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recalled the story and answered 35 questions about explicit and
1mp11C1t story content. Results indicated that (1) the revised.
version of the lesson exerted a greater influence on comprehension
than did the original ‘commercial lesson, (2) the points at which the
revised lesson made direct contact with the story exerted asgreater
influence on comprehension than did points at which only in&irect ’
contact.was made, and (3) in the revised lesson, the questions
following.each,K segment of the story and the preparation before the -
story exerted greater influence on comprehension then did other -
lesson components. (Copies,of materials used in the study are '
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The Effects.of Reading Lessons on
C(bmprehensmn A Pracessing
Description | -

Richard C. Omanson, Isabel 1. Beck, Janies F. Voss,
and Margaret G. McKeown
University of Pittsburgh

* L4
Directed reading lessons found in commeraially pn'vduccd mstructional ma-
terials usually contain information that is aimed at helping children wn-
derstand the story as well as helping them to develop other skills. A
commercial directed reading lesson was revised (o introduce mformation
related to the story and to help the children form a “map” of the central story
content. A processing description of the way in which the components ot the
comniercial and the revised lessons influenced comprehension was provided.
Models assuming that different aspects of the lessons were atilized during
comprehenston were fit to the cildren’s recall of the lesson story. 1t was
found that: (1) the revised lesson cexerted a greater mfluence on compie:
hension than did the commercial lesson; (2) the ponts at which the revised
fesson mﬂdc direct contact with the story exerted a greater influence on com:
prehension than dd the points at which only indirect contact was made; and
() in the revised lesson, the questions follawing cach segment of the steny and
the preparation before the story exerted preater influence on gomprehension
than dvd other lesson components. Implications for mstruction and futwe

modeling work are discussed. T .

INTRODUCTION

Every morning in many primary gryde Ll.nss'r(:ums the following seenano
- takes place. A teacher calls together a small group of ¢hildreny has them s
in a “circle,” and begins the daily reading lesson. Following the supgested
farmat in the teacher's manual that accompanics the reading series e,
the teacher prepares the children for that day’s reading selectan: First, the

. chm 1 Im upmm \hl'll'll be semi*to Ruh.ml l Onansn, 641 1 e nny Resefuel and
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cluldsen are mtroduced to vocabulary and concepts that the teacher's
manual had wennhed as important 1o the story and potentially problematic
tor the children. A second type ot preparation then oceurs in which the
haldren g alerted to story events that oceur in the first one-to-two page
STOTY sepmicent., (e segmient is typrcatly catled o stlent reading umit (SRU).
Followimyg this fust SRU preparanon, the chaldren silently read the SRU,
winch contiuns pictutes. When the children finish reading the SRU\_the
Teacher ishs @ series o gquestions about ity contents. Then, the teacher
prepares the chuldpen tor the nextiSRU and the proccdurck tepeated until
thie story is tinished. The scenatio just described, consisting ot Story Prepa-
raton, SRU Preparation, Pictures, and SRU Questions, makes up what iy
hnown m the readhing Tiekd as a divected reading fesson. The direcred reading
fesson s o raditional way 1o teach veading. It s at least as old as the
MoeGutly readers of the 1820° and s seith the major way that readmg s
raupt. ‘

I he fact tha (Iln‘ucd I'L.Idlllb fessons are pervasively used does not mean
that thed unilormly facilitate comprehension. There s wide varation n
how etfectne indhvidual-lessons of commeretally produced PrOZIams ate m
helpme cildiien comprehend  reading selections (Beck, MoKceown,
MoCashn, & Burkes, 1979; Durkin, 1981). In order.to make 1he eftect-
nepess ol directed reading fessons uniformty high, Beck, Omanson &
Vickcown (1982) arguced that the lesson should: () introduce and establish
hackpround kiowledge assnmed by the text, and (2) hetp children to con-

struet a fmap” ot the story which involves giving them a good grasp of the

story’y centrad content. This often is not done in commergjally produced
progiams (Beck et al,, 1982). The motivation for optiiizing success in com-
prchending individaal reading lessons comes Trom the notion that children
are more hikely to become proficient at comprehension if they have large
numbers of successtul encounters with q.ompn.hcndmb stories. This s

Shecase at s repeatgd suceessful encounters with stories that provide the

practice necessary  to make the processes involved in comprehension
sHhicient, 7 -

o test the effectiveness Tor story comprehension ol establishing back-
craund knowledge and directing children toward central story content, two
cotmercial directed reading lessons were revised. Third grade childien were
then mdividually administered either the revised or the commercial versions
ot the two lassons. After the Thildren finished each lesson, they recatled the
story f'rom memory and answered 35 forced cholee Guestions about explicit
and nnphul story content. Beck et al. found that the revised lessons resulted
Wi prestler story understanding. While the Beckh ¢t al: study demonstrated
‘hat the above two principles could beused 1o produce lessons that facil-
tatedseompichension, the study did not provide a theoretical explanation

Hor how the revised lesson produced such facilitation. The purpose of the
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“present paper is to provide a theoretical basis for the Beek et al. findings by

extending the Kintsch and van Dijk (1978) model of 1ext compiehension.

’ - 4
.- METHOD .

Subjects and Design
Recall protocols for one sLor the two groups of children in the Beck
et al. study were used. One group ¢ nsisted of 24 third grade children who
1ead the story as part of an origind commeraial lesson. A second group
comsisted of 24 third grade children whorread the same story as part of 1he
revised tesson. Both groups of children had a fean grade equivalent score
ol 4.1 (range = 2.5196.7) on the Level | reading subtest of the Wide Range

Achievement Test (Jastak & Jastak, 1965). .o
Materials ‘
SfOfy » - - v

The materials l'q{\lhis study consisted of a second grade directed reading
lesson from level 7°0f the Reading 720 series (Clymer, 1976) and us revised
counterpart . The story upon which this lesson is based, *“The Raccoon and
Mrs. McGinnis”, contains 811 words. s plot involves a woman who wishes
on a star, a raccoon who comes nightly o her doorstep to look for foud,
and some bandits. The raccoon’s masked appearance happens (0 irighten
the bandits into dropping a bag of money. The raccoon picks up the bag
and eventually drops it on Mrs. McGinnis® doorstep whtle looking tor Tood.
Finching the money, Mrs. McGinms attributes it to her wish ona star. -

in order to model comprehension, the story was analyzed i ternis of the
munber of propositions it contained (262) and n werms ol the number of
processing cycles into which cach proposttion entered accordmg o the
Kimsch and van Dijk model and according (0 our extensions of this model,
hoth of which are described in a later section. . :

Lessons

The commercial and revised directed reading lessons surrounding the
story consisted of a Story Preparation, SRU Preparation, Pictures, and
SRU Questions. Both versions of the lesson took approximately 30 minutes:
10 administer. A brief description of each of the lesson components ol the
Tevised lesson is presented and conttasted with its commercial counter part

;:‘fory Preparation. Thg Srory Preparation component was 1evised
consideration of the knawledge needed to comprehend the story. 1he majos

° . "
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concepts around which the preparation was built were coimcidence, since
Mis. McGanns' wish comtes true through i series of coincidences, and habit,
sice the raccoon’s habttual behavior Qllnwx the coincidences to occur.,

. Fhe revisions contrist with the Slnry'l’rcpa{rmion component provided
by the commarcutl tesson, which tocused on a discussion of raccoons as
clever, playful ammals. It did not include inlormation about raccoons that
wis judped s most uselul for story comprehension, ner did it present the
notion of coinadence. A sytmary sof both the revised and commercial
Story Breparation cmnpunqz:‘ is presented-in Appendix AL

, 5
SRU Preparation. The revised SRU Preparation component had o
two-told purpbse. First, it reoriented the children 1o the céntral story

“content by providing a focus dn key upcoming events, Second, u activated

. Anowledge by referring to concepts previowsly introduced n the Story Prep-

atation. The activities of the SRU Preparation component of the com-
merctal lesson embodied a vaniety of purposes, and often did not tocus on

- 1exn ideas. The questions and directives of both the revised and commercial
SRU Preparasion components are presented in Appendix B. '

. Pittures. The pictuses accompanying the siory in the revised lesson
were drawn to depict central content in a manner consistent with the overal
plot of the story. In contrast, the pictures for'the commercial Icsson‘ were
drawn in a fancitul style which contradicted the real-life nature ot the plot.
e tevised pncln’u;.s had content similar to the commercial pictures, but

' were realistic in style. 1t was assumed that this style would be more hkely to
promote the idea that the story was a plausible one. The only changes in

confent of the revised pittures involved the elimination of detail that con-
theted avath story content, A summary of the com_qm of* both the revised
and commercial pictures is presented in Appendix C. ’ -

a
.

‘SRU Questions. The SRU Questions lor the revised lesson were de-

veloped from the centrabevents and relations to help the children grasp the

» plot of the stony. The SRU questions in the commercial lesson did not seem

to be derived from any such systematic procedure. While some of the

questtons aimed  ai cliciting important  story content, others tapped

. mtormation that was irrelevant to the story line. The guestions in

both the revised and commercial SRU Question components are given in,
Appendix D.

) Pu‘ces&ing Model ‘ -

-

. R

The models we constructed were based npon Kintsch and van Dijk’s (1978)

madel of comprehension. According (o the model, the microstructure of i
. .
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stly consists of a cohesive set of units of meaning called propositions. The
Kintsch and van Dijk model assumes that a ldeCl typically breaks down
@ ciach sentence of a text into four or five proposmons These propositions
' arc then processed m terms of units called cycles. Lach cycle involves pro
. cessing the propositions contamed in a single sentence. During the first
cycle, the propositions culnainQd in the tirst seittence are encoded. To rep-
resent this encoding, the Kints¢h and van Dijk model constructs a coherence
graph, a branching structure that hierachically connects the proposttions 1o
A lead ‘proposition on the basis of the overfap among the"word concepts
targuments) contammed v each proposition. The model asspmes that
-because readers are mited in the amount of information they can hold in
wor klllngy at any given lime, only a smatl numbcr of the most recent
and superordinate propositions are “ulrrud over” or held urinemory to be |
p.m of the next processing cycle. The new propositions entering the next
cycle ave then connected to one af the proposittons that was carried over, If
a new proposition contains the same argument as a previons proposition
that was not carned over, that pIevi()us proposition 1s “reinstated” mto the
anfent cycle, allowing a cohesive relatuon 1o be established between the two
' - proposiions. I'hus, through carry-overs and 1einstatements, the speaific
cnhcsivcdclalions that mold the individual proposittons mie the
. micréstnicture are made. eov
On the basis of these processing assumpuons the Kintsch and van Dk
model predicts that the probability of a propommn being recalled increases
expanentially as a functwon of the number of gydcs in which it vccurs. The
v, wspecthie, rclauonshlp 1s descnibed as R - | - ), where B oequals the
probabihty of rLLdll p equals the Df()bdblllly ul recall of a proposthon thai
hd\aﬁp&lr(‘d in a singlé cycle,.and n equals the number of cycles 1 which
the/proposition has appeared.

Extending the Processing Model -

On as;umpliun.s m extending the Kintsch and van Dijk moded to the comn
Prahiension ol stones in directed reading lessons was that not only the story
text asell inthiences comprehension, bt the surroundmg matenal also
exerts an imfluence. That is, in directed reading lessons, Story Preparation,
SKRU Preparation, Pictures, and SRU Questtons cach influence compre
hension, Thus, in the present study, winle the story text per se was wdemnical
for both the revised lesson (hereafter, R1) and commetcal  lesson,
(hereatter, CL) groups, it was hypothestzed that the cotnmieraat and 1evised
lesson components mentioned above would differentially influence compre:
hension ol the two groups.

To assess the influence of the lesson componenis, we identified for cach
statement, question, and picture of the surrounding lesson components the

“ERIC ) : '
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text propositions with which the components made contact. Specilically,
two types of contact were distingunished: direct and indirect. Direct’ contact
mchides contact that: (1) portrays a specilic story event through descrip-
Hons, questions, or pictures; or (2) introduces or exemplifies a concept

amportant to the story. Indirect comact includes contact that: (1) asks about

achild’s personal experience with a type of Lhurauer or story event without
using it to make a relation to the story per se; 2) asks about or describes in a
global Tashion all the actions a character perfogms in a SRU. Examples of
direct contact that portrays a story event include, reminding the children
that, in a previous SRU, Mrs. McGinnis went to bed a picture showing the
story event of the bandits walking through the woods, and asking the chil-
dren “Why did the bandits go to Mrs. McGinnis” house?”. In the latter ques- -
tion example; direct contact was considered to ‘exist for both the queried
event (going to Mrs. McGinnis’ house) and the target answer (to steal the

.cow and pigs). Direct contact that introduces an important concept includes

discussing and exemplifying the notion of a habit, which makes contact
with story events such as Mrs. MeGinnis' habit of setting out bread for the
raccoon. Examples of indirect contact rthat asks abqut a child’s personal
L\puluuc include asking the children if they have ever seen a raccoon
belore, without connecting that notion to the story per se. Indirect contact
that globally describes all the actions of a Lhdracler includes tellmg the child
to read 1o find out what the raccoon did in a scgment of tex( where the rac-
coon pursued a number of activities. !

I hese two types of contact points were identified for both the revised and
commercial lessons. A second judge was then given a list of specific
ruidelines for when to include or exclude modifying propositions, repe>
titions , and other potentially confusing types of propositions. This second,
dge then idenditied the contact points contained in the first hall’ of each
cotponent ot the commercial and revised lessons. Interrater reliability
(apreements/ agreements + disagreements) between the two sets of contact
points was (86. Disagreements were resolved by mutual consent.

The numbey of propositions ‘with at feast one contact point 4rom the
tevised lesson was 98 and from the control lessons was Il() of lhcsc propo-
sitions, 70 inade contact with both Icssons ! .

Having identified the contact points between the text and the suriounding
lesson material, we next incorporated the contact points into the Kintsch
and van Dijk model of comprehension. We assumed that each contact point
provides redundancy that increases the probability of recall of the par-
ticular proposition involved. Within the framework ol the Kintsch and vair
Dijk madel, the effects of this redundancy can bc conc_cplualizcd in a way

'/\ tist nl citlch prnpmumn s comact point in the revised md mmnhru.ll Tessons 1s svaitible
trom the mihors aponsrequest.

i 4
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. ¢ .
similar to text reinstatements. Specifically, contact made during the Story

Preparation, SRU Preparation, and Pictures <an be thought to involve
retrieving from memocy that component’s reference 40 the text when the
story event is read. Similarly, contact made during the SRU Question com-
ponent can be thought to involve retrieving from memory the text propo-
sitions to which the questton refers. Thus, as with text reinstatements, cach
contact point between the lesson and story was assumed (o involve
retrieving from memory a ‘text proposition. =

It order to incorporate these assumptions into the Kintsch and van Dijk
model, we added to the value of the cycle variable (n), for each proposition
the-number of times the lesson made contact with it. Fot example, it a prop-
osition had appeared in three processing cycles, was depicted in the
pictures, and asked about in the SRU questions, its cycle variablt=th) would
be S, and the resulting cycle equation would be R = 1--(1-p)*. Since we
assuined that the contact points between the lesson and text functioned like
text reinstatements, we refer to contact points as “lesson reinstatements.”
As will be described later, we examined models incorporating dlrcu in-
direct, and both direct and indirect lesson reinstatments.

RESULTS

Amount of Recall
The children’s recalls were scored as to whether they contained the gist of
cach proposition. A second judge scored 10% of the recalls (three from the
R1. group and two fro e CL group). Interrater reliability between the
two sets of recalls waf 91, S

The results from the recall data revealed a non-reliable diffeience
beétween the RL groups’ recalls, M = 34.5, and the .CL group’s recall,

M = 278, 1(46) = 133, p<.15. However. recall of the 70 proposttions

that both lessons made contact with (hercatter refcrred {0 a5 common targel

propositions) was reliably greater for the RL group, M = 20.8& than tor the

CL group, M = 14.9, t (46) = 2.50, p<.05.

In order to describe the differences in the pattern of these two gmups
recalls, a method employed by Splluh Vesonder, Chiesi, & VU\5(1979) was
used. First, the proportion of children in éach group recalling each of the 70
common target propositions was determined. From these data, recall proto-

cols were generated which consisted of the common target propositions -
recalled by at least 50% of the subjects in each of the two groups. rhese.

data are presented in Table 1. ¢

The 50% recall of the common target pruposnmns of both groups in--

dicated that the story involved a lady, bandits, a raccoon, a cow, pigs, and a

<
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TABLE 1+
50% Recall Texts of Comimon Target Propositions by the Revised and
: Commercnal Losson Groups

Commerceal . Revised
Fhere was a lady. o raccoon, some bandits, There was a lady, a riccoon, some bandits,
G \'u“&. SOMe pags, amd a baran the story. # cow, some pigs, and a barn in the story.
e bandits stole the cow and pigs. Then Mrs. McGinhis wished tor o bun, The
they thiew down thetr moneybag and ran raccoon came down from his tree, picked
awity. Mis. MeGinns lound the moneybag up some bread, swished it in the water, and
on her steps. . ate it. Then he heard two bandits coming
L ulung The bandits stole the cow and pigs.
- . Then they threw down their moneybag and

ran awiay. The raccoun dropped the
moneybag on Mrs. McGinnis' doorstep.
The next day, !ﬁrs. McGinnis tound the
moneybag. :

barn. Howcever, the only events in the 50% recall text of the CL group were
that thebandits stole the wnimals, that they threw down their moneybag and
ran away, and that Mrs. McGinnis found the moneybag. In contrag, the
cvents in the 50% recall of the commonf target propositions of the RL group
mdhcated thar Mrs. McGinnis made a wish, that lhc raccoon came down
from s tree, took and ate the bread, that e saw the two bandits and later
100k ta the doorstep the moneybiy, they threw d0wn. and’ that Mrs.
McGinnis found the moneybag the next morning. The 50% recall text of the
R1. group thus provided a better account of the story than did the 50%
recall text of the CL group. 1t included the major events of all the characters
mcluding the raccoon, and bcmr captured the cmnudcntal flavor of the

-story. \

Lesson Effects : _ ;

Revised Versus Commercial Lesson

The mqst important dif ferences in the recall data concern the ef fects of .
the two Ic.ssons on the pauern of recall. To study these. effects in greater
detail, two types of models wére. fitted to each group’s recalt data. The first
type of model was an extension of the Kintsch and van Dijk model that
incorporated both the direct and indirect lesson reinstatements from either
the revised or commercial lesson. These models are called Revised-Support

" and Commercial-Support since they incorporate the supportive lesson mate-

rial surrounding the text in the forin of lesson reinstatements. Specifically,
the Revised-Support model incorporated 278 lesson reinstatements distrib-

| el - . L as R
uted over 98 propositions, whercas the Commuercial-Support model incor- -

11
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porated 152 lesson reinstatements distributed over 110 propositions. The
Revised- and. Commercial-Support models thus assumed that both the
propositional structuge of the text and the surrounding lesson material
influences comprehension. The second type of model, called Na-Support,
cmployed the Kintdch and van Dijk model without including reference 10
any lesson runstatcmems This model assumed that only the propositional
structure of the text, and not the surrounding lesson matenal, influenced
LOIIIpIChCI\blon The greater the difference between the Support and No-
Suppur( modecls, the greatcr the mﬂuence of the lesson on mmprehcnsnon

-

Validity of Support Models. Comparing the Revised-Support,
Commercial-Support and No-Support models assumes that the 1two Sup-
port me’de!;; provide a reasonable processing description of the joint effect
of a particular lessop and'text on comprehension. In order to test the valid-
ity of this assumption, the Revised- and Commercial-Support models were
fit to the recalls of both the RL and CL groups. If the two Support models
desceribe the joint effect of their respective lesson and text on comprehen:
sion, cach modek should fit the recall of the subjects that received the mnod-
cled Iésson better phan the recall of subjects who receivedqhe other fesson.
Equations for each propositian were generated from the Commercial- and

/R\\ ised-Support models. An estimate ot the p parameter value was denved
for each ‘model by the STEPIT procedure (Chandler, 1975) using the pro:
poruon of subjects recalling cach proposnmn foi estimating purposes.
From' the egtimated p valug, ‘an index of fit in terms of recall variance
accounted for was calculated.? These results arg presented in Table 2

As shown in Table 2, more of the GL group’s variance is uccoimtcd for
with the Commercial-Support model (.390) than with the Revised-Support

4
v

4| hc Iurmuln wused to calculate lllc recall variance accounted tor was:

Lix P
1 S S,
rix, - xp

‘ . ¢
where x; ~ the proportion of subjects recalling an individual propusition
x - the mean proportion of subjects recalling a proposition
P - the predicted proportion of subjects recalling ap individhual proposition
R the proposihon mdex rummng from 1 to n propostions )
At altengative estimate of fit that could have been used is RMSD (cf. Spilich etal . 1979) calew-

k]
* lated as: s ) \

\/ L, - P :
e . .

When RMSD was used, the same pattern of resufts for cach group was obtiuned

I
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- * TABLE 2 -
> Relative. Fit of Revised:, Commercial-, and No- Suppon Models ™
L . " J
Index of-hl *
. Bigerial Correlation
Recall Variance Beiween Predicted Valueof p
Group . Mudcl : Au.oullled for - and Auuul Recall Parameter
- - NP, SUP DU URN JU N SO
waRevised - L i}
Supparrt . )
", _ Revised - oS A . AL .050
- ) C Support, - - « - ‘ .
“ v - . .
Conepeial - A4 576 . .054
. N ~ 3 ~
*  Support ‘ _ ) :
[y - . : . . -
No - ., 22 506 063
Support R S . - .
. Commercial !
Support e
Revised - .61 . 036
Support . _ )
Commercial 390 .60 ¥ 045
‘Support :
No ~ 07 o602 053 .
Support ) , ~

i
-

modcl (.361). Similarly, more of thé RL group’s recall var\iancc is-accounted -
for with the Revised-Support model (.415) than witf the Commercial--

Support model (.314). These résults suggest that both the Revised- and
Commercial- -Support models provide a n.asonablc index of that lesson’s
influence on comprehension.

In_order to assess the reliability of the above differences, t he recall scores

l’ft‘dlucd by the two models (Revised- and Commercial-Support models)

were correlated with each sqﬁject s recall. For each subject, each proposi-

tion was assigned a 1 or 0 indicating whether or not that pfoposnion had

been recalled. Using a biserial correlation, this set of | and 0 scores was then
correlated with the predicted recall of each proposition. In this way an esti-

« mate of how well the two models fit each individual subject could be deter-

mined.? These results are summarized in Table 2. Anrto 2z transformation

was performedson the correlation scores to apprommatc a normal distribu-
tion. An analysis. of variance with lesson (revised and commercial) as a
between subject factor and model appropriateness as a wnhm subject factor

was perlogned od the z lransformed LOI‘I‘C‘R"OI\ scores. The resul!q mdlca-,;.

Fre.,
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ted that for both,lesson groups, the appropriate model provided a better f it
than did’ the jnappropriate model, F (1,41) = 13.66, p<.0l. No other
effects or interactions, were reliable.

.
' -

Relative Effect of Revised- agd Commercial-Support.. Having
established that the two Support models provide a reasonable processing
description of the joint effect of the lesson and-text, the magmtude of the
influence of the lesson over gnd above the influence of the tgxt was com-
puted by means of influence scores. Thes¢ scores consist of the dif ferencein
the fits of each Support model and the No-Support model. The influence
score for the revised lesson consists of the difference in the fit- of the
Revised-Support and No-Support models. The influence score for the com-
mercial lesson consists of the difference in the fit of the Commercial-
Support and No-Support models. Thus, in both cases, the influence scores
reflect the influence that the lesson has on redall over and above that of the
text. As before, the fit of the models, which is -presented in Table 2, was

+

evpluated in terms of the recall variance they accounted for, using the -
STEPIT procedure to estimate the p parameter. .

The influence score of the revised lesson derived from these ses Ity is
..189. In contrast, the influence score of the commercial lesson is .08 .;This
‘result suggests that thie revised lesson exerted a greater influence on compre-

hension than did the commercial lesson. The greater influetice of the revised -

lesson on comprehension may thus be one reason why Beck et al. (1982)

found that the revised lessons'resulted in better comprehension than did the

commercial lessons.

To assess the statigtical reliability of these differences, biserial corre-
lations between the actual and model predicted recall scores were computed
for cach subject, as described above. These data are summariged in Table 2.
An analysis of variance with the lesson group (revised and commercial) as a
between subject factor and presence of jesson reinstatements as a within
subject factor was performed on the z-transtorined corrclation scores. The
results of this analysis indicated that the Support models fit betier than the
No-Support models, F (1,41) = 65.33, p<.01, and that this effect m
teracted with lesson group, F (1,41) = 592, p<.02. A Newman-Keuls test
indicated that the influence score of the revised lesson was greater than that
of the colmercial lesson, p<.0l. = - ,

‘Tive \llb]CCl;;.ll_l;c(‘ lrom the (‘mnnl_crciil- and twu |'n-)m the Bc.‘\rl\t‘d-i.t'\.\:)ll EEOUps Were
omitted from all the analyses involving the biscrial carrelations. These subjects recalled Jess
than 16 propositions. Tius low recall tcsullqd n an exireme imbalance m the proporiion of re-
culied and non-recalled propositions (6% versus 94%). When such extreme imbalances oeur,

. the biserial correlation is inaccurate (McNemar, 1949).

o
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~Reasons for greater influence. The above results suggest that the
Vrevised lessomsintluenced comprehension more than did the commercial les-
son, The question remating,” however, as 10 why it did 50" One explanaton
that can be immediately ruted out is the nuniber of text propositions rein-

T stated by the two lessons. The commercial lesson reinstated more text prop-

ositions (H0) than did the revised lesson™98). _

I the revised lesson didn"t reinstite, more ofthe text, why was it more in-
thagnnial? Oneresison may be that the propositions reinsiated by the revised
lesson were, on the average, reinstated 2.8 times. In’contrast, pn)posiliuns

remstated by the. commercial lesson were, on the average, rginstated only

LA nmes. Thus, even though the revised lesson reinstated fewer text propo-
sitons, it resulted in more total lesson reinstalements (278 vegsus 152).
Fhus, ff reinstatement Irgqucm.y yus a factor, it suggests that children in
the RI. group were better able to establish and link 1ofther the events
Comprising ‘the plot of the story. The reason the commercial lesson res@
i fewer lesson reinstatements was that it attempted to do more than simply
tugdight the text by introducing such additional topics as hbr.:r) skills and
nri Q|pprumnun N \ -

&

Direcr Versﬂs Indirect Lesson Réinstatements

Because the revised lesson exerted a substantial influence jon comprehen-

ston, 1t enables us (o consider which aspects of that lesson were responsible

fap, this infTuence. The lirst question 10 consider is whethet direct and indi-
rect lesson reinstatements of the uvascd lesson mﬂuencc comprehension o

-

an equal extent. . _ - '

Td study this |ssue'. two influence scores were computed for the revised «
lesson. These influence scores consist of the difference in the 't of a model
that mcorporates all the lesson reinstatements and the it of a model in
which one type of lessoh reinstatement has been omitted. The influence
seore for direct lesson reinstatements consists ot the ditference in the figol a
model incorporating all 278 lessow reinstatements (called All-Support). and
a model in which the 247 direct reinstatements have been omitted (c.alled

No-Direct). The influence scote for indirect lesson reinstatements cofisists
“of the differ®hee in the fits of the All-Support model and a model in JWhich
the 31 indirect rclnsmtemcng. § have been omitted (called No- lndueu)

The fit, in terms of recall variance accounted for, ofthe No-Direct,
No-Indirect, and All-Support models was determined by the STEPIT pro-
rcedure deseribed above to cstimate the p paramctc’? of a model. These

- et mass e \ L]

4 Hm stitendent should not he construed ax implying that library skills and ain appreciation

should nor be tughh. Albthan is implicd is 1hat having the child focus on such things during the:

—vourse of comprehénding a i‘.‘omplcx story may impair the childrens com®ehension of story
ernis, Lo - ' -

' * »
P .
. - i
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« » t . .
results are presented in Table 3. The influencescore of direct rcinsmlu:wms
derived from these results is . K36, In contrast the influence score of indirect
reinstatements is -~ .001. These mfluence scgres suggest that direct lesson
» reinstatements. ‘have an mﬂucncc on ¢ ichension over and above that.
exerted by indirect lesson reinstalewents, while indirect lgsson
N - reinstatements appatently have litsle influence on wmprchchsmn over and
above that of direet lesson Msaalcmcnh This is an _important, ‘though
hardly a surprising, findjng. It suggests that, for the purposessof directing
comprehension processes, little is gained by including: global references to .
the story-or askmg about children’s experience, without makmg contact with
~ the story. '
“To assess the slalis\cal rchabllny of these influence scorcs, blsenal corre- - o
lations between rhe model- predlucd and actual recall scores were computed ,
* for egch subject.’An anglysns of variance with model type (No-Direct, No-
-Indirect, apd All- Suppon) as a within supject factor was performed on the
\ z-iransfdrmed scores. The results indicated that there was a reliable dif- -
ference among the models, F (2,42) = 34.61, p<.0l. The difference -
. .between the recall variance accounted for by the No-Direct and All- Support
models ¢omprising the influence score for dlrccl lesson reinstatemients was
reliable, p<.05, Newman-Keuls test. The difference between the recall
variance accounted for by the No-Indirect and All-Support models
- comprising the influence score for indirect lesson reinstatements was Apt re- -
-+ _Jdiable, p>.05, Ncwman- Keuls test. ’ '

7 - L4

Effects of Indlvldual Lesson Componerr!s

Having localized lhe influential aspect of the revnsed Iesson to that of
direct reinstatements, wc can furthcr pmpoml lhe sofirce of thé influence of

N -~ TABLE 3
* Relative Fit of No-Direct, No- Indlrect, and Ali- Supporl Models
° . . ,J"_,. . - ..~ Index of Fit - - ) . C
—y _‘ - - "L s e tm et meem—m—— ,_-T..‘-. .
Y : _ - Biserial Correlation . '
- Recall Variance Between Predicted . Value of p
" Model Accounted for ~ ' and Actual Recall ) I’al.nnclcr
No 259 oS00 060 .
Direct . ) . . ’ 1
No A6 621 - 080 A
+ Indirect o : ' '
. _ _
Al © AL 642 . 080

Suppornt _ .
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these direct lesson reinstatements by considering the relative influence they
exert withjn each of the: four lesson components, Stary Preparation, SRU
Preparation, Pigturcs. and SRU Questions. To do this, faur influence

_scores were computed. These influence scores consist of the difference in

the fit of a model that incorporates all the direct lesson reinstatements and

the fit of a model in which the direct lesson reinstatements from one lesson -
_ component have been eliminated. The influence score for the Story Prepa-

ration component coosists of the difference in the fit of a model
incorporating the 247 direct lesson reinstatements (called All-Direct) and a

‘mode) in which the 102 direct Story Preparation reinstatements have becn

omitted (called No-Story). The influence score for the, SRU Preparati(?n
component consists of the dlflercnce in the fits of the All-Direct model and
a model m- whlch the 26 divect SRU Preparation reinstatements have been

. omitted- (mlled No- SRU). The influence score for the Picture component

consists of the difference in the fits of the All-Direct model and a madel in

. which the 37 direct Picture reinstatements haye been omitted (called

No-l’icturg). .The influence score for the SRU Questions component
consists of the difference in the fits of the Al}-Direct inodel and a model in
which the'82 Qirect SRUQuestion reinstatements have been omitted (called

\No-Question). As before, the fit of the All-Direct, No-Story, No-SRU,

No-Picture,” and No-Question models was computed in terms of recall vari-

ance accounted for obtained by using the STEPIT procedure to estimate the
'\',,'(_ﬂ . ) .
TABLE 4
Relative Fit ofA]l Direcl No Picture, No-SRU, No-Story, No Questlon Modeis
3 : Index of Fit
' o o o Biserial Correlation . .
Recall Variance . Between Predicted Value of p
Maode! Accounied fur and Actual Recall Pammr!n
All 416 647 080 (
Dhirect o o 7 _
- Ny 400 632 - 081
\R‘ l ’ N
N 183 . 621 050
Dnestion
No ' 367 , 608 N 087
Piwctire N
No, - 12 N 1] 083
Ston _ -

<%
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p parameter for each model’s equations. Thcsc rcsults are presenud n
Table 4. :

The influence scores for each component derived from these values are:
for Picture, .016; SRU Preparation, .033; Story Preparation, .049; and
SRU Questions, .064. These influence scores suggest that the SRU Ques-
tions and Story Preparation components exerted the most influence on

o comprehension while the Picture component exerted the least influence.

To assess the statistical reliability of these differences, biserial correla-
tions between-the model- prcdlcled and actual recall scores were computed
for each subject. These results are also presented in Table 4. An analysis of

) varmﬂcc with model type (All-Direct, N Picture, No- Story, No-SRU, and
No-Question) as a within subject factor was ‘performed on the.

z-transformed corrclanon scores. The results mdlcatcd that there was arehi-

- abledifference among the models, F (4.84) = 8.56, p<.01. Newman-Kculs

tests showed that the influence scores of the SRU Preparation, Story Prepa-
ration, and SRU Qucshon Lgmponcms were reliably greater than zévo,

p<.05, .01, and .01, respectively. The influence score of the Picture com-

ponent was not reliably greater than 0, p> .05. Moreover, the influeace .

scores of the Story Preparation and SRU Questions components were both
_rehably greater than that of the Picture component, p<.05, and 01 respec-
tively, Newman-Keuls test. Thus, of the four lesson components, the Story
Preparahon and SRU Questions components excrted the most mfluc.nu:

r.
DISCUSSION '

The i‘mpnrmncc of*the work rcported in this paper lies in the fact that
through the use,of modeling, an acconm of how children comprehend o

story presented as part of a directed reading lesson has been inferred. Thos

hypolhewcd account of what children do during a Icsson may give us more
msnghl into how to design reading Icssons than a 9|mplc description of what
children do after the lesson. .

One insight we have gleaned fr ¥m the present prm.cxsm;, description 15

>

Ny
)

(hat if a directed reading, lesson focuses svstcmam.allv on unmduunp

rclcvant background knowledge and highlighting Lcnlld| mmuu it will
exert a greater influence on how the children comprchcml the story than if il
does so only in a haphazard way. One likely reason our particular revised
lesson was more effective in directing how children LOI“pI‘t‘llt‘lldtd the story

-is that hac.kground knowledge was introduced, and the central parts ol the

story were reinstated, repeatedly, by different lesson components, The
revised lesson was ableto do this because it had no primary goals other than
to rginstate, and to introduce background knowledge important to, central

>
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sjory content. T hc commercial Jesson was not so single-minded, and also at-

tempted 1o expose children to” notions such as art appreciation and library -

Shillse The result was instruction with less focus and less etfectiveness in di-
“Eectmy how the children read.

Another insight we gained concerned identifying which aspects of the
revised lesson were the most influential. First, we found that asking about,

describing, or introducing general concepts exemplified by text events di-

teetly influenced gomprehension more than references that were very
peneral or involved the child's personal experiences witliout tying them io
the story, Second, we found that the Story Preparation and SRU Quosuons
were the most influental lesson comnponents. In general, these two lesson
components related the most directly to our lesson revision goals. The Story
_ Preparation component naturally lent itself to introducing relevant back-
" ground knowledge and the SRU Questions component naturally lent’itself
ta prompring children to connect central story content (¢f. Beck &
McKeown, 1981). I may be for th¥ reason that the influence of |hc revised
tesson resides primarily in these two components.
The processing description provided in this paper is far lrom complete.

Many important aspects of LOII\[)I'(‘hC[]_MOI\ such as making causal con- .

nectons, gonstructing a -macrostructure, and coping with ambiguities,
distant referents, missingccauses and other structural comiplexities, have all
been igmpred, However, we are cncoufagcd by how much we have learned
ftom the simple models we used. Indeed, the insights gained from the ex-
tended Kintsch and-van Dijk models used here suggest that constructing
more claborate models that can provide richer descriptions of compre-
hension s a promising direction. for future research on comprehension
instruction, <

»

. ACKNOWLEDGMENTS

J'he research reported in this paper was supported by the Learning
Research and Development Center, funded in part as a rescarch and devel-

opment center by-the Nationil Tastitute c.ﬂ Education (N1E), Unnted States -

Department of Education. The opinions expressed do not necessarily reflect
the position or policy of NIE, and no official endorsement should be
micited. The authors are grateful 10 two anonymous reviewers whose sug-

postions greatly improved the clarity of this paper. We wish to thank Ml’gr- :

tha Pople for her assistance with the data analysis. We also wish to expr€ss
i special thanks to Timothy Post for his theoretical and technical assistance
in statistically evaluating ahe_models described in this paper.

[ S




>

’ ' EFFECTS OF READING LESSONS 61

. . REFERENCES

»

Beck, 1. L., & McKeown, M. G. (1981). vclg&m quesnunslhul promote comprehension:
The slory map. Language Arts, 58, 9H N

Beek, | L., McKeown, M. G., McCastin, E. S., & Burkes, A. M (1919 Instructional
dimensions that “may affect reading comprehension: Exampley from (wo commerciat
reachng programs (LRDC .l_’ublicanon 1979/20). Putspurgh, PA: Umiversity ol Prshurgh,
L.earning Research and Development Center.

Beck, 1. L., Omanson, R. C., & McKeown, M. G. (1962). An instructional redesign ol
reading lessons: Effects on comprehension. Reading Research Quarterly, 17, 461- 481

Chandler, 1. P. (1975). STEPIT A fanuly of routines for optimizaton and the fitung v) duta
[compuyter program). Bloomington, IN: Indiana Umversity. (Quantum Chemistry Program
Exchange) * .

Clpger, T (1976). Reading 720: Lexington, MA.

~urkin, D. (1981). Reading wmplchenSlon instruction in five bxhal readet series. Reading
Research Quarlerly. 16, 515-544. * Y -4 )
hnesch, W., & van Dk, T. A’ (1978). Toward a model of rext Lomprchemmn and
produdtion. Psychological Review, 85, 363-394. *
Jastak, ). F., & Jastak, S. R. (1965). The wide range achievement test. Wmmngmu DL.:
v Guidance Amxmlcs of Delawate. .,

McNemar, Q. (1949). Psychelogical Statisnes. New York: Wiley.

Spibch, G. )., Vesonder, Gi. T., Chiesi, H. L., & Voss, J. F. (1979) Text processing of
doman-related information for indsvidualy wilh high and low domain knowledge . Journal
of Verbul Learning and Verbal Behavior, 18, 215-29%0. ‘ '

¢

- ., )




1. The chid was ashed if he o she kiew
whan raccoons are hike. .0
: \
- 2. The behavior of raccoons is Uiscussed,
mcluding 1he facts thar:
L X ?
a. Racyoons are small, furcy animals -

-

a
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B APPENDIX A
Summary ot Story Preparation Components of Commercial and Revised Lessoﬁs

C ummcn.ml l esson

that live in the woods.

b, "Raccouny are smari, curious animals
who sometimes get into mischief,
,

¢ Ravconns age good at removing
parbage can lids. .

Raccoons usually rinse ther food in -
A siream or river,

~¢l.

v The cluld was 10ld 1thin he or she would
pet 1o hnow a riaccoon through the siory,
d 1ha tc anthor wished 10 have the

astory read Yor enjoyment.

4. The child was wold 10 look for some
unusual thingsthar happen 10 Mrs.
NMeGinms as a result OF a raccoon.

T e e B e e e —aam - o

Revised Lesson

1. A piciure of u raccoun was shown and
the idea thas raccoons appear as if they.

are wearing 3§ mask was introduced. The

- child was asked about kinds of pcoplc
who mlghl wear masks, 1oward -
establishing that bandits weat masks.

2. The behavior of raccoons was discussed,
including the facr tha Jaccoons
frequently live ncar peoplc asa
convenient food source, and |hal they
hum for food ar qighl. } .

3. The concepr of hybit was jucoduced.
Lxamples of habits that peogile have
were presenied, and the child was asked
to contribute a habit of his or her own.

4. The concept of habit was specifically
hnked 10 raccoons. Anmfoduced here was
the raccoon habi of picking up and
carrying off Ohjt.‘t.l‘. lhal lic in_his or her
path. \‘A .

5> The concepr (‘)I' coincidence was
imroduced by a siory example in which a
stuck thermos lid was loosened by being
accidentally knocked 10 the floor. Then
A seenitrio was set up which the child
was guided 10 complete by telling abow

. a coincidence thar could oveur, .

6. The experintemer concluded by telling
the child thar Mrs, MeGinnis, as welk as
the Taccoon, exhibited somie habits in the

story, i that some coincidences occur!

-

-ﬁq
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n APPENDIX B : 3
SRU Preparation ot Revised and Commercial Lessons
Commercial L.esson Revised 1.esson
SRU L ) A . y
1. Look at the picture ot the 1. Look ar the picture on this page. ,
v raccoon. 2. In the picture yoy/ian see the raccoon
2. Is this the way a raccoon really and Mrs. McGinnus. ;
-, .
Juoks. * - ). Read the page 10 find out about the
3. Read the page 10 find out more raccoon and Mrs. McGinnis.
. about him. ’
SRU 2 P e
4. Read this page 10 find out what 4. On this page you'll find vut about some
1,3 .. kind of person Mrs. McGinnis of the things Mrs. McGinms always !
A . is. , * does-—you know, her habils.
¢ . o
$. The things that she does and 5. You'll also find ow aboul somethmg
- says will give you an idea of . she did one night that was special.
- the kind of person she is. . ) . ,
SRU A
6. Mrs. McGinnis has made her 6. Mrs. Mctinnis has madg her wish and
wish and gone to bed. © gone 1o bed. ’
1 >
7. Look at the pictures. 7. Look at the piciwme across the bononr
C { th ages. '
8. What do you think is going o the two pages
10 happen? 8. Who is the raccoon lookmg m?
. 9. Read these two pages 10 find 9. On these pages ydu can Ind out what
out. ) the raccoon did and why ithe two men
_ . A are-there.
SRU 4 .
10. Cap you tell from the piciures 10. 100k a1 the piciurc across the top ol
what v happening? v : the 1wo pages. ' .
. 1. Read 1o find out what the men 11. What are the men doing?
1 § itle :
ry to do ‘““_' wha the li h- 12. Read (o find out whar the men do and
. — Taccoon-does as-the-men begn .
. where the little raccoon govs after the
to catry out their plan. - :
men cairy out their plan.
SRU S
12. Do you think the artist empoyed 13, 1 ook at the pictuie across the 1wo
Hlustirating this story? pages. .
13. What do the pictures tell you? t4. As you read these pages you will ind
. " h P v !
14. Read these two pages tv find out why the men are runnuig away and
_ what the raccoon does alter the men
oul whar the bands do. _ :
leave.
., . -
BEST COPY AVRILABLE
O ' . . .
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APPENBIX B (Continued)

- SRU 6

Commercial Lesson .

v

’ v
. Do The pictures on these pages

teth you how' the story ends?

. Read to find ow if the story

has a happy ending.

16.

b. ¢ "
Revised Lesson

e e o —— b mro— 4+ —m =z [Ep— v m e em——

18.

You're going 10 read these two pages
in just a minute—but first remeniber
that just as you stopped reading
before, the men were looking right a1
the little raccoon up in a tree. —

On these pages you'll find oui what
happens to the moneybag that the
raccoon left.

h 3

PAruntext provided oy enic [l
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A APPENDIX C _
Summary qf Picture Content of Revised and Commercial Lessons :
Commercial Lesson . Revised 1 esson .
R NP S e st o ot A et e e et < e s
SRU 1 and 2 ' @ .
I. The niccpon is in an apple tree I The raccoon is sleeping i an apple nee
. 1hat is nexi to a house. Mrs. thai 15 next to & house. Mrs. McGinws
) McGinnis is carrying pails of * is standing in the doorway of the house.
cort and a bundte of hay 1o a
cow and 1wo pigs who are 2. 1 is night, and Mis. McGinms is on her
- looking expéctantly at her. doorstep looking up at the sky
. AN
SRU 3 h
- . 2. Thé raccoon s hiding behind a 3. The raccoon is hiding behind a 1ree,
tree, looking a1 1wo men who looking at itwo men who are next to
’ are next o their horses. their horses.
© SRU4 .. -
3. .;The iwo men have tied up the . 4. The two nten are lcadmg the cow and
cow and 1wo pigs and are - ) 1wo pigs down a road. l‘hc Faccoon i ]
< carrying them away from Mrs. following. . . -
McGinnis’ house, The raccoon ~
is following. . " P ,
SRU § : : ‘ r - -
v . L. ! X v, o .
. 4 The raccoon is in a tree. The S. The raccoon 1s in a tree T he men ook’ -’
" cow and pigs are un'dernealﬁ’lhc scnred and are runmng awﬁy Irnm the
tree, still tied up. The men look raccoon. v/
- scared and are running away 4 .
from the raccoon. " N
SRU 6 ' . . , S S
. §. There is a barn with the cow 6. Theré is a barn. The bar is ncxi,’.'m Mrs.
and pigs looking out. Mis. McGinnis' house. It is pight and M. -
McGinnis is jumping in front of McGinnis is leaning againsi the apple . ’
' the barn. The barn i3 next to tree that is next to her house, qulmg
Mrs. McGinnis’ house. The Com the-barn. -
raccoon is in the apple tree thal " ; S :
is next to Mrs. McGinnis' house, ; L
« There is a slice of bread on the " ’ T '
doorstep of the house. ca .
ke -

«~
-

T L S TS
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APPENDIX D

SRU Questions of Revised and Commercial Lassons

66
GOk 1

SKRU 2

SR A

SRU 4

'y

. Did Mrs. McGinnis get her

. Why were the 1wo men gaing -
1o Mrs. McGmnis' house? 12.-
JMeGinnis' house?

werc gone?

’
¢

Commercil Lesson

. Do you think a raccoon can be " 1.

2. What does it look like the raccoon

tamed?

. th”rc did the mco:ooh in the

story live?

IHow did Mrs. McGinnis care
tor her animals and the 7.
raccoon?

'

Have you ever wished upon a
. .

star?

Whas kit of wish did Mus.

McCGinnis make? -
t

. EFrom the Kind olwish she

made, what do yeu know
about Mrs. McGinnis? .

I

/ 8.
wish?
~ What did 1he raccoon do? 9.
. Why did the racgoon swish s
bread in the water? 10.

. Where can we tind out?

. Do you suppose they were right

Jqhont Mis, MeGhntis ot .
findurg out that her annnals

v

Why do you suppose the men

wore masks? .
25

]

Revised Lesson

Who lived in the apple tree? |

has around his eyes?

L 3. Who lived in the house that wis next
. What did you tind gut about 1o the raccoon’s tree?
the raccoon that you couldn’t ' : ‘
el by just Iookmu at the - !
picture? .
Howcould you tedl.that the 4. What did Mrs. McGiimis do when she
ticcoon hved nea Mry. , saw the star? N
McGinnis? \ o
_ : S. What did she wish for?
' ' 6. What did Mrs. McGimnis put on her

step for the raccoon?

Did the raccoon lmow the bread was
Iur him?

.

Why did the raccoon come down from
the tree?

Alter the raceoon ate the bread, why
did he ook tfor more mod’ :

What did the raccoon do when he SAW
the men coming?

1l. Where were the men going?

Why were the men going 10 Mrs.

1. Why ;Iul the men go 1o Mrs,

McGinnis houae"

lBEST CUF\’ MAMBI.E
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T Commercial Lesson, F Revised Lesson .
- e e e e e b, e b et e o e oo i s mems e - .-
Do 6. Why did lhe'\_rl‘c':oon follow 14. What dyd the inen put over thcu'l..cm.'!\&,
them? ': _ , S '\\"h;:rc'\were the men walking alter they
’ " 17. Were the 1obhérs calm and surg left with the cow and pigs? .
apn\;l ;lealmu ll:c cuWl l|:'?d 16. Because the men kept heaning nmses, e
pigs? How could you le what did they ihink was happemog?
’ 18. What "“de. the men'lhink , . 17. Who dhd the men seesn the tee?
; someone was following them?
’ : 8. What parl of the rauumn could they
19. Why did the raccoon climb a see? <
. tree? : " °
- , «a ' » P
N 20. What did he do when he got Y
" ‘there? , ’
217 How do you think the men fel ) . . '
‘when they Iookcd at the litle IR
) raccoon™ ‘ ‘ a/
SRU § ' e , . . '
22. Who did the bandits think the * 19, Whordid the men think they, saw ui :
. ) raccoon was? ¢ the tree? - o N
21. Why do you think the raccoon 20, Wha did the mcn'_do when they
.swished the moneybag in the thought l‘\ey saw @ baudit? ~
water? * 21. What did one ol the men 1085 on the
, 24. Did he puiposely leave the ground? | '
- for Mrs. McGinni > ) '
mungyhag ' ) innis? 22. Whai was the raccoon looking for when .
. 25, Woulda raccoon know or care . he went back to Mrs. McGinnis'
about a mor_ley’b\as? : T doorstep? )
L] .
’ 23. What did the raccoon do wuh lhc ' oW
"~ moneybag when he didn’t find anychmg o
: ‘on the sieps?, . . -
-SRU 6 ' _ _ ' RS
26. When did Mrs, McGionis find. 24 What had been lett on the doorstep | f
~ the moneybag?” thak Mrs. McCinnis found in the N
.- 9 . - . - PRI
) 27. Whai does she immediately nmrnmg . -
plan to do with the money? - 25. Who Ien the moncybag bn the % .
. . . ' .
28. What does Mrs. McGinnis _ doorstep! b
think is responsible fo1 her 26, How did Mrs. McGinnis think the
good luck? © moneybag gof there? . o
Y ' a 3 §:
. - 27. Al the beginning of the sl()l‘y. wha| did
-7 . Mrs. McGinnis wish forv -
L 28, What did Mrs. Mt(nnms do with the N

money Jo make the wish m‘me tne?

P T T e



