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The purpose of this study was to determine the 

effectiveness of a direct instruction model as a means of 

enhancing secondary students' schema for expository text. 

Subjects were seventh- and tenth-grade students in 

regular reading and English classes in an suburban school 

district. Students were pre- and posttested on four 

measures: attitude toward expository text, independent 

reading comprehension and recall from expository text, 

organization of information from expository text in note-

taking, and expository writing. A nested analysis of 

covariance procedure was used for data analysis to account 

for teacher effects and group non-equivalence. The study 

was conducted over a six-week period in the spring semester. 

A model of direct instruction in analysis of expository 

text structure was developed by the researcher, using 

sample text passages similar to those encountered by 

seventh- and tenth-grade students in content area reading. 

Treatment group teachers were provided with lesson plans 

and materials and were given instruction in the model; 
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comparison group classes were given no particular 

instructional treatment other than that normally conducted 

during this period. 

Results for seventh-grade students were highly 

significant (p < .001) in favor of the treatment groups 

on three of the four measures: attitude, comprehension 

and recall, and organization of information in note-taking. 

Teacher effects were found for organization of information 

in note-taking (p = .01). There was no significant 

difference found for expository writing (p = .31). Results 

for tenth-grade students indicate significant difference 

for treatment groups in comprehension and recall (p = .01), 

but no significant difference on any of the other measures. 
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CHAPTER I 

INTRODUCTION 

Students who have had no apparent problems throughout 

the primary grades in learning to read often experience 

frustration and confusion when they encounter content area 

textbooks or other expository material. In the upper grade 

levels, they are expected to be able to read expository 

text independently in order to acquire information. They 

must be able to analyze, interpret, and evaluate information 

acquired from expository text, and be able to apply this 

information in related situations. These are critical 

reading and critical thinking processes. 

"Reading to learn is central to the process of 

becoming a reader in a complex society" (Herber, H. & 

Nelson-Herber, J., 1984, p. 189). The reader who cannot 

effectively acquire information through independent 

reading, who must rely on the teacher or some other inter-

preter of text, who cannot use reading independently as a 

tool for the purpose of gaining information is a seriously 

handicapped learner. Within the past decade, reading 

researchers have begun to focus their attention on this 

area of concern, and several causes related to poor 

comprehension of expository text have been suggested. 



Among these are: schema deficits, or lack of prior knowledge 

related to the material or concepts being presented in the 

text (Anderson & Pearson, 1984; Spiro, 1977); metacognitive 

deficits, or lack of reader awareness about failure to 

understand how comprehension is progressing as one reads 

(Brown, 1980); and problems related to expository text 

structure, or failure to understand organizational patterns 

and relationships within text (Marshall & Glock, 1979; 

Meyer & Rice, 1984; Pearson & Camperell, 1981; Taylor & 

Beach, 1984). Difficulties in dealing with expository 

text structures are demonstrated not only in reading 

comprehension, but in composition of expository writing 

as well (Lehr, 1981; Olson, 1984; Schneider, 1970). 

Consideration of this problem suggests implications 

for instruction. It is not sufficient to create an 

environment conducive to the development of critical 

thinking skills and wait for students to develop these 

abilities on their own. Apparently, many students do not 

spontaneously develop a conscious understanding of the 

problem-solving strategies that facilitate comprehension 

of expository text or the organization of expository 

writing (Duffy, Roehler, & Mason, 1984). It would seem 

likely that these students would benefit from specific, 

direct instruction in critical thinking strategies for 

analyzing expository text, to enhance their independent 

reading comprehension. Note-taking strategies based on 



text organization seem effective in enhancing comprehension 

and recall (Taylor, Nosbusch, & Rybczynski, 1982); these 

strategies might further contribute to the development 

of an expository text schema. In addition, metacognitive 

strategies for critical analysis of text structure, for 

recognition and understanding of text structure organization, 

and strategies for organizing information according to 

structure of text, may have related positive benefits for 

students' expository writing (Taylor & Beach, 1984). As 

students receive direct instruction and guided practice 

in critical thinking strategies for analysis of expository 

text structure, as they develop a schema for expository 

text structure, a corresponding change of attitudes toward 

expository text may occur. They may develop greater 

confidence in their ability to independently read and 

comprehend expository text. 

The focus of this study was to address the application 

of a direct instruction model to teach critical reading and 

thinking strategies involved in analysis of expository 

text structure, and in the use of text structure as a 

framework for organizing information from expository text 

for retention and recall. A related question was the 

possible enhancement of students' organizational ability 

in expository writing as a result of this direct 

instruction in analysis of text structure. Additionally, 

the question of student attitudes toward expository 



text as it is affected by direct instruction in analysis 

of expository text was considered. 

Significance of the Study 

This study is significant in the following ways: 

1. This study provides a model for direct instruction 

in critical reading and thinking strategies for analysis 

of expository text structure, which can be adapted for 

classroom use at various grade levels; 

2. The study provides additional information and 

insight into the relationship between direct instruction 

in text structure analysis, and development of an 

expository text schema; 

3. This study provides additional information and 

insight into the effectiveness of using patterns of text 

structure to organize information acquired from expository 

text, and the facilitation of comprehension and recall; 

4. This study provides additional information and 

insight into the relationship between instruction in 

organization of expository text structures in reading 

expository text and in composition of expository writing; 

and 

5. This study provides additional information and 

insight into the affective relationship between direct 

instruction in critical reading and thinking strategies 



for analysis of expository text structures, and student 

attitudes toward reading and writing expository text. 

Statement of the Problem 

The problem of this study was to evaluate the 

effectiveness of a model for direct instruction in critical 

reading and thinking strategies for identifying and using 

patterns of expository text structure. The effectiveness 

of the model was measured by independent reading, compre-

hension and recall of an expository passage; by note-taking 

reflecting patterns of text structure; and by organization 

of expository writing. As a related factor, student 

attitudes toward reading and writing expository text were 

evaluated. 

Purposes of the Study 

The purposes of the study were to determine the 

following: 

1. The feasibility of implementing a direct instruction 

model in critical reading and thinking strategies for 

analysis of expository text structure, in regular classrooms 

of seventh- and tenth-grade students; 

2. The ability of students receiving this direct 

instruction to predict, recognize, and identify patterns 

of structure in expository text and to use this information 

as a framework in organizing information from the text 

for comprehension and later recall; 



3. The ability of students receiving direct 

instruction in analysis of expository text to use similar 

patterns of text structure in organizing information for 

expository writing; and 

4. The effects of direct instruction in critical 

reading and thinking strategies for analysis of 

expository text as it relates to students' attitudes toward 

reading and writing expository text. 

Hypotheses 

To carry out this study, the following hypotheses 

were tested: 

1. Students at the seventh- and tenth-grade levels 

who receive direct instruction in critical reading and 

thinking strategies for text structure analysis will have 

a significantly more positive attitude toward their abilities 

to read and write expository text independently, as measured 

by a posttest assessment of attitudes toward reading 

expository text and expository writing, than students who 

do not receive this instruction. 

2. Students at the seventh- and tenth-grade levels 

who receive direct instruction in critical reading and 

thinking strategies for text structure analysis, and in 

strategies for organizing information from expository text 

based on text structure analysis, will show significantly 

greater levels of ability to organize information from 



expository text, as measured by posttest evaluation of 

organized note-taking of information from expository 

passages, than students who do not receive this instruction. 

3. Students at the seventh- and tenth-grade levels 

who receive direct instruction in critical reading and 

thinking strategies for text structure analysis, and in 

organizing information from expository text based on text 

structure analysis, will show significantly greater levels 

of ability in comprehension and recall of information from 

independent reading of expository text, as measured by 

posttest evaluation, than students who do not receive this 

instruction. 

4. Students at the seventh- and tenth-grade levels 

who receive direct instruction in critical reading and 

thinking strategies for text structure analysis, and in 

organizing information from expository text based on text 

structure analysis, will show significantly greater levels 

of ability to organize information for expository writing, 

as measured by assessment of posttest expository writing 

samples, than students who do not receive this instruction. 

Definition of Terms 

The following terms are defined for this study: 

1. Critical thinking refers to those thinking 

skills proposed by Bloom as belonging to the higher levels 

of the cognitive taxonomy: analysis, synthesis, and 

evaluation. 
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2. Critical reading is "the process of making 

judgements in reading: evaluating relevancy and adequacy 

of what is read; an act of reading in which a questioning 

attitude, logical analysis, and inference are used to judge 

the worth of what is read according to an established 

standard . . . . Among the identified skills of critical 

reading involved in making judgements are those having 

to do with the author's intent or purpose; with the accuracy, 

logic, reliability, and authenticity of the writing; and 

with the literary forms, components and devices identified 

through literary analysis" (Harris & Hodges, 1981, p. 74). 

3. Schema (schemata, pi.) is "a generalized 

description, plan, or structure; a conceptual system for 

understanding something" (Harris & Hodges, 1981, p. 286). 

4. Expository text is defined as non-narrative prose, 

as opposed to narrative ("story") prose; expository text 

presents or explains information or ideas, as in social 

studies or science textbooks or in news or informational 

articles. 

5. Expository writing is defined as non-narrative 

prose writing, as opposed to narrative ("story") prose or 

poetry writing; the purpose of expository writing is to 

present or to explain ideas or information in a logically 

organized manner. 
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6. Text structure refers to the organizational 

characteristics of text, including hierarchical organization 

or macrostructure (major concepts, topics, or ideas) and 

microstructure (supporting or illustrating details) and 

coherence or relationships of ideas and information within 

text (Kintsch & Van Dijk, 1978). 

7. Webbing is an organized note-taking system in 

which information is represented graphically, including 

superordinate and subordinate relationships; outlining, 

mapping, charting, networking. 

8. Direct instruction is a systematic plan for 

instruction which includes presentation of the objectives 

or purposes of the instruction; explanation of method, 

procedure, content, or skill followed by modeling; guided 

practice followed by independent practice with feedback 

for correction and review. 

Limitations 

A limitation of this study is that the treatment and 

comparison groups for the quasi-experimental study were 

composed of students in regular classes of reading or 

English in a suburban school district; no attempt should 

be made to generalize results from this sample to 

dissimilar population groups. 
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CHAPTER II 

SYNTHESIS OF RELATED LITERATURE 

Many students experience difficulties in independent 

critical reading of expository text in the upper elementary 

grades, and by the time they reach junior high or middle 

school, fewer and fewer students appear to be able to 

abstract information from content area textbooks or to 

organize such information in a meaningful way. At the 

senior high level, many students, in spite of their apparent 

ability to read well, are still dependent upon teachers 

and/or others to be interpreters of text. These conclusions 

are supported by the report of the National Assessment of 

Education Progress, Reading, Thinking, and Writing 

(Applebee, Barrow, Brown, Cooper, Mullis, Petrosky, 1981). 

Findings of this commission were that nine, thirteen, and 

seventeen-year-olds lack the problem-solving and critical 

thinking necessary to interpret information from reading 

and to defend their responses. Only one-third of 

thirteen—year—olds and forty—one percent of seventeen—year-

olds could explain or defend their initial responses to 

questions requiring interpretation of text. The contention 

of the commission was that students are not receiving 

sufficient instruction in transition from the demands of 

12 
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beginning and early reading to the demands of later reading, 

including interpreting and drawing inferences. 

Further support for this position is provided by the 

results of the Texas Educational Assessment of Minimum 

Skills (TEAMS). This test is administered to students in 

grades one, three, five, seven, nine, and eleven in the 

areas of reading, writing, and math. Results indicate that 

the areas in which the largest number of students from 

grades five and above fail to show mastery are those 

requiring critical reading and thinking ability: drawing 

conclusions, recognizing main idea, sequencing of events, 

determining fact and opinion, and determining cause and 

effect (TEAMS, 1986). These are the reading skills required 

by content area textbooks and other expository material. 

The ability to read, as developed in the early elementary 

grades, does not always translate into the necessary ability 

to read, analyze, organize, and critically evaluate text 

that is required of students at higher grade levels, and 

of adults in our society. 

Critical Thinking, Reading, and Writing 

It is impossible to separate thinking from reading and 

from writing; reading and writing are connected through 

oral language to a common base: cognition (Goodman, 1976; 

Pooley, 1961). Developing reading skills is developing 
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thinking skills; to teach reading is to teach thinking. 

As stated by Whimbey (1985), 

. . . a holistic approach combines the teaching of 
analytical thinking with communication in order to 
improve a student's total intellectual functioning. 
We have learned through experience that neither 
reading nor analytical thinking can be taught 
effectively without also teaching communication, 
because such complex mental processes depend on a 
student's total intellectual functioning, not on a 
set of narrowly defined skills, (p. 200) 

The results of a study by the New Jersey Task Force on 

Thinking, in which subtests of the New Jersey College Basic 

Skills Placement Test were correlated with the Whimbey 

Analytical Skills Inventory (Morante & Ulesky, 1984), 

underscore the importance of instruction in analytical 

thinking as a major element in instruction in reading and 

writing (Whimbey, 1985). There can be no efficient reading 

without active response, nor can organization of ideas 

and information for writing take place without critical 

thinking. 

Recently, critical thinking has become an instructional 

focus. The renewed emphasis on education of the gifted 

and talented that has occurred in the United States since 

the 1971 Marland Act may have been partly responsible for 

the development of interest in what are termed "thinking 

skills," as it ushered in educational programs for gifted 

learners in public school districts throughout the country. 

In developing programs for these gifted students, attention 
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was given to the cognitive theories of Bloom and others, 

with the Taxonomy of Cognitive Skills ("Bloom's Taxonomy") 

often serving as the basic framework for planning of 

differentiated curricula. The taxonomy identifies hierar-

chical levels of thinking, from "knowledge" as the funda-

mental, basic level of thinking, upward through 

"comprehension," "application," "analysis," "synthesis," 

and "evaluation" (Bloom, 1956). 

Other curriculum models and programs that have critical 

thinking skills as their basis include Parnes Creative 

Problem Solving (CPS). This model includes the technique 

of "brainstorming" to generate many ideas, as well as 

techniques designed to encourage seeing ideas from new 

perspectives (Parnes, 1977). Frank Williams' model is 

based on enhancing cognitive processes involved in 

creativity and productivity. Thinking processes of 

fluency, flexibility, originality, and elaboration (defined 

by Torrance, 1961, as elements of creativity), along with 

affective processes of curiosity, risk-taking, complexity, 

and imagination, are developed through subject content 

(Williams, 1970). Other models and programs have evolved 

which contain many of the same elements as Bloom's taxonomy, 

Parnes' CPS, and Williams' strategies. These models are 

designed to enable learners to become aware of the mental 

processes involved in problem solving. 
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The Association for Supervision and Curriculum 

Development (ASCD) has made the teaching of thinking skills 

one of its major areas of focus, adopting the following 

1984 resolution: "Further development and emphases are 

needed in teaching skills of problem solving, reasoning, 

conceptualization, and analysis, which are among the 

neglected basics needed in tomorrow's society" (ASCD, 1984). 

Activities of ASCD undertaken to promote the teaching of 

thinking include establishing a national network related to 

teaching thinking, sponsoring training institutes for this 

purpose, and publishing resource materials (Cawelti, 1986). 

The teaching of thinking is not an end in itself, 

however, but a means to an end. As one thinks, one thinks 

in a context. One thinks about something. The purpose of 

teaching thinking strategies is to enable students to 

become conscious of thinking and problem solving strategies, 

to be able to deliberately employ appropriate strategies 

for the demands of the task, to become metacognitive (Brown, 

1980). To read is to think, to react, to analyze, to 

synthesize, to interpret, to evaluate, to organize, and 

finally, to act upon what has been read. As Jones (1985) 

argues, 

. . . reading to learn—the act of constructing 
meaning from text—is fundamentally higher-order 
thinking at every stage of comprehending and 
responding to text. Therefore, it is critical to 
define thinking skills with reference to research on 
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reading and instructional materials as it is to define 
reading comprehension with reference to research on 
depth of processing and higher-order thinking, (p. 112) 

Narrative Prose Schema 

That young children develop a schema for narrative 

prose and that this schema facilitates comprehension of 

narrative text is suggested by research into the effects 

of narrative text structure on comprehension (Rumelhart, 

1975; Anderson, 1977; Mandler & Johnson, 1977; Rumelhart 

& Ortony, 1977; Stein & Glenn, 1977; Thorndyke, 1977; 

Baker & Stein, 1981). A result of this research is the 

concept of the "story grammar." The story grammar is a 

schema for narrative text structure which specifies a set 

of rules for understanding the relationships among 

propositions in a story. For example, a story can be 

rewritten as STORY = > SETTING + THEME + PLOT + RESOLUTION; 

SETTING = > CHARACTERS + LOCATION + TIME, etc. (Pearson 

& Camperell, 1985). When all the rewrite rules have been 

applied, the result is an inverted tree diagram for a 

story, with the basic units of the diagram propositions 

within the story. 

Assuming that students have an internalized under-

standing of the general structure of stories through 

constant exposure to this structure of narrative text, 

this schema for narrative prose serves as a framework for 

incoming information and enables the reader to make 
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predictions or form hypotheses which are confirmed or 

adjusted to accommodate unexpected events as the story 

progresses. Additionally, the story grammar enables students 

to generate original stories consistent with their under-

standing of the structure of stories. Stein and Glenn 

(1977) determined that very young children, even of preschool 

age, often have well-developed story grammars, or schema 

for narrative prose. 

Expository Text Schema 

In contrast to a narrative prose schema, it appears 

that many children do not have a schema for expository 

prose (Taylor, 1982). Baumann (1983) conducted a study 

to probe abilities of third and sixth graders to comprehend 

main idea from elementary social studies texts. In general, 

children were not able to consistently identify main idea 

over detail in either written-cued recall or multiple-

choice format. Furniss (1980) assessed recall abilities 

of sixth-grade students using narrative and expository 

texts. Students recalled more information from narrative 

than from expository texts. There were also different 

patterns of recall depending on text structure. Her 

conclusion was that students approach narrative text with 

a story schema but did not have an available set of 

expectations for organizing expository text. 
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It may be that children have had less experience with 

expository prose than narrative, and as a result have not 

had opportunities to internalize the organizational patterns 

of expository prose. A second speculation is that under-

standing of expository structures may require greater 

cognitive development than that required for narrative. 

Expository prose may call for more abstract levels of 

thinking, abilities to generalize, to analyze, to 

synthesize—critical thinking skills which may occur at 

later stages of cognitive development (Piaget, 1967). 

Having a schema for expository text enables the 

reader to know what to expect from text organized in 

certain ways. Students who have an expository text schema 

can use that knowledge of text structure to comprehend 

and remember by relating the organization structure of 

the text to their stored schemata for text structures. 

Many good readers do seem to develop, perhaps unconsciously, 

an "expository prose grammar," or expository text schema, 

as they become more familiar with non-narrative content 

area reading (Meyer, 1977; Meyer & Freedle, 1979). This 

also occurs generally at about the ages which correspond 

to the stage of cognitive development associated with 

abstract thinking, Piaget's stage of Formal Operations. 

While these good readers may not be conscious of using 
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knowledge of text structure to facilitate comprehension, 

it appears that they can do so (Taylor, 1980). 

Elements of Text Structure 

Kintsch and Van Dijk (1978) have proposed a model 

of comprehension of text which involves the concepts of 

"macrostructure" and "microstructure." Macrostructure is 

the overall, global organization of the text, that which 

Meyer refers to as "top-level" structure (Meyer, Brandt, 

& Bluth, 1980). Microstructure refers to the within-text 

relationships, or the subordinate ideas contained within 

the macrostructure. According to Armbruster (1984), a 

few basic text structures appear to capture fundamental 

patterns of human thought. These structures, identified 

by rhetoricians, linguists, and psychologists, include: 

(1) Simple-listing — a listing of items or ideas where 

the order of presentation of the items is not significant; 

(2) Comparison/contrast — a description of similarities 

and differences between two or more things; (3) Temporal 

sequence — a sequential relationship between ideas or 

events considered in terms of passage of time; (4) Cause/ 

effect — an interaction between at least two ideas or 

events, one considered a cause and the other an effect or 

result; (5) Problem/solution — similar to the cause/effect 

pattern in that two factors interact, one citing a 
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problem and the other a solution to that problem 

(Armbruster, 1984, p. 203). 

In addition to these global level patterns of organi-

zation, relationships may also be identified at lower 

levels within text (microstructure). Pearson and Johnson 

present both proposition and word-level relationships as 

elements within text that affect comprehension. 

Proposition-level comprehension deals with understanding 

such relationships as paraphrase, association, main idea 

and details, comparison, figurative language, ambiguous 

statements, causal relationships, sequence, anaphora, fact 

and opinion, bias, the author's craft, mental images, study 

skills, reality-fantasy, punctuation (reading), and literary 

form (Pearson & Johnson, 1978). Making inferences is an 

inherent part of all of these tasks, depending on what is 

stated explicitly or implicitly in the text, and what is 

left to be derived from the reader's experience. 

At the word level, Pearson and Johnson identify the 

following relationships as necessary to comprehension: 

synonomous, antonymous, associative, classificatory, 

analogous, connotative-denotative, multiple-meaning, 

homographic, and homophonous. Understanding of these 

various relationships is a factor in comprehension of 

text, whether narrative or expository, and recognizing 

typical patterns of organization for presenting and 
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developing these relationships facilitates this compre-

hension. It is essential to recognize that Pearson and 

Johnson do not present these as lists of discrete skills 

to be taught, but as interrelated elements of text structure 

that affect comprehension. 

The importance of an understanding of text structure 

to comprehension is the difference between reading to 

grasp a series of isolated bits of information and reading 

to recognize the relationships among those bits of infor-

mation. As Niles explains, 

One of the basic skills in critical reading is the 
ability to weigh the significance of details. 
Whether or not a fact is important in a particular 
piece of writing depends, in part, upon the way 
the author has woven this fact into his organizational 
pattern. (Niles, 1965, p. 58) 

This is the process of critical analysis. This requires 

recognizing that there is an underlying structure or 

pattern of organization in the author's presentation of 

information and seeing the author's use of structure as 

it shapes ideas, establishes the relative importance of 

facts, and contributes to the overall impact of the 

author's writing. 

Direct Instruction in Comprehension Strategies 

Durkin's study of classroom reading comprehension 

instruction (1978) revealed that, while there was much 

assessment of comprehension, little actual comprehension 
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instruction was taking place. A distinction should be 

made between direct instruction and questioning, discussion, 

and practice. Duffy and Roehler define direct instruction 

as: " . . . an academic focus, precise sequencing of content, 

high pupil engagement, careful teacher monitoring and 

specific corrective feedback to students . . . . " (p. 287). 

Direct instruction in comprehension means explaining the 

thought processes involved in comprehension; the teacher 

explains and then models by verbalizing thoughts, "thinking 

aloud" ways to go about understanding a passage (Anderson, 

Hiebert, Scott, & Wilkinson, 1985). As Pearson and 

Camperell explain, 

If teachers want students to "get the author's 
message," they are well-advised to model for students 
how to figure out what the author's general framework 
or structure is and then allow students to practice 
discovering it on their own. (Pearson & Camperell, 
1985, p. 338) 

Several instructional strategies for improving 

comprehension have been suggested since Durkin's 1979 

pronouncement that little or no comprehension instruction 

occurred in the classroom. These include strategies to 

increase inferential ability (Day, 1980; Raphael & Pearson, 

1983), comprehension monitoring (Reis & Spekman, 1983), 

critical reading (Patching, Kameenui, Carnine, Gersten, 

and Colvin, 1983), and metacognitive skills (Raphael & 

McKinney, 1983). Direct instruction has been effective in 
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improving students' abilities to analyze prose for main 

idea (Bartlett, 1978; Baumann, 1984; Taylor & Beach, 1984). 

A study to determine the effects of different types 

of text organization was conducted by Meyer and Freedle 

with graduate students. Their interpretation of the 

results was that the most efficient strategy students can 

adopt in typical school situations is to identify the 

author's organizational framework to guide and structure 

their attempts to understand and remember information from 

textbook materials (Meyer & Freedle, 1979). Similar results 

were obtained by Bartlett (1978) with ninth-grade students. 

In Bartlett's study, students were taught to identify 

top-level structure in text and to use this structure to 

organize recall. A similar study (Bartlett, 1981) was 

conducted with fifth graders with similar results: students 

were able to identify top-level structures in text and 

to use these structures to facilitate both comprehension 

and recall. Another study with ninth graders (Meyer, Brandt, 

& Bluth, 1980) supports these results. Again, text structure 

seemed to be a significant factor in recall. Apparently, 

students can be trained to identify text organizational 

patterns and to use this information to improve comprehension 

of expository text. 

Baumann (1984) employed a direct instruction paradigm 

to teach sixth graders the comprehension skill of 
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identifying a main idea. Students receiving this instruction 

performed significantly better than control groups at iden-

tifying both explicit and implicit main ideas in paragraphs 

and short expository passages (three-five paragraphs) and 

in recognizing details in support of main ideas, as well as 

in composing main idea outlines. In Baumann's study, all 

instruction was administered by the researcher rather than 

by a regular classroom teacher. Baumann suggests that 

this is a limitation: 

Further research will be needed to determine if 
teachers can be trained to acquire skill in using 
a direct instruction paradigm for teaching main idea 
and other reading comprehension skills, . . . 
[extending] this line of inquiry into increasingly 
more naturalistic educational settings to determine 
if the application of direct instruction principles 
. . . are effective in improving students' compre-
hension of main ideas and other comprehension 
abilities in large-scale settings. (Baumann, 1984, 
p. 105) 

Structural Organizers to Facilitate Comprehension 

The results of research into the effects of text 

structure on students' abilities to comprehend and to recall 

information from expository prose suggest that awareness 

of structure can have positive effects on comprehension 

and recall (Baker & Stein, 1981; Bartlett, 1978; Meyer, 

1975; Meyer, Brandt, & Bluth, 1980; Taylor & Beach, 1984; 

Taylor & Samuels, 1983). These effects appear to be 

further enhanced if students are involved in an active 
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participation process of generating notes related to the 

structure of the text. Slater, Graves, and Piche (1985) 

found that the use of structural organizers facilitated 

comprehension and recall of expository text with ninth 

graders. Prior to reading expository passages, students 

were given structural organizers which provided information 

about the organization of the passage to be read. A second 

group was provided with skeleton outlines, which they were 

to fill in while reading, depicting the passage organi-

zation. Both groups performed better on measures of 

comprehension and recall than did students who did not 

have these guides, but not significantly better than 

students who engaged in note-taking. The researchers 

concluded that students are likely to comprehend and recall 

more information from text if they receive well-defined 

information on the organization of the text prior to 

reading, and that facilitative effects of such information 

are likely to be greatly strengthened if students use that 

information to produce an outline of the text. They also 

concluded that note-taking is likely to improve students' 

comprehension and recall of text. A constraint of the 

study was that only one class period was allotted for 

instruction, preventing a gradual development leading from 

teacher-directed work with short, prototypical passages 

to student-directed work with longer, less prototypical 
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passages over an extended period of time (Slater, Graves, 

& Piche, 1985). 

Brooks and Dansereau (1983) tested the effectiveness 

of instructing students to use a structural schema (a 

graphic organizer based on text structure) to organize 

expository prose. Students were given six hours of 

instruction over a two-week period in the use of a struc-

tural schema as a study aid. They organized notes by the 

schema and used the schema as a study aid in a test over 

the expository material. Results were positive in favor 

of the use of the structural schema to facilitate recall. 

In a study by Berkowitz (1986), sixth-grade students 

were taught to use the organization of ideas in expository 

text passages as a framework for study strategies involving 

mapping. Mapping is a graphic representation of superor— 

dinate and subordinate ideas, organized according to the 

author's organization in text (similar procedures are 

called semantic mapping, networking, charting, and webbing). 

Two study methods were involved: map construction and 

map study. Students in the map construction group were 

taught to make their own maps of content area passages; 

students in the map study group were taught to study the 

content and organization of maps prepared for them by the 

researcher. Two control methods were used: question-

answering and rereading, neither of which placed any 
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special attention on text structure. Classroom teachers 

trained in the strategies provided instruction for one 

forty-five minute period each week for six weeks. 

Posttesting involved immediate and delayed recall (after 

two weeks) and a transfer test in which students did not 

overtly use the strategies they had been taught (map 

construction or map study) but were instructed to think 

about them (mentally construct a map). This was done to 

see if students needed to actually create maps on paper in 

order to focus on text structure to facilitate recall. 

Students who used the map construction procedure scored 

significantly better than other groups. No significant 

effects were found in favor of the map study group. In the 

transfer test in which students practiced study strategies 

mentally rather than overtly, recall scores were substan-

tially lower. These results suggest that direct instruction 

in using an author's organization of ideas in expository 

text as a framework for study may enhance recall; the 

findings also demonstrate the importance of active rather 

than passive study strategies. 

Other study strategies have been developed to increase 

comprehension of expository text. Olson (1982) and Tutolo 

(1977) proposed the use of teacher developed study guides 

organized to match various types of text structure. 

Strategies that include reading, annotating, summarizing, 
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and presenting the understandings derived from the material 

for monitoring purposes have been proposed by Hennings 

(1982), Manzo and Eanet (1976), Taylor (1982), and Wilson 

(1982). An aspect of comprehension-monitoring that is 

especially important is questioning, whether teacher-

generated, text-adjunct, teacher-student interactive, or 

student-generated. Singer and Donlan presented a strategy 

(Singer, 1978; Singer & Donlan, 1982) that moves the student 

from a teacher-directed questioning process through an 

interactive questioning process based on strategies of 

Taba (1965) and Ruddell (1974), to student-generation of 

questions. That students should eventually assume 

responsibility for directing the reading comprehension 

process through self-generated questions is a position 

stressed by several researchers, including Strain (1976) 

and Stauffer (1977). 

Learners should be taught to use questioning 
strategies on their own in order to elicit for 
themselves the best possible comprehension of 
any selection read. (Strain, 1976, p. 221) 

Stauffer emphasizes the importance of student 

responsibility in comprehension with the Directed Reading-

Thinking Activity, in which the student's role is to 

predict, to read, and to prove, and the teacher's role 

is to activate and agitate thought and to require evidence: 

" . . . the reading/thinking process must begin in the 
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mind of the reader. He must raise the questions" (Stauffer, 

1977, p. 255). 

The use of graphic overview as a means of organizing 

text in expository prose is presented by Vaughan (1982) 

in his Construct Procedure which was developed to assist 

first-year medical students in comprehending and recalling 

complex and detailed information from expository text. 

This process is similar to a graphic webbing or mapping 

process used by Freedman and Reynolds (1980) in promoting 

comprehension of basal reader stories. Such a procedure 

has several aspects that directly relate to comprehension. 

In the first place, a graphic overview organizes text in 

a hierarchical form, with superordinate and subordinate 

relationships between ideas and information made more 

obvious by placement in the graphic structure. Second, 

the Vaughan procedure requires three readings of the 

material in order to produce the graphic Construct; each 

reading is to produce one level of the graphic overview, 

beginning with the general topic and finally including the 

supporting information. Repeated readings will also serve 

to increase comprehension, as well as to reinforce concepts 

and generalizations realized from first and second exposure 

to the material. Vaughan presents research confirmation of 

the effectiveness of the procedure in enhancing factual 

and inferential comprehension of extended factual and 
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inferential comprehension of extended expository text 

(Vaughan, Stillman, & Sabers, 1978; Vaughan, Taylor, & 

Meredith, 1980; Vaughan, 1982). 

A common problem of many of the study strategies 

presented here is the level of complexity involved, or 

of teacher-dependency required. If a strategy for 

organizing information from expository text is to be truly 

useful to the student, it must be relatively simple and 

adaptable to many kinds of text structure. Some sort of 

webbing (mapping, networking, charting) system seems to 

be the most flexible strategy for this purpose. If a 

strategy is to become a tool enabling students to read to 

learn and to become independent processors of expository 

prose, its purpose must be clearly understood by teacher 

and student. The strategy must be carefully taught. Direct 

explanation of the strategy should be followed by modeling 

of the thinking processes involved, and its use must be 

developed under guided practice until the student no longer 

requires the assistance of the teacher, and the skill has 

become automatic. 

If the goal is to enable students to apply knowledge 

of text structure in a variety of content area situations, 

to be able to anticipate the author's presentation of 

information, allowing the student to predict and 

accommodate incoming information, the student must have 
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a schema for expository text structure and strategies for 

using text structure to organize information. 

Expository Writing 

Coupled with the difficulty of comprehension in 

independent reading of expository text is a related problem 

of organizing and expressing ideas or information clearly 

in writing. In discussing the relationship between reading 

and writing, Aulls (1975) states, 

. . . writing is a process of expressing meaning 
with written symbols . . . . [while] reading 
involves the use of assimilated strategies to 
decode the thoughts of others. Writing involves 
these assimilated strategies to express thoughts 
to others, (p. 52) 

Spivey (1985) refers to 

. . . the larger arena of discourse construction, 
which includes both production and comprehension 
. . . . [B]oth participants in a communicative 
situation, the writer and the reader, are thought 
to be involved in a model-building process. 
(Spivey, 1985, p. 2) 

Studies have suggested that students identified as 

less competent writers incorporate less text structure 

into their writing, including less frequent and less 

effective use of subordination and less smooth transition 

between subordinate and superordinate information and 

ideas (Bossone and Troyka, 1976; Cooper et al. 1979). 

Research into the relationship between reading and writing 

suggests that instruction in reading or writing may enhance 

ability in the other as well (Evanechko, Ollila, & 
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Armstrong, 1974; Loban, 1976; Taylor and Beach, 1984). 

Auten (1983) states that the schema is the same for 

predicting or composing print; gaining facility in one 

enhances the other. As expressed in the Report of the 

Commission on Reading, Becoming a Nation of Readers 

(Anderson, Hiebert, Scott, & Wilkinson, 1985), 

All of the uses of language—listening, speaking, 
reading, and writing—are interrelated and mutually 
supportive . . . . activities that foster one of 
the language arts inevitably will benefit the 
others as well. (p. 79) 

Instruction and guided practice in hierarchical 

summaries of information from expository text have had 

indirect effects on students' ability to organize their 

own expository writing (Taylor and Beach, 1984). Seventh 

graders were taught to use chapter headings and subheadings 

as a framework to produce hierarchical summaries of 

expository passages from social studies texts. Students 

generated main idea statements for sections of the passage 

designated by a subheading, and listed two or three details 

beneath each main idea. Topic headings were generated by 

students to connect sections of the passage that were on 

the same topic. The period of instruction for this study 

was seven weeks, during which time students gradually 

moved away from teacher-dependency toward independence 

in creating summaries. As part of the instruction in 

creating hierarchical summaries, teachers discussed 
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elements of expository writing: thesis statement, main 

ideas in support of the thesis, use of effective details 

for support of main ideas. Taylor and Beach reported that 

direct instruction in use of text structure to create 

hierarchical summaries enhanced students' recall for 

unfamiliar material and had a positive effect on the 

quality of students' expository writing. 

The need for direct instruction in analytical thinking 

strategies to increase comprehension of expository text is 

strongly indicated by these studies. The value of a schema 

for structural patterns of expository text to facilitate 

comprehension and recall is clearly suggested. That 

students' comprehension and recall is further enhanced when 

they use text structure to organize information in note-

taking strategies is also strongly indicated. Such 

strategies must be simple enough for students to use them 

independently and must be adaptable to many forms of text 

organization, if they are to be used in realistic settings 

without teacher guidance. Instruction in patterns of text 

organization and in use of appropriate note-taking 

strategies should be integrated into the regular curriculum 

and should be purposeful to students, if they are to use 

and apply the strategies in real learning situations. A 

model for direct instruction must be simple and straight-

forward enough that teachers can adapt and modify the 
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model to fit the needs of their students and the demands 

of the content, and should continue over an extended period 

of time to enable students to develop independence in the 

procedures. 

As Mason, Roehler, and Duffy (1984) argue: 

It is becoming increasingly clear that we cannot 
leave students to develop comprehension spontaneously. 
There must be some form of assistance within the 
zone of proximal development that moves students from 
teacher-regulated to self-regulated behavior, (p. 304) 

This "zone of proximal development" is defined as the 

distance between the student's level of independent problem-

solving and the level of potential development as determined 

through problem-solving under adult guidance (Vygotsky, 

1979). For those students who have not developed a 

conscious understanding of critical thinking and problem-

solving strategies that facilitate comprehension of 

expository text, including analysis of expository text 

structure, direct instruction within the instructional zone 

of proximal development appears to be a useful way in which 

to develop this schema. A strong case for direct instruction 

in analysis of text structure is made by Pearson and 

Camperell (1985): 

When we identify a variable, including a text structure 
variable, that looks like it might make a difference 
in comprehension, we ought to adopt a frontal assault 
strategy when considering its instructional power— 
teach about it systematically and make certain 
students have a chance to practice it. (p. 339) 
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CHAPTER III 

PROCEDURES FOR COLLECTION OF DATA 

Population for the Study 

Subjects for this study were drawn from the regular 

school population of a suburban school district which lies 

adjacent to a major metropolitan area. Total population 

of the district is approximately 90,000, with a total school 

population of approximately 17,000 students in grades K-12. 

Average family income is reported to be $37,000. The 

district has two high schools with grades ten through 

twelve and five junior high schools with grades seven 

through nine. The student population of this district is 

approximately eighty-five percent Caucasian; of the 

remaining approximately fifteen percent, Asians comprise 

the largest ethnic minority group, followed in descending 

order by Blacks, Hispanics, and American Indians. 

Approximately seventy percent of high school graduates 

continue some form of higher education. 

Selection of the Sample 

The study was conducted at two grade levels, seven 

and ten. These two grade levels were selected because 

they represent the first year of junior high school and of 
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senior high school in this district, the "transition level" 

(Herber & Nelson-Herber, 1984, p. 187). Also, these two 

grades represent a developmental age span that was 

considered to be of interest relative to the nature and 

purpose of the study. From the two high schools and five 

junior high schools in the district, six classes were 

selected for the study at grade seven and six classes at 

grade ten. At the seventh-grade level, students in develop-

mental reading classes (non-remedial reading students) were 

used as subjects. At the tenth—grade level, students in 

regular English classes were used as subjects, as only 

remedial reading classes are offered at this grade level. 

Permission to conduct the study was obtained from 

the superintendent of schools, and permission was also 

obtained from the principals of the schools involved 

(Appendix A). Because of the nature of the study and the 

cooperation required of the participating teachers, an 

inquiry was sent to teachers of reading at the seventh-

grade level and teachers of English at the tenth-grade 

level in all secondary schools in the district, outlining 

the general project without providing specific information 

about the purpose or the nature of the study (Appendix B). 

Names of teachers who indicated a willingness to 

participate were placed in a container and an unbiased 

observer selected six names by random drawing. in this way, 
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six teachers of seventh-grade reading and six teachers of 

tenth-grade English were selected. Three teachers at each 

of the two grade levels were assigned to the treatment 

group and three to the comparison group, with assignment to 

the treatment or comparison group by random drawing in the 

same manner as teacher selection. One class per teacher (a 

total of six at each of the two grade levels) was included 

in the population for the study. Teachers with more than 

one class at the target grade and subject level were asked 

to select one of their classes to include in the study. 

Pretest evaluations in four areas related to the 

hypotheses to be tested were administered in each 

participating class, and posttest evaluations were 

administered following the period of the study. All 

evaluation measures (pre- and posttests) were identified 

by a code number and held until the end of the study to be 

scored at one time. Students for whom there were 

incomplete data were not included in the selection from 

which the final sample was drawn. From those students in 

each class group for whom there were complete pre- and 

posttest data, ten subjects were selected at random to 

comprise the actual sample, for a total of sixty subjects 

at each grade level. 
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Instruments 

Four pretest and posttest assessment instruments were 

developed for this study. These instruments were used to 

measure students' ability to read and to organize infor-

mation from independent reading of expository text passages, 

to comprehend and recall information from expository 

passages, and to organize information into original 

expository writing. A Likert-type instrument was developed 

by the researcher to be used to determine affective outcomes. 

To determine students' attitudes about their ability 

to deal independently with expository reading and 

expository writing, a Likert-type scale was developed by 

the researcher and submitted to a five-member panel of 

experts qualified in the fields of testing and reading, 

for prior review. The Likert technique was chosen because 

it is relatively simple to develop, and because the Likert-

type scale has been shown to be superior to other types 

in a study of effectiveness of attitude scales (Borg & 

Gall, 1979). This instrument consisted of thirty statements 

related to reading textbook assignments in science or social 

studies, comprehension of content area texts, organizing 

informational books or articles, taking notes from written 

information, and following written directions (Appendix E). 

The student read the items and circled a response (always, 

usually, often, sometimes, never). The scale was scored by 
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assigning a numerical value of 1, 2, 3, 4, or 5 to the 

responses, with the increasing value representing a more 

positive attitude toward expository material. Thirteen of 

the thirty items were stated and scored in the reverse; 

the higher value still corresponded to a more positive 

attitude. Possible score ranges were 30 (low) to 150 (high) 

The same instrument was used for both pre- and posttest. 

Items on this scale were subject to concurrence from three 

of the five panel members, with disputed items revised and 

resubmitted or discarded in favor of items for which there 

was total agreement. 

As a measure of ability to read and to organize 

information from expository text, students were given an 

expository article that had been adapted by the researcher 

(approximately 500 words for seventh grade; approximately 

800 words for tenth grade). Instructions were to read 

silently and to take notes in an organized method. A panel 

of three trained raters, language arts specialists, 

scored each product on a scale of 1 (low) to 5 (high), 

based on levels of information represented and reflection 

of an organizational pattern. Training for the panel 

members consisted of a workshop session in holistic scoring 

and organizational note-taking strategies. Evaluators, 

working with the researcher, practiced scoring hierarchical 

graphic organizers to establish inter- and 
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intra-rater reliability. The following criteria were 

established for evaluating note-taking strategies: 

5: good or excellent information; clear pattern 

of organization according to text structure of 

passage; hierarchical levels of information 

represented; relationship between ideas represented 

(outline, webbing, mapping, etc.) 

4: good information; some attempt at organization 

of information according to text structure of passage 

is evident; more than one level of information 

(superordinate, subordinate) represented 

3: adequate information; no evident attempt at 

organization of information according to text structure 

of passage; no evident attempt to establish levels 

or relationships among information 

2: inadequate information abstracted from text, either 

too little or too much copied from text; no evident 

organization of information 

1: insufficient notes; no real information included; 

no organization. 

Retention and recall of information from independent 

reading of expository text was measured by a multiple-choice 

test reflecting information from several levels of text 
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structure, including overall topic, main ideas, subordinate 

information, and organization of information. This instru-

ment was developed by the researcher from the test passage 

and was submitted to the five-member review panel. 

Validation of items on the test was based on concurrence 

of three of the five panel members. Items which were 

questioned were either revised and resubmitted or discarded 

in favor of items for which there was total agreement. 

Tests were scored from 0-10, based on correct responses. 

Ability to organize and present information in original 

expository writing was assessed through blind writing 

samples. Students were given several topics from which 

to choose, each suggesting typical patterns of organization 

such as comparison/contrast or cause/effect. Writing 

samples were read and scored holistically by the panel 

of three raters (language arts specialists familiar with 

holistic scoring). Each writing sample was scored on a 

scale of 1 (low) to 5 (high). The following criteria were 

used to evaluate writing: 

5: 3-5 paragraphs, tenth grade; one or more full 

paragraph, seventh grade; topic clearly stated in 

introduction; well-organized, clear structure evident 

(cause-effect, compare-contrast, enumerative order, 

sequential or chronological order); good transitions 

(words, phrases) to signal patterns of text structure; 
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good development of topic with supporting details, 

illustrations, or information; no irrelevant 

information; conclusion, sense of finality 

4: 2-4 paragraphs, tenth grade; one or more full 

paragraphs, seventh grade; generally good organization; 

topic evident; sufficient development of topic; 

transitions present; sense of conclusion 

3: at least 2 paragraphs, tenth grade; at least one 

full paragraph, seventh grade; adequate development 

of topic; organization adequate, but may lack 

transitions or clear topic statement; may lack 

conclusion 

2: 1-2 paragraphs, tenth grade; less than a full 

paragraph, seventh grade; unclear or ambiguous topic, 

inadequate development; unclear pattern of organization 

(not evident) 

1: 1 paragraph or less, tenth grade; less than a 

full paragraph, seventh grade; no evident topic, 

no organization; little or no supporting information 

to develop topic. 

Workshop training included practice holistic scoring to 

establish inter- and intra-rater reliability. All scoring 
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of pre- and posttests was done at one time following the 

period of the study, for greater reliability. 

The Research Design 

The design for this study was quasi-experimental, 

based on the Non-equivalent Control Group Design (Design 

Ten) of Campbell and Stanley (1963). This design is one 

of the most commonly used in educational research. Both 

experimental and control groups are given pretests and 

posttests, but the groups do not have absolute pre-

experimental sampling equivalence. The assignment of the 

experimental treatment to one group or another is assumed 

to be random and under the experimenter's control. This 

design must be considered "quasi-experimental" because 

subjects are not assigned randomly from a common population 

to the experimental and control groups, but represent 

intact class groups. The design may, however, approach 

true experimentation: 

The more similar the experimental and the control 
groups are in their recruitment, and the more this 
similarity is confirmed by the scores on the pretest, 
the more effective this control becomes. Assuming 
that these desiderata are approximated for purposes 
of internal validity, we can regard the design as 
controlling the main effects of history, maturation, 
testing, and instrumentation, in that the difference 
for the experimental group between pretest and 
posttest (if greater than that for the control group) 
cannot be explained by main effects of these variables 
such as would be found affecting both the experimental 
and the control group . . . . [When] the experimenter 
has two natural groups available, e.g., two classrooms, 
and has free choice in deciding which gets X, or at 
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least has no reason to suspect differential recruitment 
related to X, . . . [e]ven though the groups may differ 
in initial means on 0, the study may approach true 
experimentation. (Campbell & Stanley, pp. 48, 50) 

To avoid the problem of self-selection, in which the 

experimental group deliberately seeks exposure to the 

treatment with no control group available from this same 

group (Campbell & Stanley, p. 50), all teachers involved in 

this study were selected from those who initially indicated 

a willingness to participate, with assignment to either 

treatment or comparison groups by random drawing. Thus, 

both treatment and comparison groups came from the same 

original population of those teachers willing to participate. 

Only those teachers who were eventually assigned as treat-

ment group teachers were exposed to specific information 

regarding the nature and purpose of the study. 

Teachers assigned as treatment group teachers 

received training in a direct instruction model for analysis 

of text structure. Training consisted of workshop sessions 

conducted by the researcher in which these teachers were 

introduced to the instructional model and given practice 

in its use. Treatment group teachers were provided with 

materials and suggested lesson plans to use in implementing 

the model in their classes as either a separate unit of 

study or by integration into the regular curriculum as 

they felt it to be appropriate (Appendix F). 
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Teachers whose classes served as the comparison groups 

for each grade level received no instruction in the 

treatment model before or during the period of the study, 

nor did they receive the instructional materials. These 

teachers met individually with the researcher to discuss 

the general scope of their curriculum during the period 

of this study and specific procedures which the teacher 

planned to follow. No attempt was made to change or to 

influence the content or mode of instruction in comparison 

group classrooms. Classroom observations by the researcher, 

together with teacher lesson plans and teacher interviews, 

were used to ascertain methods of instruction used in 

all classes. 

The period of the study included six weeks during 

the spring semester. At the beginning of the period, the 

four pretest measures corresponding with the hypotheses 

to be tested were administered in each class over a two-day 

period (Appendix E). All pre- and posttest sessions were 

conducted by the researcher to establish consistency 

across groups. 

Students' tests were coded numerically for blind 

grading. After a period of six weeks, during which time 

the instructional model was used in each of the treatment 

group classrooms, four posttest measures were administered 

in the same manner as the pretests and similarly coded. 
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All evaluation measures were shuffled and scores were 

determined on all pre- and posttest measures at one time 

to increase reliability of scoring. These four pre- and 

posttest measure provided the data for the study. 

The Direct Instruction Model 

The direct instruction paradigm used in this study 

corresponds to those of Baumann (1984) and of Roehler and 

Duffy (1984), in which the emphasis is placed on 

"instructional time and student opportunity to learn" 

(Roehler & Duffy, 1984, p. 265). The teacher's role is 

that of explaining reading processes to students and 

modeling how competent readers make use of these processes 

in comprehension of text. 

Teacher explanations of the processes are designed 
to be metacognitive, not mechanistic. They make 
students aware of the purpose of the skill and how 
successful readers use it to activate, monitor, 
regulate, and make sense out of text, creating in 
students an awareness and a conscious realization 
of the function and utility of reading skills and 
the linkages between these processes and the 
activities of reading. (Roehler & Duffy, 1984, p. 266) 

As outlined by Roehler and Duffy, a direct instruction 

paradigm contains four essential components: high student 

engagement, teacher explanation, practice, and application 

of the learning. Baumann1s model includes five steps: 

introduction, example, direct instruction, teacher-directed 

application, and independent practice (Baumann, 1984). 
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These steps parallel the model for direct instruction 

established by Madeline Hunter, which are: (1) antici-

patory set, (2) objective and purpose, (3) input, 

explanation, (4) modeling, (5) check for understanding, 

(6) guided practice, and (7) independent practice 

(Russell, D. & Hunter, M., 1985). 

The model for direct instruction developed for this 

study included establishing an anticipatory set or focus 

for the instruction through example and concept development. 

Instruction in typical patterns of organization used in 

expository text followed, including demonstration and 

modeling of the thinking processes required to perceive 

organizational patterns and recognize relationships in text. 

Teachers were asked to "think aloud" as they analyzed text 

passages for and with their students, stating explicitly 

the ways in which they went about analyzing patterns of 

text structure. Students were taught to predict, 

recognize, and identify typical patterns of expository 

text structure. When students appeared competent in this 

knowledge, they continued with guided practice under the 

supervision of the teacher, or working in peer groups. 

They were also taught to use knowledge of text structure 

patterns to organize information from expository text, 

employing strategies for structured note-taking such as 
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webbings" or "mappings" that reflected the organizational 

structure of the text. 

Content passages for the instructional model were 

developed by the researcher from expository materials typical 

of seventh-and tenth-grade content area texts. Materials 

provided by the researcher included a variety of expository 

passages with science, history, and language content. 

These passages were used for explanation, modeling, and 

guided practice in critical analysis of text structure and 

in organized note—taking strategies. It was also suggested 

that teachers use other expository text, including content 

area textbooks, to encourage application and internalization 

of these strategies and to enhance development of an 

expository text schema. 

Elements of the Model 

In designing a model for instruction in analysis of 

expository text structure, several elements were considered. 

These include: 

1. determining the typical organizational patterns 

used in expository text (top-level or main ideas, secondary 

ideas, and explanatory or illustrating detail); 

2. developing strategies for organizing information 

based on analysis of text structure (outlining, webbing, 

charting, mapping, etc.); 
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3. establishing a method of instruction for critical 

analysis and identification of text structure, both 

"top-level" relationships and relationships within text; 

4. application and transfer of text structure 

3-nslysis to independent expository reading and expository 

writing; and 

5. developing, through guided practice, student 

self-regulation in reading and writing expository prose. 

Strategies for Instruction 

X. Focus: Introduction of concept of pattern and order 

A. Identify patterns of text structure 

B. Define paragraph 

C. Arrange ideas in appropriate text pattern 

II. Explanation, modeling, guided practice: Text 

structure in expository reading 

A. Recognize, identify simple patterns of text 

B. Use text structure to organize notes 

C. Recognize signal words as structural clues 

III. Explanation, modeling, guided practice: Text 

structure in expository writing 

A. Create original paragraph using basic pattern 

B. Evaluate student expository writing 

IV. Explanation, modeling, guided practice: Complex 

patterns of text structure 
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A. Recognize, identify complex patterns of text 

B. Organize information with complex structure 

V. Explanation, modeling, guided practice: Considerate 

and inconsiderate text 

Classroom Procedures 

1. To establish a focus and to develop the concept 

of universal pattern and order as necessary for under-

standing and remembering information, examples were demon-

strated and discussed. From this general concept, the 

srrangement of ideas and thoughts in organizational patterns 

was introduced, and four basic patterns of text structure 

were identified: (1) simple listing (enumerative order): 

no particular importance to the order of listing of ideas, 

details, items; (2) time order (sequential or chronological 

order): time or sequence of items, details, events, etc. 

is important; (3) comparison/contrast: two or more ideas, 

events; may concentrate on similarities (comparison) or 

differences (contrast) or may present both; (4) cause/effect: 

two or more ideas or events—one is the cause or reason, 

the other is the effect or result; may also be problem/ 

solution with one idea or event the problem and the other 

presenting a possible solution (Niles, 1965). 

Next, the concept of organizational patterns was 

applied to verbal symbols. Students were presented with a 

list of names, including historical figures, sports, and 
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entertainment figures, and other names they might be 

expected to recognize and were asked to identify the pattern 

of organization (simple listing). They then rearranged the 

list according to each of the three other basic patterns, 

to discover that an author's purpose in presenting infor-

mation requires a choice of specific organizational pattern. 

Students were asked to brainstorm characteristics or 

facts about the term "paragraph,11 from which a list of 

statements about the term "paragraph" was developed on an 

overhead transparency or the chalkboard. Discussion about 

necessary characteristics of a paragraph led to a consensus 

definition of "paragraph" which was displayed in the 

classroom throughout the remaining period of the study. 

As an activity in organizing statements in a logical 

pattern, students were given a random arrangement of 

sentences related to a single main idea. Students were to 

rewrite the sentences into a coherent, logically structured 

paragraph, to identify the text structure used, and to 

explain why that pattern was appropriate. Paragraphs were 

compared with the definition of paragraph from the previous 

activity. 

2. To model analysis of text structure in expository 

passages, the teacher presented a brief passage using an 

overhead projector, and led the class through an analysis 

of the text structure using a "think-aloud" method, in 
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which the teacher verbalized thought processes involved in 

picking up clues to the organizational pattern. The topic 

sentence, transition words, and summary statements were 

noted and explained in terms of text organization and the 

overall pattern was identified. This same procedure 

continued with other similar brief passages and formed the 

core of the instructional model. By using an overhead 

projector, the teacher could skim, read aloud, indicate 

and mark words or punctuation clues to organization, make 

predictions and corrections, and generally model compre-

hension techniques, permitting students to "look inside 

the teacher's head" and observe the process. 

After modeling the thinking strategies used to identify 

text structure in several passages, teachers gave students 

copies of similar passages to read silently, first skimming 

to predict text structure. Students were asked to take 

notes on the passage in a way that reflected the organiza-

tional pattern of the text. Following silent reading and 

note-taking, students were given a brief quiz in which 

they were to identify the overall pattern of text structure, 

key facts, and the author's purpose. 

Using the overhead projector or chalkboard, teachers 

demonstrated "webbing" note-taking strategies to organize 

information according to text patterns. After demonstrating 

webbing techniques, teachers asked students to evaluate 
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their own notes and, if necessary, to reorganize their 

notes to reflect the text structure of the passage. 

Comparisons were made of various original webbings created 

by students for information included and for representation 

of relationships among ideas. 

Brainstorming of common words and phrases for each of 

the four basic patterns o£ text structure was used as a 

class activity to develop a list of transitions and other 

signal words for each text structure pattern. The lists 

were to be printed as posters and displayed or duplicated 

for each student's notebook. Students were asked to locate 

and circle or underline signal words in text passages, 

followed by discussion of how recognizing these signal words 

serves as clues to the overall pattern of text in those 

paragraphs and of variations in text structure within the 

paragraph. 

Explanation, modeling, and guided practice in 

recognizing and identifying each of the four basic patterns 

of text structure and in organizing information according 

to text structure was the major focus of the instruction 

model. It was not essential that students learn to imitate 

exactly a particular webbing model for organizing infor-

mation, but that students become capable of recognizing 

and using text structure to facilitate comprehension and 
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to organize their own note-taking in a manner efficient 

and meaningful to them. 

3. To enhance the transfer and application of text 

structure analysis from reading expository passages to 

organizing original expository writing, students were asked 

to write a brief expository essay in class, using one of 

the four basic patterns of text structure. After writing, 

students analyzed each others1 essays using the techniques 

of webbing, following the general plan of instruction used 

in analyzing expository reading passages. 

4. As students became more competent in analysis of 

text structure in single, well-organized paragraphs, they 

moved to longer expository passages with more complex 

patterns of text structure. As in the earlier stages, 

the teacher modeled thinking strategies used to recognize 

the overall organizational pattern and variations in 

structure within that pattern. Models of appropriate 

patterns for note-taking were demonstrated and discussed. 

Students practiced appropriate note-taking based on text 

structure, followed by a brief quiz to check for compre 

hension and recall. 

5. To encourage application and transfer of the 

instruction to other expository material, a brief discussion 

of "considerate" and "inconsiderate" text (Armbruster, 1984) 

concluded the instructional sequence. Text factors that 
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inhibit rather than facilitate comprehension include poor 

organization, unpredictable or illogical structure, and 

over-emphasis on detail and example. Teachers modeled 

critical reading and thinking strategies to determine 

appropriate patterns of text structure and to impose these 

structural patterns on poorly-structured text passages. 

In summary, teachers established the concept of 

patterns of organization in expository prose and presented 

four basic expository text structure patterns. Teachers 

modeled thinking processes for analyzing expository text 

structure to enhance comprehension of expository material. 

Teachers demonstrated techniques such as webbing or mapping 

to organize information according to text structure. 

Students were given guided practice in text structure 

analysis and in organized note-taking based on text struc-

ture patterns. Students practiced application of these 

techniques in reading expository text and in writing 

expository prose. 

This direct instruction model in text structure 

analysis involves critical thinking skills that can be 

identified according to Bloom's taxonomy of thinking 

(Bloom, 1956). At the lower levels, knowledge, recognition, 

and understanding of patterns of text structure, and 

application of this knowledge to identify text structure 

in reading expository material are required. Higher levels 
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of thinking include analysis of expository text to 

determine patterns of structure and structural variations 

within text, synthesis of text structure patterns through 

webbing and original expository writing, and evaluation 

of text organization, of ideational relationships within 

text, and of textual coherence. 

Comparison Group Instruction 

Teachers whose classes served as comparison groups 

for this study received no instruction in this model, nor 

were they provided lesson plans or materials. They 

continued with their regular instructional program during 

this period. The content covered in these classes during 

this period varied widely. Seventh grade reading classes 

during this time were involved with material related to 

reading and study skills, reading basal reader stories, 

and vocabulary development. 

One activity observed in a comparison group seventh-

grade reading class involved identifying and labeling 

patterns of text organization, including cause/effect, 

sequence, and comparison/contrast. The teacher had written 

the pattern names on the board with brief definitions, 

such as "cause and effect: reasons (causes) and a result 

(effect)." Students were given worksheets to practice 

identifying the pattern of organization in paragraphs and 
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writing the correct label beneath the paragraph. Students 

were given lists of words to use as clues in identifying 

the correct pattern label, but no explanation of why or how 

these words served as clues, or of the thought processes 

involved in determining an appropriate pattern of structure, 

were observed. The teacher circulated among students and 

told students when their answers were correct or incorrect, 

but gave no clues as to why. Students' worksheets were 

checked against the teacher's answer key; any answer other 

than that provided on the answer key was "incorrect." 

There was no discussion of how or why pattern identifi-

cations were determined. It might be thought that this 

phase of instruction had been preceded by a more explicit 

instruction in patterns of organization of text, but this 

proved not to be the case. This example clearly illustrates 

Durkin's (1979) conclusions that comprehension is often 

assessed, but rarely taught. 

Other activities observed in seventh-grade comparison 

group classes included; sustained silent reading; teachers 

reading aloud to classes; students reading silently and 

answering questions from stories in the basal reader; oral 

discussion of stories in basal readers; filmstrips related 

to a basal reader story; workbook and drill practice sheets; 

oral and written book reports; group presentations of 

original stories (with directed reading activities); 
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vocabulary activities; library research, and preparation 

of written and oral reports; use of graphic aids; and 

individualized instruction using SRA labs and computer 

assisted instruction (games and drill and practice 

programs). Some instances of direct instruction were 

observed related to research methodology and vocabulary 

development (structural analysis using affixes). No 

direct instruction in comprehension strategies was 

observed in comparison group classes. 

Tenth-grade classes were involved in the study of 

literature and in expository writing during the period 

of this study. All tenth-grade students in English 

classes had written at least one five-paragraph expository 

paper before the study began, and all classes wrote a formal 

five-paragraph paper during this six-week period or were 

preparing to do so immediately after the study was concluded. 

This formal essay structure involves an introductory 

paragraph in which the thesis is stated, three body 

paragraphs in which the thesis is developed and supported 

by quotations from literature or from research, and a 

conclusion paragraph. In addition to this formal essay 

writing, students in tenth-grade English classes were 

reading various works of literature. Expository material 

read during this period, apart from material provided for 

treatment groups, was related to the study of 
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specific literature. For example, information about World 

War II and the Jewish Holocaust was background for 

reading the drama version of The Diary of Anne Frank. 

Most of this expository material was brief and was read 

aloud and discussed by the teacher in class; if students 

took notes, teachers directed them about what was important 

to put in their notes, or notes were provided for them. 
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CHAPTER IV 

PRESENTATION AND ANALYSIS OF DATA 

This study was conducted to determine the effectiveness 

of a direct instruction model to teach critical reading 

and thinking strategies necessary for analysis expository 

text structure. The study design was quasi-experimental, 

using the Non-equivalent Control Group Design (Design Ten) 

of Campbell and Stanley (1963), with subjects drawn from 

intact class groups. Because the groups did not have 

absolute pre-experimental sampling equivalence, both 

experimental and control groups were given pretests and 

posttests to be used in an analysis of covariance procedure, 

with the pretest measure the covariate factor. The 

assignment of each class to the experimental treatment 

group or to the non-experimental comparison group was done 

by random drawing. Consideration was given to the problem 

of self-selection, and to avoid this question, all teachers 

involved in this study in either group (treatment or 

comparison) were selected from those who initially indicated 

a willingness to participate. For ease of data analysis, 

an equal number of subjects (ten) was selected from those 

students in each class for whom all data was collected. 

Thus, the sample group consisted of sixty subjects at each 
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grade level studied, thirty in the treatment group and 

thirty in the comparison group. 

To analyze data, a nested analysis of covariance 

procedure was used (Ferguson, 1981) to account for effects 

of different teachers used in both treatment and comparison 

groups (nested factor) and to adjust for effects of 

pre-experimental sampling non-equivalence of subjects 

(covariate factor). At each grade level, six teachers 

were involved: three as treatment group teachers, and 

three as comparison group teachers. The covariate was the 

pretest score, the independent variable was the treatment 

(the direct instruction model), and the dependent variable 

was the posttest score for each of the four measures. 

Tables I and II present an overall analysis of means for 

each test at both grade levels. 

Tables I and II present an overall means analysis 

for each of the two grade levels on each measure (pre-

and posttests 1, 2, 3, and 4). Treatment groups are Tl, 

T2, T3; Comparison groups are C4, C5, C6. The total N 

at each grade level was 60; N = 30 for each group 

(Treatment, Comparison); N = 10 for each teacher's group 

(Tl, T2, T3, C4, C5, C6). The grand mean and standard 

deviation for each test are also presented. 



TABLE I 

MEANS ANALYSIS: SEVENTH GRADE 

Pretest 1 
m 

(sd) 

T1 T2 T3 C4 C5 C6 

Pretest 1 
m 

(sd) 
103.50 
(17.60) 

90.80 
(15.14) 

103.30 
(10.72) 

94.0 
(19.97) 

98.70 
(9.14) 

92.50 
(11.48) 

Pretest 1 
m 

(sd) 

N = =60; M = 97.13; SD = 13.91 

Posttest 1 
m 

(sd) 
106.10 
(15.94) 

98.90 
(15.58) 

105.20 
(8.41) 

96.40 
(14.43) 

91.80 
(10.76) 

94.50 
(6.64) 

Posttest 1 
m 

(sd) 

N = = 60; M = 98.81; SD = 11.95 

Pretest 2 
m 

(sd) 
3.3 
(.82) 

3.4 
( .70) 

3.4 
( .84) 

3.6 
( .70) 

3.6 
( .84) 

2.8 
( .42) 

Pretest 2 
m 

(sd) 

N = 60; I 4 = 3.35; SD = .70 

Posttest 2 
m 

(sd) 
4.2 
( .79) 

3.2 
( .63) 

4.2 
( .92) 

2.5 
( .71) 

3.0 
( .82) 

2.2 
( .79) 

Posttest 2 
m 

(sd) 

N = 60; M = 3.21; SD = .42 

Pretest 3 
m 

(sd) 
6.50 
(1.08) 

6.90 
(1.85) 

6. 30 
(1.56) 

7.90 
(1.60) 

6.70 
( .95) 

6.30 
(1.77) 

N = 60; M = 6.77; SD = 1. 38 

Posttest 3 
m 

(sd) 
8.30 
(1.34) 

7.40 
(1.50) 

7.70 
(1.70) 

5.90 
(1.60) 

7.30 
(1.77) 

5. 30 
(2.21) 

N = 60; M = 6.98; SD = 1.63 
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Pretest 4 
m 

(sd) 

T1 T2 T3 C4 C5 C6 

Pretest 4 
m 

(sd) 
3.8 
( .79) 

4.2 
( .42) 

3.6 
( .52) 

3.5 
( .85) 

3.9 
( .57) 

3.7 
( .46) 

Pretest 4 
m 

(sd) 

N = 60; M = 3.78; SD = .6 3 

Posttest 4 
m 

(sd) 
3.3 
( .69) 

4.1 
( .74) 

3.1 
( .57) 

2.9 
( .57) 

3.5 
( .53) 

3.3 
( .82) 

Posttest 4 
m 

(sd) 

N = 60; M = 3.37; SD = .66 



TABLE II 

MEANS ANALYSIS: TENTH GRADE 

Pretest 1 
m 

(sd) 

Tl T2 T3 C4 C5 C6 

Pretest 1 
m 

(sd) 
91.50 
(10.85) 

103.50 
(18.00) 

99.60 
(15.96) 

103.10 
(9.99) 

100.80 
(6.66) 

96.30 
(13.71) 

Pretest 1 
m 

(sd) 

N = 60; M = 99.13; SD = 12.53 

Posttest 1 
m 

(sd) 
98.50 
(12.24) 

100.90 
(16.91) 

99.20 
(19.47) 

102.30 
(12.07) 

97.90 
(9.29) 

94.70 
(13.47) 

Posttest 1 
m 

(sd) 

N = 60; M = 98.92; SD = 13.69 

Pretest 2 
ra 

(sd) 
2.9 
( .71) 

2.8 
( .63) 

2.5 
( .71) 

2.9 
( .88) 

2.9 
( .74) 

2.7 
( .95) 

Pretest 2 
ra 

(sd) 

N = 60; 1 = 2.87; SD = .76 

Posttest 2 
m 

(sd) 
2.7 
(1.06) 

2.5 
( .97) 

3.3 
(1.25) 

3.5 
( .85) 

2.9 
( .57) 

3.0 
( .67) 

Posttest 2 
m 

(sd) 

N =60; M = 2.98; SD = .88 

Pretest 3 
m 

(sd) 
7.20 
(2.15) 

7.60 
(1.96) 

8.00 
(1.25) 

8.60 
(1.43) 

8.40 
(1.51) 

8.70 
(1.49) 

Pretest 3 
m 

(sd) 

N = 60; M = 8.08; SD = 1.59 

Posttest 3 
m 

(sd) 
7.60 
(1.26) 

7.80 
(1.23) 

8.70 
( .82) 

8.80 
(1.40) 

7.60 
(2.12 

7.20 
(2.35) 

Posttest 3 
m 

(sd) 

N = 60; M = 7.95; SD = 1.55 
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Pretest 4 
m 

(sd) 

T1 T2 T3 C4 C5 C6 

Pretest 4 
m 

(sd) 
3.5 
( .79) 

3.8 
(1.03) 

3.8 
( .92) 

3.9 
( .88) 

3.5 
( .97) 

3.3 
(1.25) 

Pretest 4 
m 

(sd) 

N = 60; M = 3.63; SD = .9[ 

Posttest 4 
m 

(sd) 
3.7 
( .67) 

3.4 
( .97) 

4.0 
( .82) 

4.3 
( .95) 

3.7 
(1.06) 

3.8 
( .92) 

Posttest 4 
m 

(sd) 

N = 60; M = 3.82; SD = .87 

Testing of the Hypotheses 

The four hypotheses were tested in the null form: 

1. Students who receive direct instruction in text 

structure analysis and in organization of information from 

expository text based on text structure (treatment gorup) 

will not show a significantly greater increase in positive 

attitude and confidence in their abilities to read and 

write expository text, as measured by an attitude scale, 

than students who do not receive this instruction 

(comparison group). 

2. Students who receive direct instruction in text 

structure analysis and in organization of information from 

expository text based on text structure (treatment group) 

will not show significantly greater levels of ability to 

organize information from expository text than students who 

do not receive this instruction (comparison group). 
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3. Students who receive direct instruction in text 

structure analysis and in organization of information from 

expository text based on text structure (treatment group) 

will not show significantly greater levels of comprehension 

and recall ability from independent reading of expository 

text, than students who do not receive this instruction 

(comparison group). 

4. Students who receive direct instruction in text 

structure analysis and in organization of information from 

expository text based on text structure (treatment group) 

will not show significantly greater levels of ability to 

organize information is expository writing, as measured 

by holistic evaluation of expository writing samples, than 

students who do not receive this instruction (comparison 

group). 

Results for Seventh Grade 

Hypothesis One.—To measure student attitudes toward 

expository material, an attitude scale was developed by 

the researcher and validated by a review panel prior to 

the study. The Likert technique was chosen because it is 

relatively simple to develop, and because the Likert-type 

scale has been shown to be superior to other types in a 

study of effectiveness of attitude scales (Borg and Gall, 

1979). This instrument consisted of thirty statements 

related to expository reading or writing. The student read 
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the statement and circled a response. The scale was scored 

by assigning a numerical value of 1, 2, 3, 4, or 5 to the 

responses, with the increasing value representing a more 

positive attitude toward expository material. Possible 

score ranges were 30 (low) to 150 (high). The same 

instrument was used for both pretest and posttest to attempt 

to determine initial attitudes and any significant differ-

ences in attitudes following the treatment. 

The results for posttest 1 are presented in Table III. 

TABLE III 

ATTITUDE SCALE: SEVENTH GRADE 
ANALYSIS OF COVARIANCE* 

d.f. Sum Sq. Mean Sq. F Ratio Prob. 

Cov. 
(Pretest) 1 5699.87 5699. 87 87.13 .001 

Group 
Dif. 1 631.31 631. 31 9.65 .001 

Teacher 
Effect 5 364.04 72. 81 1.11 .37 

Covariate: Pretest 1 

Table III presents the results of the analysis of 

covariance for Test 1, the Attitude Scale. The covariate 

factor is the group mean for pretest 1 scores, with means 

for treatment and comparison groups for posttest scores 

adjusted on the basis of the pretest scores. 



83 

These adjusted means are presented in Table IV. 

TABLE IV 

ATTITUDE SCALE: SEVENTH GRADE 
ADJUSTED MEANS 

G r o uP Adj. Mean 

Treatment (total) 101.57 
Comparison (total) ] 96.06 

T 1 99.12 
T 2 100.35 
T 3 98.36 

c 4 101.23 
C 5 93.51 
c 6 100.32 

Table IV presents means adjusted for covariate (pretest 

1) by groups. As can be seen from the data presented in 

Tables III and IV, there is a highly significant difference 

(p < .001) between treatment and comparison groups on 

posttest results. The nested factor, teacher effects, is 

not significant (p = .37). 

As further testing of the data and as confirmation of 

the significance of the F test, two a posteriori multiple-

comparison methods were applied, the Newman-Keuls method 

and the Duncan. Both establish significance at the .05 

level. Table V presents these results. 



TABLE V 

ATTITUDE SCALE: SEVENTH GRADE 
MULTIPLE COMPARISON RESULTS 

84 

Mean Dif. Std. Dif. Duncan Nmn-Kls Prob. 

Treatment 
Group 101.57 5.51 3. 73 Sign. Sign. .05 

Comparison 
Group 96.06 5.51 3. 73 Sign. Sign. 

m
 

o
 • 

Results of the Newman-Keuls and the Duncan multiple-

comparison methods confirm results of the nested analysis 

of covariance procedures in finding significant difference 

between group results on posttest 1, the Attitude Scale. 

This suggests that the null hypothesis may be rejected. 

Attitudes of seventh-grade students toward independent 

reading and writing of expository text appear to be 

positively affected by direct instruction in text structure 

analysis. 

Hypothesis Two.—To assess students' ability to 

organize information from expository text and take notes 

independently, students were given an expository article 

that had been adapted by the researcher to be about 500 

words in length. They were instructed to determine from 

their own reading what information was important to put 

into their notes and what note-taking strategy to use. 
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Both pretest and posttest notes were coded for identifi-

cation and shuffled together. All tests were scored at 

the same time, following the conclusion of the study, by 

a panel of evaluators. Notes were rated on a scale of 1 

(low) to 5 (high). 

The results for posttest 2 are presented in Table VI. 

TABLE VI 

NOTE-TAKING: SEVENTH GRADE 
ANALYSIS OF COVARIANCE* 

d.f. Sum Sq. Mean Sq. F Ratio Prob. 

Cov. 
(Pretest) 1 9.05 9.05 18.09 .001 

Group 
Dif. 1 24.69 24.69 49.35 .001 

Teacher 
Effect 5 8.42 1.68 3.37 .01 

Covariate: Pretest 2 

Table VI presents the analysis of covariance for test 

2, organization of information in note-taking. The covariate 

is the group mean for pretest 2 scores, with means for 

treatment and comparison groups for posttest scores adjusted 

on the basis of pretest scores. 

Adjusted means for posttest 2 are presented in 

Table VII. 
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TABLE VII 

NOTE-TAKING: SEVENTH GRADE ADJUSTED MEANS 

Group Adj. Mean 

Treatment (total) 4.02 
Comparison (total) 2.41 

T1 3.42 
T2 2.37 
T3 3.37 

C4 3.17 
C5 3.68 
C6 3.26 

There is a highly significant difference (p < .001) 

between treatment and comparison groups on posttest results. 

Teacher effects are also significant (p = .01). 

As with the data for test 1, further testing of the 

data was conducted using multiple-comparison methods, the 

Newman-Keuls and the Duncan methods. These results are 

presented in Table VIII. 

TABLE VIII 

NOTE-TAKING: SEVENTH GRADE 
MULTIPLE-COMPARISON RESULTS 

Mean Dif. Std. Dif. Duncan Nmn-Kls Prob. 

Treatment 
Group 4.02 1.60 12. 40 Sign. Sign. .05 

Comparison 
Group 2.42 1.60 12. 40 Sign. Sign. .05 
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Results of the Newman-Keuls and the Duncan multiple-

comparison methods support results of the nested analysis of 

covariance procedures in finding significant difference 

between group results on test 2, the organization of infor-

mation in note-taking from expository text. This suggests 

that the null hypothesis may be rejected; seventh-grade 

students' ability to abstract information from expository 

text and to organize this information in an appropriate 

note-taking strategy based on text structure appears to be 

positively affected by direct instruction in text structure 

analysis. 

Hypothesis Three.—This hypothesis relates to the 

ability of students to comprehend and to recall information 

from independent reading of expository text. Students were 

given a ten-question multiple-choice quiz over information 

from the article used in test 2. Questions reflected 

information and understanding from several levels of text. 

Tests were scored from 0—10, based on correct responses. 

Results for test 2 are presented in Table IX. 

Table IX presents the data for test 3, comprehension and 

recall of information from independent reading of 

expository text. The covariate is the group mean for 

pretest 3 scores, with means for treatment and comparison 

groups for posttest scores adjusted on the basis of 

pretest scores. 
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TABLE IX 

COMPREHENSION AND RECALL: SEVENTH GRADE 
ANALYSIS OF COVARIANCE* 

d.f. Sum Sq. Mean Sq. F Ratio Prob. 

Cov. 
(Pretest) 1 10.91 10.91 4.15 .04 

Group 
Dif. 1 46.74 46.74 17.79 .001 

Teacher 
Effect 5 28.70 5.74 2.18 .07 

Covariate: Pretest 2 

Table X presents means adjusted for covariate (pretest 

3) by groups. 

TABLE X 

COMPREHENSION AND RECALL: SEVENTH GRADE 
ADJUSTED MEANS 

Group Adj. Mean 

Treatment (total) 7.89 
Comparison (total) 6.07 

T1 7.50 
T2 6 . 4 3 
T3 6.99 

C4 6.32 
C5 8.24 
C6 6.41 

A significant difference (p = .04) exists between 

treatment and comparison groups on posttest results. 
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Teacher effects are not highly significant (p = .07), 

although at this level teacher effects may be considered. 

To confirm these findings, Newman-Keuls and Duncan 

multiple-comparison methods were applied, with signifi-

cance established at the .05 level. Table XI presents 

these results. 

TABLE XI 

COMPREHENSION AND RECALL: SEVENTH GRADE 
MULTIPLE COMPARISON RESULTS 

Mean Dif. Std.Dif. Duncan Nmn-Kls Prob. 

Treatment 
Group 7.89 1.82 6.16 Sign. Sign. .05 

Comparison 
Group 6.07 1.82 6.16 Sign. Sign. .05 

Results of the Newman-Keuls and the Duncan multiple-

comparison methods support results of the nested analysis 

of covariance procedures in finding significant difference 

between group results on test 3, which measures compre-

hension and recall from independent reading of expository 

text. This indicates that the null hypothesis may be 

rejected, and that direct instruction in text structure 

analysis may increase seventh-grade students' abilities to 

comprehend and to recall information from their own 

reading of expository material. 
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Hypothesis Four.—To measure possible enhancement of 

students' ability to organize information in their own 

expository writing as a result of direct instruction in 

analysis of expository text structures, students did 

pretest and posttest writing samples from topic choices 

that suggested an organized structure. These writing 

samples were coded for identification and were shuffled 

together to be scored at the same time, following the 

conclusion of the study. A panel of evaluators experienced 

in holistic grading scored each sample on a scale of 1 

(low) to 5 (high). 

The data for posttest 4, organization of information 

in expository writing, is presented in Table XII. 

TABLE XII 

EXPOSITORY WRITING: SEVENTH GRADE 
ANALYSIS OF COVARIANCE * 

d.f. Sum Sq. Mean Sq. F ratio Prob. 

Cov. 
(Pretest) 1 9.49 9.49 24.15 .001 

Group 
Dif. 1 .42 .42 1.07 .31 

Teacher 
Effect 5 3.57 .71 1.82 . 12 

cCovariate: Pretest 4 
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The data presented in Table XII represents the analysis 

of covariance for test 4, organization of information in 

expository writing. The covariate is the group mean for 

pretest 4 scores, with means for treatment and comparison 

groups for posttest scores adjusted on the basis of pretest 

scores. 

Adjusted means are presented in Table XIII. 

TABLE XIII 

EXPOSITORY WRITING: SEVENTH GRADE 
ADJUSTED MEANS 

Group Adj. Mean 

Treatment (total) 3.36 
Comparison (total) 

T1 3.34 
T 2 3.95 
T3 3.23 

C4 2.99 
C5 3.40 
C6 

The adjusted means for both groups presented in Table 

XIII indicate no significant difference (p = .31) on 

posttest results of expository writing between Comparison 

groups (X = 3.41) and Treatment groups (X = 3.36). The 

probability of chance differences between groups to account 

for the difference in posttest scores is 31 in 100; thus, 

the results cannot be attributed to the direct instruction 

model being tested. There is no significant difference 
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in teacher effects between groups (p = .12). The null 

hypothesis cannot be rejected on the basis of this data. 

The multiple-comparison procedures (Newman-Keuls and 

Duncan) were not applied to this data, as these are a 

posteriori tests used to confirm a significant F test and 

inappropriate for use if no significance was found. 

Results for Tenth Grade 

Hypothesis One.—The Attitude Scale instrument used 

with seventh graders was also used to determine attitudes 

of tenth-grade subjects toward expository text. The same 

instrument was used for both pretest and posttest, to 

attempt to determine initial attitudes and any significant 

differences in attitudes following the treatment. 

The data for posttest 1 is presented in Table XIV. 

TABLE XIV 

ATTITUDE SCALE: TENTH GRADE 
ANALYSIS OF COVARIANCE* 

d.f. Sum Sq. Mean Sq. F Ratio Prob. 

Cov. 
(Pretest) 1 7512.32 7512.32 116.16 .001 

Group 
Dif. 1 120.51 120.51 1.86 .17 

Teacher 
Effect 5 404.79 80.96 1.25 .30 

Covariate: Pretest 1 
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Table XIV presents the results of the analysis of 

covariance for Test 1, the Attitude Scale. The covariate 

is the group mean for pretest 1 scores, with means for 

treatment and comparison groups for posttest scores adjusted 

on the basis of the pretest scores. 

Table XV presents means adjusted for covariate 

(pretest 1) by groups. 

TABLE XV 

ATTITUDE SCALE: TENTH GRADE 
ADJUSTED MEANS 

Group Adj. Mean 

Treatment (total) 99.58 
Comparison (total) 98.25 

T1 104.79 
T2 9 6 . 2 6 
T3 98.11 

C4 9 9 . 3 5 
C5 97.04 
C6 97.94 

No significant difference exists between treatment and 

comparison groups (p = .17) on posttest scores. Teacher 

effects (p = .30) are not significant. Based on this 

data, the null hypothesis may not be rejected. Direct 

instruction in analysis of text structure does not appear 

to have significant effects on tenth-grade students' 

attitudes toward their independent ability to read and 

write expository prose. 
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Hypothesis Two. This hypothesis concerns students' 

ability to organize information from expository text in 

taking notes. To assess this ability, students were given 

an expository article that had been adapted by the 

researcher to be about 800 words in length, from which 

they were to take notes in an organized method. 

Both pretest and posttest notes were coded for 

identification and shuffled together. All tests were 

scored at the same time, following the conclusion of the 

study, by a panel of evaluators. Notes were rated on a 

scale of 1 (low) to 5 (high). 

The data for posttest 2, organization of information 

in note-taking, is presented in Table XVI. 

TABLE XVI 

NOTE-TAKING: TENTH GRADE 
ANALYSIS OF COVARIANCE* 

d.f. Sum Sq. Mean Sq. R Ratio Prob. 

Cov. 
(Pretest) 1 3.03 3.03 3.93 0.05 

Group 
Dif. 1 1.52 1.52 1.98 0.16 

Teacher 
Effect 5 8.27 1.65 2.14 0. 07 

Covariate: Pretest 2 
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Table XVI presents the analysis of covariance for test 

2, organization of information in note-taking. The covariate 

is the group means for pretest 2 scores, with means for 

treatment and comparison groups for posttest scores adjusted 

on the basis of pretest scores. 

Adjusted means are presented in Table XVII. 

TABLE XVII 

NOTE-TAKING: TENTH GRADE 
ADJUSTED MEANS 

Group Adj. Mean 

Treatment (total) 3.14 
Comparison (total) 2.83 

T 1 2.58 
T2 2.13 
T3 3.30 

C 4 3.64 
C5 3.04 
C6 3.22 

There is no significant difference (p = .16) between 

treatment and comparison scores. Teacher effects are not 

highly significant (p = .07), although at this level they 

warrant consideration as a factor. This is interesting 

in that teacher effects on this measure for seventh grade 

were significant (p = .01). There is no evidence from 

the data to support rejecting the null hypothesis. Direct 

instruction in text structure analysis does not appear to 
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have significant effects on tenth graders' ability to 

organize information in note-taking. 

Hypothesis Three.—This hypothesis relates to the 

ability of students to comprehend and to recall infor-

mation from independent reading of expository text. 

Students were given a ten-question multiple-choice quiz 

over information from the article used in test 2. Questions 

reflected information and understanding from several 

levels of text. Tests were scored from 0-10, based on 

correct responses. 

Data for test 3 are presented in Table XVIII. 

TABLE XVIII 

COMPREHENSION AND RECALL: TENTH GRADE 
ANALYSIS OF COVARIANCE* 

d.f. Sum Sq. Mean Sq. F Ratio Prob. 

Cov. 
(Pretest) 1 32. 20 32.20 15.59 .001 

Group 
Dif. 1 5. 73 5.73 2.77 .01 

Teacher 
Effect 5 17. 44 3.48 1.69 .15 

Covariate: Pretest 3 
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Table XVIII presents the data for test 3, assessing 

comprehension and recall of information from independent 

reading of expository text. The covariate is the group 

mean for pretest 3 scores, with means for treatment and 

comparison groups for posttest scores adjusted on the 

basis of pretest scores. 

Table XIX presents means adjusted for covariate 

(pretest 3) by groups. 

TABLE XIX 

COMPREHENSION AND RECALL: TENTH GRADE 
ADJUSTED MEANS 

Group Adj. Mean 

Treatment (total) 8.50 
Comparison (total) 7.40 

Tl 7.47 
T2 7.48 
T3 8.19 

C4 9.10 
C5 8.00 
C6 7.46 

Significant difference (p = .01) exists between 

treatment and comparison groups on scores for posttest 2. 

This is the only one of the four measures that shows a 

significant difference between group means at the tenth-

grade level. Teacher effects are not significant 

(p = .15). 



98 

Newman-Keuls and Duncan multiple-comparison methods 

were applied to the data, with significance established at 

the .05 level. Table XX presents these results. 

TABLE XX 

COMPREHENSION AND RECALL: TENTH GRADE 
MULTIPLE COMPARISON RESULTS 

Mean Dif. Std. Dif. Duncan Nmn-Kls Prob. 

Treatment 
Group 8.50 1.11 4. 21 Sign. Sign. .05 

Comparison 
Group 7.40 

i—1 
i—1 • 
r
H
 4. 21 Sign. Sign. .05 

Results of the Newman-Keuls and the Duncan multiple-

comparison methods support results of the nested analysis 

of covariance procedure, finding significant difference 

between group results on test 3, which measures comprehension 

and recall from independent reading of expository text. 

Thus, the data supports rejection of the null hypothesis. 

It appears that direct instruction in analysis of text 

structure may have positive effects for tenth grade-

students on comprehension and recall of information from 

independent reading of expository text for tenth graders 

as well as for seventh graders. 
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Hypothesis Four.—This hypothesis concerns a possible 

enhancement of students' ability to organize information in 

their own expository writing as a result of direct 

instruction in analysis of expository text structures. 

Students did pretest and posttest writing samples from 

topic choices that suggested an organized structure. 

These writing samples were coded for identification and 

were shuffled together to be scored at the same time, 

following the conclusion of the study. A panel of evaluators 

experienced in holistic grading scored each sample on a 

scale of 1 (low) to 5 (high). 

The data for posttest 4, organization of information 

in expository writing, is presented in Table XXI. 

TABLE XXI 

EXPOSITORY WRITING: TENTH GRADE 
ANALYSIS OF COVARIANCE* 

d.f. Sum Sq. Mean Sq. F Ratio Prob. 

Cov. 
(Pretest) 1 5.15 5.15 6.75 .01 

Group 
Dif. 1 1.13 1.13 1.48 .23 

Teacher 
Effect 5 3.04 .61 .80 .56 

Covariate: Pretest 4 
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The data presented in Table XXI represents the 

analysis of covariance for test 4, organization of infor-

mation in expository writing. The covariate is the group 

mean for pretest 4 scores, with means for treatment and 

comparison groups for posttest scores adjusted on the basis 

of pretest scores. 

Adjusted means are presented in Table XXII. 

TABLE XXII 

EXPOSITORY WRITING: TENTH GRADE 
ADJUSTED MEANS 

Group Adj. Mean 

Treatment (total) 3.82 
Comparison (total) 3.82 

T1 3.74 
T2 3.35 
T3 3.95 

C4 4.22 
C5 3.74 
C6 3.90 

No significant difference (p = .23) is found between 

scores of treatment and comparison groups. Teacher effects 

are not significant (p = .56). Thus, the null hypothesis 

cannot be rejected on the basis of this data. Direct 

instruction in analysis of expository text structure appears 

to have no significant effects on enhancement of tenth-grade 

students' organization of information in expository 

writing. 
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CHAPTER V 

SUMMARY, CONCLUSIONS, IMPLICATIONS, 

AND RECOMMENDATIONS 

The purpose of this study was to address the question 

of direct instruction as a means of enhancing students' 

schema for expository text. Specifically, the following 

research questions were asked: (1) Is it feasible for 

classroom teachers to provide direct instruction in critical 

reading and thinking strategies for analysis of text 

structure in regular seventh- and tenth-grade classrooms? 

(2) Will students who receive direct instruction in these 

critical reading and thinking strategies show an increase 

in comprehension and recall of expository text? (3) Will 

this instruction enable students to develop independence 

in organizing information from expository text in note-

taking procedures? (4) Will this instruction have an 

effect in the organization of students' own expository 

writing? (5) How will direct instruction in analysis of 

text structure affect students' attitudes towards their 

abilities to read, understand, and write expository 

material? 

102 
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A model of direct instruction for analysis of 

expository text structure was developed by the researcher, 

using sample text passages similar to those encountered by 

seventh- and tenth-grade students in content area reading. 

Instruments for pre- and posttesting were developed by 

the researcher and validated by a panel of language arts 

and testing specialists. The research design used for the 

study was quasi-experimental, Campbell and Stanley No. Ten 

(Campbell & Stanley, 1963). Teachers of seventh-grade 

reading classes and tenth-grade English classes were 

randomly selected from those who indicated a willingness 

to participate, and their classes were assigned to the 

experimental treatment or the comparison group. Treatment 

group teachers were provided with lesson plans and materials 

and were given instruction in the model; comparison group 

classes were pre- and posttested but given no particular 

instructional treatment other than that normally conducted 

during this period. The study was conducted over a 

six-week period in the spring semester. 

Data Collection and Analysis 

Pretests were administered by the researcher over a 

two-day period in each of the classes. All four measures 

were coded for identification and shuffled for blind-scoring. 

The four measures included: a Likert-type scale to 

determine attitude toward expository text, an independent 
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reading and note-taking strategy assessment, an independent 

reading comprehension and recall assessment, and an 

expository writing sample. Between the pretest sessions 

and the posttest sessions, the researcher visited the 

classes to determine how the model was being taught and 

what form of instruction was occurring in comparison group 

classes. Also, lesson plans and notes from participating 

teachers were requested. Teacher interviews and informal 

discussions with both treatment and comparison teachers 

supplied further information. When all data had been 

collected, those students for whom data was incomplete 

were omitted from the population, and ten subjects were 

drawn at random from the remaining students in each class, 

for ease of data analysis. Thus, ten subjects from each 

class, or thirty in the treatment group and thirty in the 

comparison group at each grade level, comprised the final 

sample. 

Data were analyzed using a Nested Analysis of 

Covariance procedure, to control for non-equivalence of 

groups and subjects. The covariate factor for each measure 

was the pretest score; the nested factor was the individual 

teacher for each class. Additionally, two a posteriori 

multiple-comparison procedures, the Newman-Keuls and the 

Duncan, were applied to the data to support findings of 

significant difference. 
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Findings and Conclusions 

To consider the research questions stated above, four 

hypotheses were developed and stated in the null for 

testing. Each of these is presented here, with findings 

and conclusions. 

Hypothesis One.—Students who receive direct instruction 

in text structure analysis and in organization of infor-

mation from expository text based on text structure 

(treatment group) will not show a significantly greater 

increase in positive attitude and confidence in their 

abilities to read and write expository text, as measured by 

an attitude scale, than students who do not receive this 

instruction (comparison group). 

Results for seventh-grade groups on posttest 1, the 

Attitude Scale, indicate that treatment positively affected 

students' attitudes toward expository reading and writing. 

The adjusted mean score for treatment groups on posttest 

1 was 101.57 out of a possible maximum score of 150. The 

adjusted mean score for comparison groups was 96.06. 

These results were highly significant (p < .001). No 

significant difference was found among groups for teacher 

effects (p = 37). The null hypothesis was rejected. 

Direct instruction in analysis of expository text structure 

appears to have positive effects for seventh-grade students 

in terms of developing self-confidence in their abilities 
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to read and interpret informational articles, write essay 

answers, and organize information from expository text. 

In general, seventh-grade students may assume greater 

independence in reading expository text as a result of 

receiving direct instruction in the critical thinking 

strategies involved in text structure analysis. 

In contrast, tenth graders did not show significantly 

different results between treatment and comparison groups 

for posttest 1 (p = .17). Adjusted mean scores were 99.58 

for treatment groups and 98.25 for comparison groups. No 

significant teacher effects were found among groups 

(p = 30). The null hypothesis may not be rejected for 

tenth graders. 

Several possibilities are indicated. It may be that 

students in both tenth-grade groups, comparison as well 

as treatment, were receiving reinforcing instruction 

related to expository writing which had similar effects 

on their responses to the Attitude Scale. In this case, 

no significant difference would be found between groups, 

but it would not suggest that the direct instruction model 

did not improve students' attitudes toward expository 

material. 

A second possibility is that students at the tenth-

grade level are more strongly established in their 

attitudes, whether negative or positive, toward expository 
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reading and writing. Having encountered content area 

reading and essay writing for several years, and having 

had reinforcing experiences related to their abilities to 

comprehend or express ideas in written expository form, 

these students may be less flexible and willing to change. 

A six-week period of instruction may not be enough to have 

positive outcomes for students at this age. 

Hypothesis Two.—Students who receive direct instruction 

in text structure analysis and in organization of infor-

mation from expository text based on text structure 

(treatment group) will not show significantly greater levels 

of ability to organize information from expository text 

than students who do not receive this instruction (compar-

ison group). 

Highly significant difference was found between seventh-

grade treatment and comparison groups on scores for posttest 

2 (p < .001), which assessed students' abilities to abstract 

and organize information from independent reading of an 

expository article. The null hypothesis was rejected for 

seventh-grade students. Apparently, direct instruction in 

text structure analysis and the accompanying instruction 

and modeling of webbing techniques to organize note-taking 

based on the organizational patterns of text are effective 

with seventh graders. The adjusted mean score for 

treatment groups on posttest 2 was 4.02 on a scale of 1 
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(low) to 5 (high). For the comparison group, the adjusted 

mean score was 2.41. Teacher effects were also significant 

(p = .01) for this measure, suggesting that some teachers 

may be more effective than others in modeling these 

strategies and in encouraging students to adopt such 

strategies for their own use. 

Again, no significant difference was found between 

treatment and comparison groups on posttest 2 with tenth 

graders (p = .16). Teacher effects were not found to be 

highly significant, but some indication of teacher effects 

exists (p = .07). The null hypothesis may not be rejected 

for tenth graders. 

Hypothesis Three.—Students who receive direct 

instruction in text structure analysis and in organization 

of information from expository text based on text structure 

(treatment group) will not show significantly greater levels 

of comprehension and recall ability from independent 

reading of expository text than students who do not receive 

this instruction (comparison group). 

Seventh graders in the treatment groups had signifi-

cantly higher scores on posttest 3 than those in the 

comparison groups (p < .001). This test, a ten-question 

multiple-choice quiz, assessed comprehension and recall of 

information from several levels of text structure in an 

expository passage. Possible scores ranged from 0 to 10. 
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The adjusted mean score for the treatment group was 7.89, 

with the comparison group adjusted mean score at 6.07. 

The null hypothesis was rejected for seventh graders; it 

appears that direct instruction in analysis of text struc-

tures helps students at the seventh-grade level establish 

a schema for expository text which enhances their compre-

hension and recall abilities. Teacher effects for posttest 

3 are at the .07 level; while not highly significant, these 

effects still should be considered. Both the Newman-Keuls 

and Duncan multiple-comparison procedures report significant 

teacher effects at the .05 level. As with note-taking 

strategies, it appears that some teachers may be more 

effective than others in modeling critical thinking 

strategies required for developing a schema for expository 

text structure. 

Tenth graders also showed significant difference 

between groups on posttest 3 (p = .01). The adjusted mean 

score for the treatment group was 8.5, more than a full 

point above the adjusted mean score for the comparison 

group of 7.4. No significant teacher effects were found 

with tenth graders (p = .15). Thus, the null hypothesis 

was rejected for tenth graders as well as for seventh 

graders, suggesting that at both grade levels, direct 

instruction in analysis of expository text structures has 
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positive effects on students' abilities to comprehend and 

recall expository material from independent reading. 

It is interesting to note that this is the only 

measure for which there is significant difference between 

groups for tenth graders. It may be that, while tenth-

grade students resist changes of attitude toward expository 

material and do not adopt strategies for organized note-

taking on their own, that direct instruction in critical 

thinking strategies in text structure analysis and 

teacher-modeling of these strategies has positive effects 

toward developing an expository text schema in tenth graders 

which they can use to comprehend and recall information 

from independent reading. 

Hypothesis Four.—Students who receive direct 

instruction in text structure analysis and in organization 

of information from expository text based on text structure 

(treatment group) will not show significantly greater levels 

of ability to organize information in expository writing, 

as measured by holistic evaluation of expository writing 

samples, than students who do not receive this instruction 

(comparison group). 

Unlike the results for each of the previous three 

tests, no significant difference was found between groups 

at the seventh-grade level on posttest 4 (p = .31). 
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This test, a writing sample, was given to attempt to deter-

mine any carry-over effect into students' own expository 

writing organization that might be considered an outcome 

of the direct instruction in text structure analysis. 

Adjusted mean scores for each group show almost no 

difference: the treatment group mean score was 3.36; the 

comparison group mean score was 3.41. No significant 

teacher effects were indicated (p = .12). The null hypo-

thesis cannot be rejected on the basis of this data. 

At the tenth-grade level, no significant difference 

was found between groups for posttest 4 (p = .23); teacher 

effects were not significant (p = .56). Adjusted group 

means were identical: 3.82 for both treatment and 

comparison groups. Clearly, this data does not indicate 

rejection of the null hypothesis for tenth graders. 

Although expository writing was not a major focus of 

the direct instruction model used in this study, one acti-

vity involved student writing and peer evaluation to 

determine organizational patterns used. It was considered 

likely that providing instruction in analysis of text 

structure would have an enhancement effect on original 

expository writing (Taylor & Beach, 1984). It may be that 

insufficient emphasis was placed on writing or on the 

direct transfer of patterns of text structure to 

original writing. 
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Implications 

From the results reported above, several important 

implications are suggested for classroom application. 

Apparently, a direct instruction model is an appropriate 

means of helping students develop a schema for expository 

text structures. The evidence is stronger with seventh-

grade students than with tenth-grade students, but students 

at both grade levels showed highly significant difference 

between treatment and comparison groups on measures of 

comprehension and recall from independent reading of 

expository text. Making students aware of expected patterns 

of text organization and using a "think-aloud" procedure to 

model analysis of relationships within text appears to be 

effective for facilitating students' independent reading 

and comprehension of expository text and their subsequent 

recall of information from that text. This appears to be 

true with students at the seventh- and tenth-grade levels. 

Providing direct instruction with modeling and guided 

practice in note-taking strategies based on text structure 

also proved to be effective for seventh graders. Students 

given this instruction not only improved their ability to 

abstract information from text, but to represent rela-

tionships among ideas and facts in a graphic manner. 

Seventh-grade students were capable of practicing these 

strategies independently, applying an appropriate strategy 
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for organized note-taking to the posttest passage. Teachers 

of seventh graders observed that students thought webbing 

was fun and a good way to organize information and to 

remember; one teacher's group found the technique helpful 

in studying for tests. 

Tenth graders did not seem to adopt the webbing note-

taking strategy as readily as did seventh graders. It is 

likely that tenth grade is too late to introduce webbing 

and similar note-taking techniques. Students at this level 

may have already developed practices that work for them and 

are reluctant to change, or are simply reluctant to under-

take any new strategy. Based on observations and comments 

from participating teachers, many tenth-grade students 

could and did use the webbing technique in class. One 

teacher commented that her students were " . . . intrigued 

by the webbing [technique] . . . . I have noticed them 

using this method in class. Also, several have mentioned 

their improved note-taking skills in history and science." 

Another agreed, but pointed out a possible reason for more 

students' not adopting these strategies for independent 

use: "[My students] benefited immediately, but I am not 

sure how long—lasting the benefits are. The methods would 

have to be repeated through the year." 

With seventh-grade students, it is also apparent that 

providing direct instruction in critical thinking and 
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reading strategies for analysis of text structure has a 

strong positive affective outcome. Students receiving 

this instruction were more confident in their abilities to 

read content-area texts, to understand them on their own, 

to remember information, to organize information, to write 

essay answers, and in general, to deal with expository 

text than students in the comparison group. At seventh 

grade, students are entering into the stage of their edu-

cation at which it becomes their responsibility to read 

and interpret textbook information independently, and many 

students realize that they are unable to do so successfully. 

Having had the reading and thinking strategies modeled for 

them, and having had guided practice in applying these 

reading and thinking strategies to expository passages, 

these students are more likely to feel competent. With 

greater confidence may come greater success, thus 

compounding these positive effects. 

Tenth-grade students, on the other hand, have had 

three additional years of dealing with expository text, 

or of attempting to do so, whether successfully or 

unsuccessfully. Many who are good readers may have 

developed an expository text schema that enables them to 

handle content reading. Others may have developed compen-

sating strategies to avoid actually reading and compre-

hending expository text on their own. It appears from the 
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results of this study that tenth grade is not the most 

appropriate level at which to introduce direct instruction 

in critical reading and thinking strategies to develop an 

expository text schema. For most students, an earlier 

introduction to the reading and thinking strategies involved 

in analysis of expository text structure would be of greater 

benefit. An especially pertinent comment made by a tenth-

grade teacher appears to be supported by the results: 

Students are not adept at analyzing the organization of 

expository text materials. I am convinced as a result of 

the project that all students should be taught to decipher 

textual material much earlier in their public school 

careers." 

In considering the implications of the results of 

posttest 4, the expository writing sample, it appears that, 

while there is clearly a strong interrelationship between 

reading expository text and composing expository writing, 

more specific instruction for transfer is required than is 

provided in this model in order to have a positive effect 

on students' expository writing. An important consideration 

to note is that teachers used in the study at the seventh-

grade level were teachers of reading, not of English, and 

expressed some reservations about the writing aspect of 

the model. This is indicated by comments such as this from 
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a seventh-grade reading teacher: "I felt [this project] 

would be better in an English class, as they do more 

siting, but it is easily integrated into reading." 

Conversely, tenth-grade English teachers expressed 

similar doubts about providing reading instruction until 

they actually began the project and attempted the "think-

aloud" procedure. While this is an artificial and 

unfortunate dichotomy between interrelated components of 

the language arts, it is nevertheless a real situation 

that exists and must therefore be recognized. 

It is also important to point out that all tenth-grade 

English classes were involved in expository writing in the 

spring semester during which this study was conducted. 

There was no attempt to change instruction taking place in 

comparison group classes, merely to observe and report. 

While the direct instruction model used in treatment group 

classes placed more emphasis on teacher demonstration and 

modeling of thinking processes involved in text analysis, 

both groups were involved in teacher-directed instruction 

in expository text organization as related to writing. 

This may account for the lack of difference between groups 

on posttest 4 at the tenth-grade level. 
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Recommendations 

In considering the results of this study, several 

recommendations are suggested. In the area of classroom 

application, it seems evident that the direct instruction 

model is appropriate and effective for classroom teachers 

to use in teaching critical reading and thinking strategies 

involved in analysis of expository text structure. Direct 

instruction involves providing students with a purpose for 

the learning, explaining, and demonstrating thinking 

strategies, applying these strategies to expository text 

in a "think-aloud" procedure, and directing students in 

guided practice to use these strategies in application 

settings. 

When provided with model lesson plans and sample 

expository passages, different teachers with different 

classroom styles were able to incorporate the direct 

instruction model into the curriculum. Asked if they 

would continue to use this model, each of the treatment 

group teachers at both grade levels replied that they would 

do so. Several teachers indicated that they would begin 

earlier in the year and continue to integrate this material 

into their plans over an extended period, beyond the six 

weeks that constituted the period of the study. Extending 

the period of instruction while incorporating it into the 

regular curriculum may result in a stronger expository 
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text schema and increase students' independence in reading 

and writing expository prose. 

Students at both seventh and tenth grades responded 

positively to the instruction, both in analyzing text and 

in developing webbings to represent information. One tenth-

grade student volunteered the information that her grades 

had improved dramatically during the course of the study. 

From an earlier C-average, this student ended the semester 

with a B+. She said that she understood what they were 

doing in class and was able to take notes and use the webbing 

technique in other classes. Having the teacher model 

thinking strategies and demonstrate techniques for webbing 

were the most effective elements of the model for this 

student. 

The webbing technique used for note-taking based on 

text organization is a simple method. This simplicity 

makes it a powerful tool for instruction. Unlike many 

graphic organizers which are complex, requiring a parti-

cular format to be learned before the strategy can be 

adopted for use, the webbing techniques used in this 

instruction model are loosely-structured systems. Students 

arrange the web form to present information according to 

patterns of text structure. Various models were presented 

for each text passage, and students were free to generate 

their own versions, " . . . in order to elicit for 
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themselves the best possible comprehension of any selection 

read" (Strain, 1976, p. 221). 

It is not clear from this study what benefits this 

instruction model may have on students' abilities to 

organize information in their own expository writing. It 

is not sufficient, apparently, to analyze expository text 

for organizational patterns if the goal is to teach students 

to organize their own writing in similar patterns. 

Additional instruction for transfer is necessary in order 

to move students from being able to abstract information 

from expository text and organize it according to patterns 

of text structure, to becoming proficient at generating 

their own ideas and information and organizing this 

according to a logical pattern for expository writing. 

While it is apparent that students who receive direct 

instruction in analysis of text structure do benefit, the 

effects are more positive at seventh grade than at tenth. 

This suggests that such instruction needs to take place 

before high school, before students' practices and 

attitudes are more firmly developed. Students need a schema 

for expository text in junior high school; direct 

instruction can help students develop this schema. This 

instruction should be provided when it will be most useful, 

as soon as students reach the developmental stages at 

which they are capable of abstract thinking. For many 
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students, this will be at about the seventh-grade level; 

for others, it may be much earlier or even much later. 

Additional research should be carried out using this direct 

instruction model or a similar one to assess the effec-

tiveness of this approach with students of different age 

and ability levels. From the positive results with seventh 

graders m this study, it seems likely that students of 

average or above-average ability in grades five and six 

could also benefit from direct instruction in critical 

reading and thinking strategies for analysis of expository 

text structure and in use of strategies for organizing 

information. High-ability students in grades three and 

four might profit from this instruction, also. Many of 

these students may be reading encyclopedias, informational 

books, and other expository material in areas of personal 

interest. Providing direct instruction in the thinking 

strategies used in analysis of text structure and in webbing 

techniques to organize information may make these students 

more metacognitive and therefore more efficient in their 

expository reading abilities. 

On the other hand, students of low ability may also 

benefit from the direct instruction model. Many of these 

students apparently are unaware of how to go about 

interpreting text. Allowing students to "see inside the 

teacher's head" while the teacher models thinking about 
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text may be of even greater importance to low-ability 

students than to those of average or above-average ability. 

Instruction that models thinking and understanding rela-

tionships in text may be necessary for these poor readers 

to develop an expository text schema. Techniques such as 

the webbing strategy may enable low-ability students to 

understand abstract relationships among ideas and infor-

mation, by making these relationships more concrete. This 

technique is also easier to use than formal outlining, 

and might be an effective instructional strategy to use 

to introduce the concept of organization of information 

before moving on to formal outlines. Research is needed to 

determine at what grade levels this direct instruction 

model would be most effective with low-ability students. 

Similar research might be conducted in social studies 

and science classes at the secondary level to determine 

whether these teachers can or will use a direct instruction 

model for analysis of expository text structure in helping 

their students understand the textual demands of reading 

in these subject areas. Sample expository passages used 

in this study were adapted from science and social studies 

content; at least one of the treatment group seventh-grade 

teachers applied the instruction model using not only the 

sample passages provided, but science and history textbooks 

as well. Students applied the thinking strategies and 
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webbing techniques to passages in these textbooks, thus 

deriving benefit not only in learning to apply the 

strategies, but in learning required content material as 

well. This truly represents the goal of reading instruc-

tion: students become capable of independent reading and 

comprehension of text. 

In planning this study, consideration was given to 

establishing ecological validity. Responding to Baumann's 

charge to conduct research in "naturalistic educational 

settings . . . " (1984, p. 105), it was determined that, 

while conducting the study in actual classrooms using 

regular classroom teachers would compromise experimental 

control, the importance of determining how effectively real 

teachers in real classrooms with their own students could 

implement a direct instruction model in reading and thinking 

strategies would outweigh the importance of perfection in 

experimental design. Efforts were made to provide equality 

of groups, randomness whenever possible, and consistency of 

treatment and testing. Appropriate statistical procedures 

were employed to analyze data, to account for individual 

and group differences. Highly significant findings tend 

to support the conclusions that direct instruction can be 

effective for providing students with the reading and 

thinking strategies necessary to become independent readers 

of expository text, to develop an expository text schema. 



CHAPTER BIBLIOGRAPHY 

1. Baumann, J. F. (1984). The effectiveness of a direct 
instruction paradigm for teaching main idea 

Reading Research Quarterly, 
2 0 y 93-115. 

2. Campbell, D. T., & Stanley, J. c. (1963). Experimental 
a n d quasi-experimental designs for research 
Boston: Houghton Mifflin Co. ' 

3. Strain, L. B. (1976). Accountability in reading 
instruction. Columbus, OH: Charles E. Merrill. 

4. Taylor, B. M., s Beach, R. w. (1984). The effects of 
text structure instruction on middle-grade students' 
comprehension and production of expository text 
Reading Research Quarterly, 14, 134-146. 

123 



APPENDICES 



APPENDIX A 

LETTERS OF PERMISSION 



January 4, 1986 

Dr. 
Superintendent of Schools 

I.S.D. 

Dear Dr. 

This letter is to request permission to conduct a study 
tno^*18 school district in the spring semester, 
1986, as part of my dissertation for the Ph.D. in Readinq 
at North Texas State University. The purpose of the study 
is to compare the effects of traditional methodology and 
of direct_instruction_for teaching higher-level reading 
and thinking skills with expository text. My study will 
involve working with classroom teachers of Reading and 
English at the 7th and 10th grade levels. Permission will 
also be sought from principals of the secondary schools 
involved. 

It is my intention to minimize disruption of the regular 
curriculum. Every effort will be made to ensure privacy in 
reporting the results of this study; neither the school 
district, specific schools, nor cooperating individuals 
will be identified by name. The results of this study 
may provide useful information for our future planning 
for effective classroom instruction. 

Thank you for your cooperation. 

Benny Hickerson 

copies: Dr. , Deputy Superintendent, Instruction 
/ Assistant Superintendent, Secondary Ed. 

Helen Campbell, Curriculum Consultant, English 
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December 29, 1985 

To: Secondary Principals 

From: Benny Hickerson 

Re: Dissertation Study 

I have requested permission from Dr. to conflnct 
Eno?i«hrC? S t U d y. i n v o l v i ng 7th grade Reading and 10th grade 
English classes m the spring of 1986, as part of my 

° n -?r t h e Ph-D- i n Rea<5ing at North Texas 
State University. The study will involve working with 
classroom teachers to determine the effects of a direct 
s k i n ^ w ^ h m o d e l . j n higher-level reading and thinking 
skills with expository text. I will be seeking the 

i n T h f f t e ; C h e f i W h° a r e interested in being involved 
in this study, and will attemtp to minimize the disruption 
f r e 9 u l a r curriculum as much as possible. Privacy 

Zt ** ensured by using only letter and numerical codes 
to identify specific teachers and clsses involved. 

I would like to have your permission to include your campus 
in my research, if your teachers are willing to participate 
I L Y Z , 1 W i l \ f e h a p p y t 0 m e e t w i t h y ™ and discisf 

details more fully. I appreciate your help. 

Thank you, 

Benny Hickerson 
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APPENDIX B 

LETTER OF INQUIRY TO TEACHERS 



December 29, 1985 

To: Teachers of 7th grade Developmental Reading and 
10th grade English classes (regular classes) 

From: Benny Hickerson 

Re: Dissertation Study 

I have requested permission from Dr. and from your 
principals to conduct a research study in spring, 1986, in 
connection with my dissertation for the Ph.D. in Reading at 
North Texas State University. This study involves 7th 
grade Developmental Reading classes and 10th grade regular 
English classes. 

While it is my intention to minimize disruption of the 
regular curriculum as much as possible, some modifications 
may be required by the nature of the research. I will 
work closely with participating teachers to develop lesson 
plans and material appropriate to the regular curriculum 
during the period of this study. 

If you are interested in participation, please sign and 
return the enclosed note. I will contact you later for 
more information. 

Thank you very much! 

Benny Hickerson 

To: Benny Hickerson, Curriculum Consultant 

Re: Dissertation Study 

You may contact me to discuss your proposed research study. 
I understand that my privacy and that of my students and of 
my school will be protected if I agree to participate. 

Name: 

Date: 

(Please indicate your school and the classes you teach. 
Thank you.) 
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APPENDIX C 

HOLISTIC SCORING PANEL MEMBERS 

LETTER TO HOLISTIC SCORING PANEL 



PANEL FOR HOLISTIC SCORING 

7th GRADE 

Joan Formby, English/Social Studies Teacher 
Hurst Jr. High School 
Hurst-Euless-Bedford I.S.D. 

Bettye Edginton, English/Social Studies Teacher 
Hurst Jr. High School 
Hurst-Euless-Bedford I.S.D. 

Joe Motley, English Teacher 
Euless Jr. High School 
Hurst-Euless-Bedford I.S.D. 

PANEL FOR HOLISTIC SCORING 

10th GRADE 

Judy Briscoe, English Teacher 
Trinity High School 
Hurst-Euless-Bedford I.S.D. 

Betty Stapleton, English Teacher 
Bell High School 
Hurst-Euless-Bedford I.S.D. 

Leslie Detamore, English Teacher 
Trinity High School 
Hurst-Euless-Bedford I.S.D. 
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December 29, 1985 

To: Members of Holistic Scoring Panel 

From: Benny Hickerson 

Re: Dissertation Study 

This letter is to request your participation in a 
research study as part of my dissertation for the Ph.D. 
in Reading at North Texas State University. Because of 
your experience in holistic scoring and evaluation of 
expository writing, would you consent to serve as one of a 
three-member evaluation panel for assessment of pre- and 
posttest expository writing? 

If you agree to serve, I will require one full day 
of your time in early April, the exact date to be determined 
in accordance with the other members of the panel. Before 
this time, we will meet to discuss holistic scoring and 
the specific elements involved in this study. For your 
cooperation, I can only offer a token recompense of $50 
and my appreciation for your help in this effort. 

I am enclosing a stamped, self-addressed envelope 
for your reply. You may also contact me at either of the 
numbers listed below. 

Thank you very much for your cooperation, 

(Ms.) Benny Hickerson 

(817) 283-4461 — office 
(817) 283-5065 -- home 
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APPENDIX D 

VALIDATION JURY MEMBERS 

LETTER TO VALIDATION JURY 



VALIDATION JURY FOR ASSESSMENT INSTRUMENTS 

Meggin Mcintosh, Doctoral Student (Reading) 
Meadows Fellow, N.T.S.U. 
Formerly Teacher of English 
Talented and Gifted Magnet 
Dallas I.S.D. 

Cynda Rivers, Doctoral Student (Readinq) 
N.T.S.U. 
Graduate Assistant at Pupil Appraisal Center 
North Texas State University 

June Jacoby, Counselor 
Trinity High School 
Hurst-Euless-Bedford I.S.D, 

Mark Richardson, Counselor 
Central Junior High School 
Hurst-Euless-Bedford I.S.D. 

Lorraine Tataravitch, Registrar 
Trinity High School 
Hurst-Euless-Bedford I.S.D. 
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December 29, 1985 

To: Members of Validation Jury 

From: Benny Hickerson 

Re: Assessment Instruments for Dissertation Study 

The assessment instruments enclosed with this 
letter are being designed for use in a study to determine 
the effects of a direct instruction model in teaching 
higher-level reading and thinking skills with expository 
text at 7th and 10th grade levels. As one of a five-member 
jury selected to help establish content validity for the 
instruments, please react with your opinion regarding 
the appropriateness and clarity of each item. 

I have asked you to contribute to the development 
of these instruments out of recognition of your knowledge 
and expertise in the areas of testing and evaluation, as 
well as in the language arts. I appreciate your assistance 
in this effort. 

Thank you, 

Benny Hickerson 
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APPENDIX E 

INSTRUMENTS 



(Attitude Scale) 

Expository Text: Reading and Writing 

Read the following statements and respond by circling the 
word that BEST describes how you feel about that statement, 

1. I enjoy reading factual articles and books. 

always usually often sometimes never 

2. I need help reading and following directions. 

always usually often sometimes never 

3. When I have to write a paper, I put it off until the 
last minute because I don't know where to start. 

always usually often sometimes never 

4. I enjoy reading about scientific exploration and 
discoveries. 

always usually often sometimes never 

5. I dislike essay questions on a test. 

always usually often sometimes never 

6. I have problems reading and understanding assignments 
in my history textbook by myself. 

always usually often sometimes never 

7. I think I have pretty good study habits. 

always usually often sometimes never 

8. I do not understand what I read in my science textbook 
unless the teacher explains it in class. 

always usually often sometimes never 

9. I think outlining is a useful way to organize 
information. 

always usually often sometimes never 
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10. I can write about how to do something so that someone 
else can follow my directions. 

always usually often sometimes never 

11. I would rather write short stories or poetry than an 
essay or a report. 

always usually often sometimes never 

12. Even when I understand the general idea of something 
I read, I can't explain it in writing. 

always usually often sometimes never 

13. I enjoy biography and autobiography. 

always usually often sometimes never 

14. I enjoy reading the newspapers (not just the comics), 

always usually often sometimes never 

15. I get nervous when I am assigned to write a paper for 
English or history class. 

always usually often sometimes never 

16. I take notes when I read for homework (history or 
science, for example). 

always usually often sometimes never 

17. I like to read explanations of how things work. 

always usually often sometimes never 

18. I like to read about real events of long ago. 

always usually often sometimes never 

19. I need some help learning good study techniques. 

always usually often sometimes never 

20. I can take notes in the library from several sources 
and use them to write a good report or research paper. 

always usually often sometimes never 
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21. I would need help in making an outline of a history 
chapter. 

always usually often sometimes never 

22. When I am reading a history or science assignment by 
myself, I am not sure if I understand cause and effect 
relationships. 

always usually often sometimes never 

23. If I had to write a paper showing comparison or 
contrast, I wouldn't know what to write. 

always usually often sometimes never 

24. When I try to make an outline, I get confused with 
main topics, subtopics, and details. 

always usually often sometimes never 

25. I have trouble figuring out what math computation to 
use to solve stated ("word" or "story") problems. 

always usually often sometimes never 

26. It doesn't bother me if I have a paper to write, 
because I know that I can do it pretty well. 

always usually often sometimes never 

27. When I have a homework assignment to read a chapter in 
the textbook, I don't do it because I know I won't 
understand it. 

always usually often sometimes never 

28. I would rather ask someone for help than read the 
directions. 

always usually often sometimes never 

29. When I have to write a paper, I like to think about 
it for a few days and organize it in my mind. 

always usually often sometimes never 

30. I like to read stories better than factual books. 

always usually often sometimes never 



Expository Pretest Passage 
Seventh Grade 

Norman Castles of the Eleventh Century 

Although there must have been many different sorts of 
castles in the eleventh century, they can roughly be 
divided into two categories. There were those where the 
main defense was a keep, and those where the garrison had 
to rely on the strength of their outer walls or palisades. 
A keep was the strongest part of the castle, whether it was 
a tower, a hall, or a gatehouse. The keep was the place 
that people ran to for shelter when they were being attacked. 
A keep had to be large enough to house all the baron's 
family, household, retainers, and soldiers when they were 
under attack. It would be sited in a well-chosen position 
and surrounded by a stout wall to protect not only the keep 
itself, but any outbuildings and stables that clustered 
round its walls. If a baron was rich enough to pay for 
the transport of stone, or lived in a rocky district, then 
he could build a stone keep. 

The vast majority of Norman barons built earth-and-
timber castles, and these castles were like miniature forts. 
All the buildings a baron needed to shelter his household 
and dependants were protected by a stout wooden palisade (a 
wall) standing on a high bank which was just inside an all-
important outer ditch. The enclosure within the palisade 
was called the bailey. A gatehouse protected the entrance 
to the bailey. Some of the early castles had nothing more 
than these simple defenses. Castles of this type were 
vulnerable because, if the enemy managed to burn down the 
outer palisade, the garrison had no second line of defense, 
and had to stand and fight it out. 

No one knows who first thought up the idea of putting 
an artificial mound alongside the bailey, but certainly 
a keep perched on top of a rock or hill was in a far stronger 
position than one that was not. By the middle of the eleventh 
century, the castle builders had decided that, if a natural 
hill did not exist, they had better make one. Motte in Old 
French means "clod of earth" and a castle motte was a huge, 
smooth-sided earth mound with a flat top for the keep to 
stand on. A motte was made by digging a circular ditch, 
piling the earth in the center, firming it down with layers 
of stone or timber, and making the sides smooth with clay. 
This addition of a motte and drawbridge helped make the 
Norman castle easier to defend. 

[adapted from The Castle Story, Sheila Sancha, New York: 
Thomas Y. Crowell, 197 9] 
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Pretest 3: Comprehension and Recall 
Seventh Grade 

Multiple Choice 

1. The main topic of the text could best be stated as: 
A. the castle keep 
B. Norman palisades 
C. two kinds of Norman castles 

2. The general organization of this text could best be 
described as: 
A. simple listing 
B. comparison/contrast 
C. time order 

3. The general purpose of an eleventh century castle, 
as described in this text, was: 
A. to glorify the Norman landowner 
B. for defense from attack 
C. a home for the Norman baron's family 

4. The most easily protected was: 
A. the castle with a keep 
B. the castle with palisades and bailey 
C. the motte-and-drawbridge castle 

5. According to the text, a keep was: 
A. the strongest part of the castle 
B. the place where provisions were stored 
C. the barracks for soldiers 

6. A palisade was usually constructed of: 
A. stone 
B. wood 
C. earth 

7. The bailey was a(n): 
A. earthen mound 
B. enclosed area inside the palisade 
C. ditch surrounding the castle 

8. Preferred construction material for the keep was: 
A. timber 
B. earth 
C. stone 
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9. The motte was: 
A. a last line of defense 
B. a smooth-sided, flat-top earthen mound 
C. an enclosed area inside the palisade 

10. The vast majority of Norman castles were: 
A. castles with stone keep 
B. earth-and-timber castles 
C. castles with stone palisades 



Expository Posttest Passage 
Seventh Grade 

William of Normandy 

It is one thing to become king because one has conquered 
by force or because one is a relative of the last king. It 
is another thing to really rule a nation. In the eleventh 
century, William of Normandy (in the northern region of 
France) successfully invaded and conquered England. But 
to become an effective ruler, he had to gain support 
throughout the country and to set up a government that 
answered to him. William was just as good at this part of 
a king's job as he was at invading. Because of his ability 
to govern, William created a strong and united England. 

William gave titles of nobility and land to many Norman 
knights who spread throughout the country with their own 
soldiers. William also changed the old laws of the feudal 
system in an important way. In the past, a nobleman would 
swear loyalty to the king, and the nobleman's vassals (those 
who owed loyalty to the nobleman) would swear loyalty to the 
nobleman. Under this old system, each noble could have a 
small army that owed loyalty only to that noble. These 
armies combined were much larger than the personal army of 
the king. William had both nobles and their vassals swear 
loyalty to the king. Under the new system, each noble still 
could have an army of soldiers who were loyal to the noble-
man, but the soldiers in that army owed their final allegiance 
to the king. This new system made a much stronger central 
government. 

Another act of William's also helped create a strong 
government, giving more power to the king. William sent 
officials throughout England to write down the names of the 
owners of property and to describe the property they owned. 
This information was recorded in what was called the Domesday 
Book. Having all that information recorded in one place 
allowed the king to tax fairly. In addition, the king was 
able to decide who was right in a dispute over property. 
Taxing and judging are strong powers, and when the king had 
both of these powers people naturally looked up to him as 
the leader of the entire nation. 

Thus, William of Normandy managed to unite England under 
his rule. By rewarding his Norman knights with land and 
titles and by making changes in the feudal system requiring 
allegiance to the king from everyone, he established support 
throughout the country. Through the property records in the 
Domesday Book, William established governmental taxing and 
judicial powers. William was the first of the English 
rulers to become leader of the entire nation. 

[Adapted from The Journey From the Past, Denis J. Hauptly, 
New York: Atheneum, 198 3] 
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Posttest 3: Comprehension and Recall 
Seventh Grade 

Multiple Choice 

1. The main topic of the text could best be stated as: 
A. how William conquered England 
B. how William united England 
C. how feudalism works 

2. The general organization of this text could best be 
described as: 
A. time order 
B. compare/contrast 
C. cause/effect 

3. William became ruler of England by: 
A. inheritance of the throne 
B. invading and conquering the country 
C. a secret agreement 

4. William came from Normandy, which is located: 
A. in northern England 
B. in Scotland 
C. in northern France 

5. The Norman invasion of England by William was in: 
A. the eleventh century 
B. the tenth century 
C. the twelfth century 

6. William established a base for support throughout 
England by: 
A. treaties with the existing landlords 
B. granting lands and titles to Normans 
C. claiming all lands for the king 

7. William changed the feudal laws so that: 
A. all lands belonged to the king 
B. both nobles and vassals swore loyalty to the king 
C. nobles could no longer keep armies of their own 

8. The information in the Domesday Book was used for: 
A. taxing and settling disputes 
B. keeping an accurate census count 
C. keeping a list of knights and vassals 
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9. The Domesday Book was important because: 
A. the king could know how many people he ruled 
B. it provided an accurate count of soldiers 
C. the information gave the king more power 

10. William created a strong and united England by: 
A. military strength 
B. right of birth 
C. ability to govern 



Expository Pretest Passage 
Tenth Grade 

Laser Light—Reaching Into Space 

Lasers are unfortunately acquiring a reputation as 
space-age weapons for satellite destruction. But almost 
since the space-age began, lasers have been used along with 
satellites as tools for learning more about our own planet. 
After Neil Armstrong and Edwin Aldrin stepped onto the 
surface of the moon in 1969, taking that first "giant step 
for mankind," they set up a number of scientific experiments. 
Among those experiments was the positioning of a very special 
reflective device that bounces light shot from lasers on 
Earth directly back to their source. 

The goal, to measure the exact distance between the 
Earth and the moon, has been achieved with astonishing 
accuracy. The distance, roughly a quarter of a million 
miles, has been measured to within a few centimeters. The 
exact moment of observation needs to be carefully recorded, 
since the moon's distance from the Earth changes by tens of 
thousands of miles in only two weeks. 

The reflectors work in the same way as the typical 
plastic reflectors used on highway posts, although they are 
of much higher quality. On earth, a laser is aimed through 
a giant telescope toward a reflector on the moon's surface. 
Short bursts of light, lasting only a ten-billionth of a 
second, are fired from the laser. Traveling at the speed 
of light (186,000 miles per second), the laser beam swiftly 
crosses the distance from Earth to the lunar reflector. 
Some two and a half seconds later, the beam has "bounced 
off" the reflector and returned to earth. 

Laser technology has progressed considerably during 
the years since the first lunar experiments. In 1964 a 
laser was bounced off an artificial satellite orbiting the 
Earth, carrying reflectors. Now, 20 years later, an exten-
sive world-wide network of stations is tracking satellites 
in Earth orbit. A new dual laser system was installed in 
June, 1985 at the McDonald Observatory in far west Texas. 
This new system is able not only to reach the moon but 
likewise can track rapidly moving artificial satellites in 
orbit around the Earth. The McDonald system is one of some 
30 to 40 stations located around the world which track 
satellites, but only three other stations in the world 
can send lasers to the moon. 
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Precise measurements of the distance between locations 
on Earth and objects in space are providing critically 
important geophysical data. Such data are important in 
the ares of astrometry (the positions of celestial objects), 
geodesy (the measurement of points on the Earth's surface), 
navigation, and Earth dynamics such as the seasonal and 
short-term variations in the length of the day. 

Data from the laser experiments have helped determine 
the rotational changes and polar wobbles of both the Earth 
and the moon. These studies are basic to navigation and 
to time-keeping, as well as for scientists who probe the 
inner structures of both worlds. The data also aids astron-
omers who are probing the question of whether the strength 
of gravity itself may be weakening as the universe expands. 
We live on the surface of an active world. As time passes, 
it is apparent that we need to understand our own planet 
more fully. With the presence of appropriate reflectors 
in space, lasers are providing a key to such knowledge. 

[adapted from "Laser Light—Reaching Into Space," by Diana 
Hadley, McDonald Observatory News, Vol. XIV, No. 2. 
February 1986] 



Pretest 3: Comprehension and Recall 
Tenth Grade 

Multiple Choice 

1. The main topic of this text could best be stated as: 
A. how the laser was installed on the moon 
B. how lasers are being used to learn about our planet 
C. the many uses of the laser 

2. Laser reflectors were first installed on the moon: 
A. by the first lunar astronauts 
B. more than 25 years ago 
C. by an unmanned lunar landing device 

3. The goal of the laser and lunar reflector experiment is; 
A. radio communication from the moon 
B. to track enemy satellites (space-age weapons) 
C. to measure the distance between moon and Earth 

4. On Earth, the laser is aimed through: 
A. a giant telescope 
B. a satellite 
C. a radio transmitter 

5. The laser fires: 
A. short bursts of light 
B. rapid bursts of sound 
C. microscopic chemical particles 

6. Distance is measured by the: 
A. light that is seen on the moon's surface 
B. light that returns 
C. sound created by the laser beam 

7. An example used to explain the laser reflector is: 
A. an electric light 
B. a microwave oven 
C. a highway reflector 

8. A new laser system at the McDonald Observatory in Texas: 
A. can reach the moon 

can reach artificial satellites orbiting the Earth B. 
C. can reach both the moon and artificial satellites 
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The McDonald system is part of a world-wide network 
for: 
A. tracking satellites 
B. deploying missiles as defense 
C. destroying enemy satellites 

Precise measurements between Earth and objects in space: 
A. help establish national boundaries 
B. establish time-keeping and navigation information 
C. help measure the surface of the moon 



Expository Posttest Passage 
Tenth Grade 

Atlantis: Biography of a Legend 

What is a legend? More often than not, it is an ancient 
story that may be rooted in an actual historic event. Its 
historic accuracy cannot be proved, but neither can it be 
disproved. For example, until about a century ago the 
legendary city of Troy was believed to be a dream city 
created by Homer. But in 1873, archaeologists discovered 
its ruins. Another well-known legend is King Arthur and 
his knights of the Round Table. But recent excavations in 
southwest England have turned up traces of a palace-fortress 
that might have been Arthur's home, Camelot. It now appears 
that another popular legend may also have basis in fact, 
the legendary lost city of Atlantis. 

One of the oldest legends is that of Atlantis, first 
written about by Plato, the poet-philosopher and teacher of 
Athens who lived more than three centuries before Christ. 
According to Plato's writings, Atlantis was an island the 
size of a continent whose people sent their powerful armies 
to attack cities in Europe and Asia. Their goal was to rule 
the world, but enormous earthquakes and floods overwhelmed 
the city and swallowed it up. Within a single day and night, 
Atlantis vanished into the churning sea, leaving only a 
muddy wake that eventually disappeared. 

The story of the great city that suffered sudden 
destruction and disappeared so completely has given rise to 
many beliefs and theories. One question is whether Plato 
invented the tale or wrote in his belief that the events were 
historically true. Plato's account of the city is lavish 
with details and descriptions, including specific measure-
ments and dimensions. Long before Plato's lifetime, however, 
the legend of Atlantis was an old, old story, a blend of 
real events and mistaken interpretations, the story growing 
through centuries of telling and retelling. 

Over the centuries, the legend of Atlantis has stubbornly 
refused to die. Certain versions of the legend say that 
there were a few refugees from Atlantis who made their way 
to Egypt and founded that civilization. In other versions, 
the survivors of Atlantis arrived in the New World and 
built the amazing stone cities of the Yucatan, in Mexico. 
The Atlanteans are frequently represented as beings of such 
superior intelligence that they had achieved an advanced 
civilization before any other existed in the world. For 
this reason, some versions of the legend suggest that they 
were actually visitors from another planet. 
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Now, late in the twentieth century, a group of eminent 
scientists, including archaeologists, seismologists, and 
oceanographers, think that a city resembling the Atlantis 
described by Plato has been found on a little island in 
the Aegean Sea, near Greece. The island is Santorini, 
or Thera (its ancient name). The scientists offer some 
persuasive evidence to show that in many respects the 
island under study corresponds to Plato's descriptions 
of Atlantis. Its scarred cliffs and shorelines clearly 
reveal that the island took heavy damage from the shocks of 
ancient volcanic upheavals and tidal waves. The scientists 
have uncovered floors, walls, and sometimes the roofs of 
buildings made by a Bronze Age people. Inside are remnants 
of bright-hued frescoes and pieces of furniture. Workmen's 
tools have been discovered, along with cooking ware and 
finely wrought pottery. They are the handiwork of a 
vanishing people whose society was at least as old as that 
of the Sea Kings of Crete, those rulers of the Minoan Era 
who built sumptuous palaces and whose civilization reached 
its peak fifteen centuries before Christ. 

Has this discovery put an end to the arguments about 
Atlantis? Far from it. The ruined buildings of Thera 
do not satisfy the expectations of people who are waiting 
to hear of the discovery of a marble city beneath the sea. 
Those who want to believe that Atlantis lies beneath the 
sea near Yucatan, or Greenland, or Mongolia, or in any 
of hundreds of other locations do not accept the discovery 
of Thera as Atlantis. In the words of the archaeologist 
who first began this exploration in Thera, a legend is 
" . . . something mixed of historic and imaginary elements, 
and above all, something which became a glorious but dubious 
tradition." 

[adapted from Atlantis: The Biography of a Legend, by 
Marjorie Braymer, New York: Atheneum, 1983] 



Posttest 3: Comprehension and Recall 
Tenth Grade 

Multiple Choice 

1. The main topic of this text could be stated as: 
A. how legends are created 
B. Troy, King Arthur, and Atlantis 
C. legend and theories about Atlantis 

2. According to the legend, the city of Atlantis: 
A. was destroyed by a volcano 
B. sank beneath the sea 
C. was consumed by fire 

3. Plato, who first wrote about Atlantis, lived: 
A. during the time of Atlantis 
B. three centuries before Christ 
C. fifteen centuries before Christ 

4. Atlantis was supposed to be: 
A. an advanced civilization 
B. a primitive culture 
C. a peaceful society 

5. The story of Atlantis was: 
A. created by Plato, who first wrote about it 
B. already centuries old before Plato heard it 
C. well-documented in other ancient writings 

6. Some people believe that refugees from Atlantis came 
to: 
A. the Yucatan 
B. the Bermuda Triangle 
C. Spain 

7. Recent excavations have found: 
A. evidence of superior beings from another planet 
B. the existence of King Arthur's Camelot 
C. a lost continent beneath the sea 

8. One reason for the belief in Atlantis is: 
A. the complete detail with which Plato wrote 
B. the evidence of other writers 
C. evidence of visitors from Space 
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9. Ruins of an ancient city which corresponds to Plato's 
descriptions of Atlantis have been located: 
A. on a small island near Greece 
B. near the ruins of the Yucatan in Mexico 
C. beneath the Atlantic Ocean 

10. Scientific examinations of the island of Thera suggest 
A. ancient volcanic upheavals and tidal waves 
B. ancient marble palaces beneath the sea 
C. ruins of the ancient buried city of Troy 



Topics for Expository Writing 
Seventh Grade 

(Pretest) 

Choose one of the following to write about in a brief, 
but well-organized, essay (1-3 paragraphs): 

1. Discuss the differences and/or similarities between 
junior high and elementary school. 

2. Discuss some of the causes for parent-teenage 
conflicts. 

3. Discuss reasons why some students do better in school 
than others. 

Topics for Expository Writing 
Seventh Grade 
(Posttest) 

Choose one of the following to discuss in a brief, but 
well-organized, essay (1-3 paragraphs): 

1. Discuss the similarities and/or differences between 
two school activities (athletics, band, speech club, 
cheerleader, choir, for example). 

2. Discuss the causes and/or effects of teenage drinking, 

3. Discuss the positive or negative effects of partici-
pation in school activities (choir, band, speech club 
or drama, athletics, cheerleaders, etc.) 
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Topics for Expository Writing 
Tenth Grade 
(Pretest) 

Choose one of the following to write about in a brief, 
but well—organized, essay (3—5 paragraphs): 

1. Discuss the differences and/or similarities between 
junior high and high school. 

2. Discuss some of the causes for parent-teenage conflicts 

3. Discuss reasons why some students do better in school 
than others. 

Topics for Expository Writing 
Tenth Grade 
(Posttest) 

Choose one of the following to discuss in a brief, but 
well-organized, essay (3-5 paragraphs): 

1. Discuss the differences and/or similarities between 
two school activities (athletics, drill team, drama, 
choir, band, student council, for example). 

2. Discuss the effects of working while going to high 
school. 

3. Discuss the benefits and/or negative effects of 
participation in school activities (band, choir, drama, 
drill team, athletics, etc.) 
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APPENDIX F 

SAMPLE LESSON MATERIALS 



SAMPLE PARAGRAPHS FOR ANALYSIS OF TEXT STRUCTURE 

Recognizing and Identifying Organizational Pattern 

The Romantic Movement of the 19th century came about 
as a contrast to the Classical Period of the preceding 
century. Classicism was characterized as having balance 
and order. The emphasis was on reason and logic. 
Romanticism, on the other hand, emphasized personal feelings, 
emotions, fantasy, and the imagination. Court life of the 
18th century Classical period was elegant, formal, and 
polite. By the 19th century, social and industrial revo-
lutions had placed control in the hands of a new middle 
class. A new spirit of individualism and equality was 
born. Music, art, and literature of the Classical period 
reflects a formal, stylized structure. The works of Haydn 
and Mozart reflect the true Classical style. Romantic 
writers, artists, and composers appealed to the imagination 
and emotionalism and created less formally structured works. 
The music of Tchaikovsky and Brahms represent the Romantic 
movement. All the elements of Romanticism are combined 
in the operas of Richard Wagner: strongly nationalistic, 
drawing from mythology for the subject, and merging drama, 
color, and music into a consummate art form. 

[adapted from Making Music Your Own, Silver Burdett, 1968] 

Questions to assess comprehension and organization: 

1. What is the overall organizational pattern of this 
paragraph? 

2. What are some characteristics of Classicism? 

3. What are some characteristics of Romanticism? 

4. Name at least one representative musician of each 
period. 

5. What is the author's purpose in writing the paragraph? 
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SAMPLE WEBBING FOR CONTRAST TEXT STRUCTURE 
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Recognizing and Identifying Organizational Pattern 

There are so many terrific things to do late at night 
that it's a wonder anyone ever gets to sleep. The drawback 
to staying up all night is that it means a person has to 
sleep during the day, and as the most appealing time to 
sleep is when nothing interesting is going on, this means 
sleeping in class. Here are several helpful suggestions 
for successfully sleeping in class. Sit at the back, out 
of the teacher's line of vision. Never put your head down 
on your desk—you will never convince anyone that you are 
just thinking. Keep a book open in front of you. When your 
eyes are open, your gaze should fall directly on the page. 
Keep your mouth shut; a slack jaw is a dead giveaway. 
And finally, don't drool. Good opportunities for in-class 
sleeping include slide shows, films, or lectures, study 
periods, and tests (if you finish early or know you are 
going to fail anyway). Some dangerous class situations 
for sleeping are science labs, classes with fewer than 
15 people, and tutoring sessions. Be careful to have some-
one wake you when the bell rings. 

[adapted from Wallace, Should You Shut Your Eyes When You 
Kiss?, Little, Brown, & Co., 1983] 

Questions for assessment of comprehension and organization: 

1. What is the overall organizational pattern of the 
paragraph? 

2. How many ideas can you remember that are given for 
sleeping in class? List all that you can remember. 

3. What are some situations listed as good for sleeping 
in class? 

4. What are some dangerous situations for sleeping in 
class? 

5. What is the author's purpose in writing this paragraph? 

159 



SAMPLE WEBBING FOR ENUMERATIVE ORDER 
(SIMPLE LISTING) TEXT STRUCTURE 
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Recognizing and Identifying Organizational Pattern 

The history of English literature begins roughly 
sixteen hundred years ago. Among the first people to 
inhabit the island of Britain were the Celts, with their 
fanciful legends of druids and fairies. Then the Roman 
Legions occupied Britain until about 449 A.D., when they 
withdrew. The native Celts were then left to defend them-
selves against the invasions of the Angles and the 
Saxons, fierce Viking tribes from northern Europe. The 
Angles and Saxons were primitive, warlike people who, for 
the next several hundred years, fought among themselves, 
fought the Celts, fought the harsh British climate, and 
fought other invading tribes, including the Danes. The 
Angles and Saxons became famous for their hearty feasting 
and long heroic tales which blended pagan beliefs with 
the Christianity that had been brought to Britain by the 
Romans. Finally, in the year 1066, the Anglo-Saxon Britons 
were themselves conquered by the Norman invaders under 
William the Conqueror. The Normans brought knighthood, 
the feudal system with its castles, code of chivalry, and 
stories of adventure and romance to English literature. 
The best known of these are the legends of King Arthur 
and his Knights of the Round Table. 

[adapted from England in Literature, Scott-Foresman, 1968] 

Questions to assess comprehension and organization: 

1. What is the overall organizational pattern of the 
paragraph? 

2. Arrange the following groups in order of their domination 
of Britain: Normans, Celts, Anglo-Saxons, Romans. 

3. Describe some characteristics of the Anglo-Saxons. 

4. Approximately how many years elapsed between Roman 
domination of Britain and the conquest by William 
the Conqueror? 

5. What is the author's purpose in this paragraph? 
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SAMPLE WEBBINGS FOR TIME ORDER TEXT STRUCTURE 
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Recognizing and Identifying Complex Text Structure Patterns 

How Do We Remember? 

How do people remember what they learn? Why do people 
forget? How can people better remember what they learn? 
For years, scientists have asked questions about what memory 
is. After all, people learn things every day, at home, 
school, work, with family and friends, and doing activities 
they enjoy. However, much of that learning would be useless 
if it weren't remembered. 

Many scientists believe that there are different kinds 
of memory, the most common being recognition and recall. 
Recognition is the ability to pick out learned information 
from a list or collection of other information. For example, 
if a person is shown a picture of a collie dog one moment 
and then a set of pictures of many different kinds of dogs, 
including the collie, that person will use recognition to 
pick out the collie. On an exam, multiple-choice answers 
test a person's recognition. 

Recall involves learning something and then being 
able to reproduce it in some way without any help at all. 
Asking a person to draw or describe a collie is a way of 
testing recall. In fact, any time a person has to "come up 
with" an answer, that person is using recall. 

There are two main theories about why people forget 
things. One theory is that sometimes we will forget 
information if we don't have to use it right away or 
frequently. That is why we may forget the telephone numbers 
of people we don't call often. To avoid this kind of 
forgetting, we may "overlearn," or practice the new 
learning until we are sure we have it. The other theory 
about forgetting is that we may not have learned the infor-
mation well in the first place, or that other facts may 
have gotten in the way of what we did learn. This kind 
of forgetting is called "interference." That is why we 
may forget things we have learned while we were doing 
something else at the same time--like listening to the 
stereo—or when we learn newer information that differs 
from what we had learned before. To avoid this kind of 
forgetting, we have to be sure we are paying attention 
to the new learning. We may also need to concentrate on 
the new information and be sure that we understand it 
well and can explain or use the information in our own 
words. 
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1. What is the overall pattern of organization of this 
passage? 

2. What textual clues signal this pattern? 

3. What is the author's purpose in this passage? 

4. What variations or combinations of patterns do you 
find in this passage? 

5. What textual clues signal these pattern changes? 

6. What is meant by recognition? 

7. What is meant by recall? 

8 What is the theory of forgetting that is linked to 
11 over learning"? 

9. What is the "interference" theory of forgetting? 

10. In what way can we avoid forgetting due to interference? 



SAMPLE WEBBING, COMPLEX TEXT STRUCTURE 
(COMPARE/CONTRAST, CAUSE/EFFECT, LISTING) 

£ 
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