

be able to predict what happenings or outcomes may take place.

Procedures

1. Have children silently read the first part of a story.
2. Ask children what they think might happen and why.
3, Finish reading the story silently and discuss whether

the outcome was a good one or not.
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Lesson 24

General Aim

Students will be able to determine how to predict outcomes.

Specific Objective

Through discussion and the use of a sound filmstrip,
students will be able to select clue words that help to predict

outcomes.

Materials
Sound filmstrip, "What You Can't Figure Out," Troll

Associates Thinking Skills, Educational Direction, Inc., 1973.

Procedures

1. Show sound filmstrip.
2. Discuss how one must use clue words and story events

to arrive at the proper conclusions.
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Lesson 25

General Aim

Students will be able to predict outcomes to hypothetical

situations.

Specific Objective

Students will be able to state logical predictions for

hypothetical situations.

Materials
S1ips of paper with a thought provoking, hypothetical
question on each (ex. "What would happen if there was no

daytime?").

Procedures
1. Put slips of papers with questions on them into a
container.
2. Have each child select a piece of paper.
3. Call on students to read their question and state as
many answers to the question as they can.

L. Allow other students to suggest their ideas.
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Lesson 26

General Aim

Students will be able to interpret figurative language.

Specific Objective

Students will be able to solve riddles which use similes

and metaphors for clues.

Materials

Riddle worksheet.

Procedures
1. Discuss what is meant by figurative language.
2 Introduce terms “"simile" and "metaphor."”
3, Read a riddle to the group and see who can solve it.
L, Pass out a worksheet with four riddles on it. Read
one at a time and ask children if they can guess
the answer by using the clues and figurative language

presented.
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Lesson 27

teneral Aim

Students will be able to interpret figurative language.

Specific Objective

gtudents will be able to determine the main idea of a

poem through the poet's description.

Materials
Worksheet with Carl Sandburg's Ppoéem "Fog" written on it and

the title and word "fog" deleted from the poemn.

Procedures

1. Pass out worksheet and explain that the title and one
word from the poem have been deleted,

2. Explain to the children that the poet is describing
something and that he 1is using metaphors and comparing
it to a cat.

Ask children for the descriptive phrases the poet uses.

L. Ask children to conjecture about what the poet is
writing about.

5, List student ideas on the board.
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Lesson 28

General Aim

Students will be able to interpret figurative language.

Specific Objective

Students will be able to solve a crossword puzzle using

similes.

Materials

Worksheet on similes "As Easy As Pie," Word Puzzles

Level 3A, Milliken Publishing Co., 1974.

Procedures

1. Explain that a simile is a comparison of two things
using like or as, Give examples.

2. Distribute simile crossword puzzle and have students
read one question at a time and think of a word that
fits in the incomplete simile and also in the puzzle.
Write the answers on the board.

L. After finishing the puzzle, ask children for similes

that they have heard before and what they mean.
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Lesson 29

General Aim

Students will be able to interpret character feelings and

motives of short paragraphs.

Specific Objective

Students will be able to select the correct word for a

paragraph that interprets character feelings and motives.

Materials

Worksheet "The Scarlet Apple".

Procedures

1. Discuss what is meant by an inference.

2. Use worksheet and have students silently read each
paragraph and fill in the blank with the correct word.

3. Remind children to look for clue words and descriptive

phrases that give a hint toward what word should be used,.
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Lesson 30

General Aim

Students will be able to determine how to draw inferences.

Specific Objective

Through discussion and a sound filmstrip, students will

be able to examine and draw inferences.

Materials
Sound filmstrip, "Deduction and Inferences," Troll

Associates Thinking Skills, Educational Direction, Inc., 1973.

Procedures
1, Show sound filmstrip.
2. Discuss how important it is to get all the facts

before drawing a conclusion or making an inference.



Appendix C
Comparison of General Comprehension Raw Scores

of the Experimental and Control Groups
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Table A

Comparison of General Comprehension Raw Scores

of the Experimental and Control Groups

Experimental _ Control
Subjects Pretest DPosttest Subjects Pretest Posttest
X4 X, Yy Y2
1 Ly L7 17 57 56
2 37 52 18 50 56
3 59 57 19 63 60
L 66 59 20 52 )
5 50 53 21 57 52
6 62 62 22 43 L9
7 62 58 23 51 Ly
8 33 52 2L 61 62
9 51 55 25 63 54
10 58 61 26 34 36
11 54 57 27 51 59
12 55 L5 28 49 L1
13 65 59 29 4o b5
14 59 64 30 54 58
15 59 54 31 38 L3
16 54 55 32 65 64
N = 16 Xy = 54.25 N = 16 Y, = 52.31
Sy ¥ 9.22 Sy = 8.83
X, = 55.62 Y, = 51.93
S2 = 4,98 S2 = 7.27




Appendix D
Comparison of Inferential Comprehension Raw Scores

of the Experimental and Control Groups
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Table B

Comparison of Inferential Comprehension Raw Scores

of the Experimental and Control Groups

Experimental Control
Subjects Pretest Posttest Subjects Pretest Posttest
S X2 71 2
1 22 27 17 24 31
2 22 26 18 25 30
3 27 31 19 29 32
b - 29 31 20 24 25
5 27 28 21 26 28
6 29 33 22 22 26
7 26 32 23 25 27
8 18 31 24 29 30
9 25 31 25 28 30
10 25 32 26 16 24
11 24 29 27 28 32
12 26 22 28 22 22
13 30 32 29 24 24
14 25 36 30 23 33
15 28 31 31 20 29
16 29 26 32 29 34
N = 16 Xy = 24,50 N = 16 Y, = 23.62
S1 = 3.31 S, = 3.64
X2 = 29.88 Y2 = 28.56
82 = 2.62 82 = 3.46
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