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APPLYING AN INSTRUCTIONAL PSYCHOLOGY MODEL
- TO ANALYSIS OF THE READING TASK* C

Barbara Vance**_
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Durlng his |naugural address as Rector of the Unwersuty of Saint
Andrews in 1867&John Stuart M|II said this about geheral, educatlon (hls

use,of the term "men" can now be construed as a generlc term referring

_to both men and women) . A o S /:/
. . ) IR

. .
P

Men are men be?ore they “are- Iawyers or physicians or merchants. R
‘or manufacturers; and if you make them capable and sensible/men, AA
they will make themselves capable and" “sénsible lawyers. or p}'}y\si lans
What professional men should carry away with-them_ frgm a}ii

-Is not professional knowledge, but that which™ should divect ;

of their professional knowledge, and bring the light ofxgener:ai culture
to illuminate the technicalities of a special pursuit. M n ;na e/
competent . lawyers without general education, but it. depends on.general
education'to make them philosophic lawyérs--who -defmand, -and are
capable of apprehending, principles, mstead‘i} mer/ely crammlng

their memory with-details., . o // ;«';w

Professor Gordon Cralg at Stanford Unlvers1ty adds th7l{, ."Speclahzatlon

if it begnr]s too soon, has a narrowing eff)ect not only upon vusuon but
' A
also upon values (Craig, 1975)." ' e //

As had bccurred at Stanford, admin'i“s’trat,iOn_and faculty at Brigham
. . . ) ’!(f E ,7 .

Young University recognized that the put‘posfe/of;'a'university education

. ! " _—_ ]
was to prepa%students ‘to participate in. a“n‘d contribu’fe to their larger

o f —

- society as well as to prepare them for work in specialized fields. - The
, ' # : a

‘Ia,rger goal meant getting away‘ﬂ‘om"the _"cafeteri.a-'styie of miscellaneous
: ! .4 o f RS o ) )

.

- Paper presented at the Internatuonal Readlng Assoclatlon conventlon
Anaheim, Callforma May 12 1976 :

. .e‘

Assoclata;Professor lnstructlonal Sclence and Child Development
and Family Relatlonships, Brigham Young University
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education" in t'hc -thical general education program and proViding for a

* ~ «

more coherent pragram in the natural sciences, social sclences and th

s Organiz/ed/

. } . ' . ]
on campus to set policy for-and supervise the formidable task of revamping

N

humanitie§ and fine arts. In 1972 the GeneraI»Educat.ion Council ‘

the general education program'to fit the'broader goal of a’university general .

education program for.all students regardless of acagémic specialization.
\ v

cil' was, established,

.
L2

At thé_same time the General Education Co

a newrdivision was formed "at the university’ capitalize on the knowledge

available in a new f}el 4 now called instr tional“ science’. A major sub&ivision
. , _

of this new field is ca*ll,ed inst'ruction psychology, a pre.scriptlve science

of lnstructnonal design based on tie descriptlve science of Iearmng psychology

and the latest developments in mstructlona_l technology. (P,arenthetlcally,
~ . . * . . . ‘ .

let me suggest that technolggy refers to far more, than electronic hardware

'such as reading machings and computer-assisted instruction.) ~ Afinstructional

ehensiVeJ‘areas of general education. Reading was constdered one.

/of these major skills areas. The other skills included writing, mathematics,

e B e e gy e e A e on e esbarm . Ve oAyt Ay ST RSB




physical fitness and verbal skills. This pape}' describes the instructional

-

~ design model used to analyze the major tasks required for critical reading

skill and to develop instruction revolving around these major tasks. It

was recognized by the General Education Council that critical reading ability

was essential if students were to d'évelop the capability of "apprehending...prin-
- :_‘ € ) .

ciples, instead of merely cramming their memory with details."

A Systematic Approach to Instructional Design

and Development of a Critical Reading

A
-3

. ) Ihstructioqal"é}géfam' - b v .
- The five major steps in instructionalidesign, andvdevéIOpment and -  \ ‘
- their major subdivision‘s are as'..folﬂlows: ’ “
1. Analyze the iﬁstruo[éwa_l problem S | i

- A. Determine existing conditions

B. betermine Iimit‘ationrs of insfructional factors -
R C. ;"Dé‘term‘ine neéds_

D. Defermine goals
2. Determine the'v instructional objectives - ' -

A. Determine what there Is to teach (identities, definitions,

o

propositions) .
“,B. Determine what should be taught (based on problem analysis) - -
'C." Determine content sequence - ' ' R
D. . Determine the instructional objectives ' ' / ‘{
. ; :
: / /
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Determine the instructional pr@:edures and display devi‘t‘;es .
A Determine the nature of the primary presentation forms
. » . :::" ‘\

(for content and for student response)

Determine how to represent the primar9 presentation forms

‘(mode bf representation) .

Determine the. nature of instructional 'helps (prompte(rand .
feedback) for the primary presentatlon forms.

-~

D. Determine lmplementatlon and management procedures
Develop the instructional program’ ’
Evaluate and r.evise the instructional p'rogram_l '
A, Conduct"fo'rmative evalua_fion of the developing'-program
B. Revise the instructional program .based-on formative data

'Conduct summative evaluation of the revised instructional

program | | .

&

D.  Revise the instructional program based on summative data

-

E. Implement the instructional program.
. 4 .

-

Before | explain each of these steps, fo_c"using' particularly'en steps 2 and 3,

“let me define four basic concepts--"instruction,” "curriculum," "learned behavior,"

1\

, : - {
and "instructional development." Instruction is "a specific effort by the .

instructor to modify the ‘environment in_such a way that specific learned

: ' 3 . : 4
behavior will resultin the learner" (Vance 1973). It is a process Curriculum '
is the co'ntent or subject matter of mstructlon, in thls case readlng Learned . -

behavior in this context is'more or less permanent, sequential b'ehav:or _
- ” ) . A .
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change in the student resulting from training, obserVati,on and/or p’rag:tice.

¥

It is the desired product of instruction.- Instructional development is the

systematic planning and production of fhose envirohmental elements related
‘to the instructional objective which, when used ‘as directed in the instfu'c_tional
process~; will. most Iikely lead to the desired learned behaviof. The steps
in i"n‘structional development described in the-remainde.r of this'paper‘ should
occur before the resulting instructional program is implementéd on ébroad
scale in the instrﬁctional process..
STEP 1: ANALYZE THE INSTRUCTIONAL PROBLEM |

Too often college_: pro;essors and ins‘tructional service-peréonnel jump
into instructional development without a_dequa’_tel"y anaifzing the si'tuati.on |
to find out if a real instructional ;)roﬁlem exists and, if so, what the goals
of instructional developmeqt' should be based on existing cbndvit‘ioqs, li;nitatioﬁs,
and needs. Time does not allow én exhaustive descripti‘on 'of‘the problem
analysis"ttl?t occurred r‘-el‘gti.ve to the reading problem at Brigham Young

rs

University. Such questions as the follom;ing had to be answered: What
‘ L

skills do‘ehi?é*rihg stu/dents bring with them? What is-the trend relative

) -

oo, F
T \,(','t

to--t,h_es‘g entering skills from year to year? 'What reading skills prc;blems

‘are most often manifest bly students during their coursework at the t_ini\)ersity?
.What‘tests are presvently av_ailabl'e to assess reading skills? Wha't'reédking
skills 'are‘ not cbveréd by available tests? Wha’yt reading skills' prograr:s

f

are presently available for kstudents? How efficient and effective and motivating




. ~ o . , o e
are these programs? How many students are afffect.ed, by such programs? ‘

“ .
.

. . , : IS
- What equipment and materials are presently available for use in reading-skills

{

instructiorxsl programs? W'h'_at new areas for reading instruction should be

developed? What are the budget limitations for the development and implementa-

- . N
- -

tion of reading skills programs?
/
National statistics indicate a continuing decline in verbal -scores on

the SAT and CAT, the two major college entrance 'éxaminaiions. Entering

st‘udgnt,{;d‘a"t: Brigham You_hg_ UnM]ei'sity fi%t_\-.the.‘s.e' national trénds" each yéar.
'l"hes'e‘ declining 'scores have caused educators ‘acrosé the éouniry ‘to search ’ ‘
out the causes‘ ancj to Suggest ébme remgdies. Uhfortun.ate;'ly the causes
ér;e mény ‘aﬁq.inextricably intertw.i'ned. The diagnosis of a cause of a *
v . . . :

phenomenon does not riecessarily suggest a prescriptioh for its eradication.

1 ~

But it does alert educators to a likely ihstructional probplem.-. s S .

During the spring of 1973 a survey was conducted with BYU faculty

]

members and students and a brroad sample of members
' ’ " » ) R : .
in Utah, Arizona, and California (BYU is a private in

f" tl'ré LDS Church
itution operated
‘by-t'h_e LDS Chur;:h)'. Among other queétio@, thé survey aslfvc:ad’ faculty
to inaicate which one of f;ur.spec}fiéa readin.g skills most daytime undergraduate.'
sfudents needed the greatest”amount- of improvérﬁent, in their opinion.

Students. and merﬁbers outsi'de.'of the uni.'vers.'.itly Were asked a similar qL;esiion _
except. they 'w.er‘e_."t'o answer in terms of the ski_ll each person feit h'e or

]

she needed the most improvement. * The foar reading- sRills specified on

v )

n

+ » n
T
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- the survey were speed, understanding and co\mprehenslon, rnernory and
. s, . ’_
retention and cr|tica| anaIysis The results of this survey are shown

in Table 1. T

= ' TABLE 1 HERE * A A

Eit’he'r‘speed or'n:_i‘w‘e‘mory (retention) was perceived as the most critical i
. IV Ty : ’ A E
reading need by’ 73 percent  of the mémbers and by 67 percent of the students..
. In contrast,-only 10 percentof the faculty viewed one of these two skills

as that most critically needed, by students. . Students .and members were
evidently reacting', to .the quan'tity of-reading -expegted of them and to the o

memory load lmposed by this |nformat|on exproswn. On the other hand, .
faculty do not face this problem in thelr roles but are continually confronted

i

* by the seeming inability of students to come to a conceptual understanding

.

front written discourse. The faculty viewpoint is well expressed by the

°

written” comment ,of one professor: "Far too many of my students cannot

4
]

read ,to*comorehen'd.' They are surprised to find, after one has laboritously

N}

¢ ’ pulled them through a topic, that the text explained the matter clearly.

- They appear to be conditioned-to gaining comprehension only through their

a

; " a
ears. _ )
\ N - . . . . o -

It may be that the category of s Eeed was |nterpreted m more than

one way on the survey. Some students and mem.bers may have been thinking- .

N4
»
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of the Evelyn Wood type of speed rga.ding, but others may have interpreted .

their owh lack of fundamental decoding skills, the kind which should have

been mastered in elementary school; as a speed problem. Certainly these .

-

are very different types of problems.
. ' -
Unfortunately, the whole area of affect toward reading was ignored .

by the survey. Two faculty members commented specifically on this area.
) The professor quoted 'abeve wrote the following: " (Many) students have not

read beyond.the absolute requnrements of their coursewo’rk Relative to

a ‘university, they are close to being functionally illiterate. They are rgasonablx
7 T

well acquainted with the mechanics gf_reading, but are innocent of !_t_§

j'g_x...(Many have never read even a novel except by assignment.)"

* As a ,rfes.ult’ of this ins.trucﬁonal problem analysis, fi\ie major goals
for the reading skills p}-ogram were determined: .
--1.' The instructional. program will !Ane cost effective. Thet is','the
’ instruetional program will -result in no more; and hopefully less', eXpenditure
of- funds than eresen:t rea'ding s;<ills p.rogravms. on camb_us‘.‘ a
L ‘2. ‘The instructional program will, be efficient: - That is, the students
- in the program will I.earn the skills designed in the program in tl'Jla same |
amount ofi time as present pr'ograms" and, ‘prefenlably; in-less _time.v
‘ | 3. The instructional program will be effective. That fs, the students :

,v\}i‘ll learn what the program is designed to teach’ They will accemplish ‘ ‘ R

. - ' . ' o : . RS
the “ifistructional objectives. Students will demonstrate skills in at least -

: .
Y N , . .o 4
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these four basic reading skills areas:’ spe,ed,' memory (retention), t::omprehensi\on",

. : B ' ] \." ".. /
and cr|t|cal analys1s ) e o .

"f The instructional program quI be mot|Vat|ng That ls, the students

¥,
.W|Il enjoy the |nstruct|on- as’ reflected -on thelr evaluatlons of the course,

studer’uts ~and in the amour‘mt

&

in their conversations with instl‘uctor:s' and-ot

5. The mstructlonal program quI be mdivjduallzed That is, each

f v

student may achieve the objectives of the course at hns own pace and may Tl
seIect‘from the learning.experiences available- to him in' the program those
he feels will help. him best achieve the objectives of the program.

1S

STEP 2: DETERMINE THE INSTRUC_TIONAL.O'B}JECTIVESW,.
Obviously there is 'no‘point in instructional_developlih'en.t unless the

developer kpows where he is going. Goals are not enoughq. They are

-

¢

general, not specific."

/ When Robert Mager's (396&) booklet on. behaviorall objectives hit /
the educational community Itke a storn'l; in the vear/lz_ﬁ‘(')'s many edUcators,

were severe critics of the "behavioral objectives“ movement. . They feared

such specification of learning outcomes would mechbnize and dehumanize

the dducational process. To a degree the critics were correct. Many objectives

-

7

were so trivial' they could easily reduce the s_t_udent to a rote memory- robot -
if used |n }structlon But just-as our modern technology can produce

jet aircraft far better than a|rcraft flown by W|Ibur ‘and. Orvulle erght .

¥




" involved in the determination of instructlonal objectlves T

" development. Any given subject matter can be subdivided into identities,

. . g - . - .- . . .
/ - Lo N . ~ .

! . T . q ' -~

at Kittyhawk so, can today S mstructlonal objectlves far surpass the kind.

described by Mager.. lnstr-uctlo_nal pSychOlOgIStS 'and sutzject matter spe.ciﬂlists |

LY Toe

: 'know fa|' more about the instructlonal process and ‘the content areas of ' )

.lnstructton today than they dld adecade ago. Ther.e are a‘t ~Ieast four tasks

~

Determlne What There Is to Teach ) | R | . ' y v

-~

‘Subject matter exn-sts independent of the Iearner. We impose some

"
1

form of order up07 ect matter accordmg to our educatlonal purposes et

_in this case lnsty ctional objectives. This idea is relatively new-in instructional

e o

definitions and propositions as described in Table 2. This procedure_ is

"

not the same as topical outlines. There is not space to discuss in ¢
o - : N

the most rece.gt work done” in content analysns ‘The reader isteferred

to Merrlll (1973), Merrill & Bottwell (1973) and Merrill 8 Yibbons (1974) .

o s 7 S
However, before adequate instructional objec_:tiv,es can ‘be planned in a reading
" . X ) N ] . _ .

skills program, the goals identified during the problem analysis.step must

- “be matched wuth the |q[ent|t:es, _concept deflnitlﬁ and proposnt:ons in the

varlous areas of readlng skllls content (i.e. understandlng and comprehenswn,

speed_, memory‘ (retentlon),,and crltlcal analysis) . Each of these areas

can be divided info hierarchies and heterarchies ‘of identities, definitions,

" and/or propositions related to a given cultural expectation.

P G Ry sk R e AR L AR 3 PN S e S i A P .
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TABLE 2 HERE

- Let me pbiht out that this stage c&’instryctiopal' develpﬁfrﬁe_nt. is :the

most time-corisuming an¥ perhaps-the most difficult of all ‘the steps in_instructional

development.. This step in our analysis. of reading skills content went ,J

'3 .

, t_hroy@h many phases, trial-and-error ana'ly;§is, ‘and deéd*énd streets. -

3ubject matter exp/erté)aré accustomed to viewing the structure of any given
, - . s -

\ - _ {
- content area of the curriculum in terms of topics and outlines. * But a broader

vision and framework for the content structure is required. Just as the

s

architect must depend upon engineering 'specialists in the ‘various typ-e’s
of building .materials an\H equipment to tell him what is available wi’th'which»
to‘design‘ the buildings, so must the instructional ‘psychologist depend upon

subject-matter experts, in this case reading skillg_ sﬁecialists,’ to tell him/her
. . ‘ - ‘ o

what basic content.is available with which to design instruction. But few * .
L . ‘ : v -

subject-matter experts. agree on basic content in any

academic field. My
~ = ¥ _

colleagues on this symposium today were the _subject-métter experts on.

this reading program. Each could tell and write volumes about his or

her experience,during this phase of:instructional development. - As’in politics,
compromise  was necessary- and did occur. ‘The difficulty of this step is = .

geometrically increased with t-he}‘addit'io'n' of each nf;w sukject-matter expert

. to the development team. The twi)'e‘of instructional developmep¥described

&

v 1

\ Y . i

11
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heréin is rot recommended for those who are interested .in building their -
L ’ * ‘ . : g € Yo
own IittIe academic kingdomsi s I
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Determine What SHould Be Taught el
- I
i

The llét of identities, definltions

and propositions deriVedﬁn the

previous Ilst_was too Idng in the deveIOpment of the readi-ng. skills program.

It gene'ra,lly“is in any con‘tent{area. During this stage of instructional

. "development a decnsnon must be made by the subject-matter expects X\ ' ,

-

consultation wnth the instructional psychologist aboutiwh'at should be taught.

Generally this decisnon is based on the content goals outlined during the
. _

problem anaIysls The dec|s|on~was based on the answers~ to the following

7

questions: What readlng Skl||S are most needed by students at the universit T

JNthcepts and/or identltltes must each student knOw before he can demonstrate

L]

any given ‘skill? This |s not a once-and-for all decision. That is, often '

in Iater stages of |nstruct|onal deveIopment changes will be made in"content

-
-

as a result of. insights galned farther down the lnstructional devel0pment

road. BUt the basic decislons about what should be taught shouId be made

at thls stage in instructlonal development The following list of skills o

areas was determined for the readlng course durmg this stage of development‘

. '
1] Cok

!
reIatlonshlps, premnse-—eonclusnon relationships, memory skills recognltlon

. |eve|s of generallty, fact Vs, oplmon, descrlptlve relatlonships, cause-effect

and recall, |nterpret|ng graphlc data and sklmmlng and scanmng Ispeed

[

reading. Concepts and proposntlons relative to each of these skills areas

[y




- N

. were identified. \ No identities were Identified for the course inas;nuch as
they were not considered essentiai to any of *e skills\areas-in rqéding.
Before instructional development was completed for"trinal with students du-r:fr‘\g _
fall semester of 1975 this list of skills areas together with related concepts

.

"and propositions was slightly modified. This modified list éppears-in Table

3. It was decided that no real hierarchy of content existed rglative to

these reading. skills. That is, it doesn't matter in which ordei the reading

[ N
skills are studied. .
' v
TS : . "
“ % | TABLE 3 HERE -
— —e — " W Ed ' “T;
; .
) Determine Content Sequence . .
' t
. » _ ,
‘What concepts (definitions) must .be learned before other concepts .
. . s ,’" . - . N

can be Iearnea? What concepts must be learned before specifi; prqposltibns
can be learned? Are there any identities Q’mat' must be learned bgfore parfticu-
,'Iar concepts or propositions can be learned? The answers to thes;a duestioné
ir‘wo.lve the prc;cess of‘sgquenéiﬁg i'nstrucéion. Y A )
There are'a >no hard and fast rules for. the optimal 'seque"ﬁé\ef content
in any given subjec.t-mattér.' There is -not ,enough information’ a\'/ailab'le’
yet from research with human information brncessing to provide fool-proof
rules. '.l.'ﬁe éub‘j.gct matter expert's and,instructior;al stchologist's commqnu

L ’ . - ! . y H " : / ’
sense and observed data from students can provide clues for the most desirable
1 ) . ‘j . . ‘ . . -

- . s -

&
'

l '

N 1
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L™ N . /

instn,f't)ion.. Sometimes it doesn't really matter in which order the content o

is presented. During this step of instructional development of the reading - L
. - . ) ' ) . ' . -
skills p'rogram it was determined that no best sequence was desirable. t
14 ’ : .
That is, each major skills area could be studied independently of any other \

: ski'lls\area, and there generally was no hi;arar,chy of .concepts or,propositions
. ) .,

to be le3rned,jn any given skills area. A recommended order was determifpéd

P

' LW .
nstructional program, beginning with levels of generality. However,;, - > .
L3 R . \

+ ¥

for tt

&7

such a sequence is only a recommeqdation, not a learning necessity. - ‘% -
L . . i . a‘ ‘f

De(er;mine the Instructional Objectives e - ' .

- When identities, definitions, and propositions in each curriculum
content area have been identified, the next step Is to translate these into.
b N . -
instructional objectives that are specific and measurable. It is at this point

where behaviorally stated objectives become Important in the instructional

planning process. 'But it is precisely at this point where- criticism can

-~

be leveled at many,; if not most, instructional objectives in higher education.

It is here that objectives can become trivial. : Lt

1y

A fel years ago one of my colleagues spent several weeks planning

’

_'behavio}'al objectives for a psychology course. He arrived at the stupendous
number of 5,257 objectives for a one-semester three-unit course! You ) \
probably have heard of fellow educators spending their time at ,workshops

Qbefore school starts in the. fall- or even during the school year grinding
(4 ' - .

. ¢

out behavioral objectivé%or. various content areas of the curriculum. Just

5 | | 3

-

i
\ . .
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_dqubling about every five years at the present rate. Thus, jt is impossible
- » . s
..'area-—'or even that he needs. to know to cope in the world. Our responsibi

so that he can meet each new challehge or/problem and find his own bes

- of instruction, it Is a relatively simple process to generate classification,

';o'tekzx the student all the information there is to know in @ given content

7.
. [}

as with my col.iea'gue, you will find that most of these objectives begin

-

with "be able. to néme " "be able to tell...," "be able to identif

L4

"be able..to state," and so on. In other words our colleag e'/)wave been
caught’ In§a trap- where they are Iimited to observable behavio § which

are usually !ow—level memory behaviors (i.e., name, teIl list, identlfy,
/ A

. state)‘ They sf':y to- themselves "Certainly there must be more to objectives

than thls " And there certainly is. Consider the fact that knoWIedge is

.

~

/ .
then, is to plan most objectives where the student will "learn how to lear
< .

‘solution when no one i$ there to show him what to do. What | am sugg stI.ng

’

is that we should emphasize ob]ectives that require transfer behavior o

t

-~
.

oo \ . . . [
in other worg*s,v classification, rule-using, and rule-finding objectives described

i

. ; v
in Table 4. Once the decision is made as to what concepts. and propdsitions
. 4 ' i

v

a student must learn in order to achieve the goals of a given content area

rule-using, and rule-finding objectIVes. That is, if we can determine thé
basic content related to any given area of theé curriculum, objectives can
be determined to fit the model for any given type of behavior. There is

a_discrete set of characteristics of objectives for each type or level of behavior,




including memory behavior, classification behavior, rule-using behavioi"",‘"

and rule-finding behavior (see Ta?lm

TABLE 4 HERE

. The instructional objectives in the réading skills program generally

fit either the cIasslficatlon or the rule usmg category That s, each objectlye

o
K

is designed to measure the student's abllity t& transfer what he has Iearned
' , .
to previously unencountered instances of a given concept or proposmon

7~ Only 18 instructional objectlves were determlned for the course to fit the
eight skilly areas |dent|fied in ‘the reading ‘content area of the general educatloh
ih,a

curriculum (see Table 3). Table 5 is a list of these 18 instructional objectives. "

This is a distinct contrast with the prolnferatlon of trivial memory objectives t

in the typical college course. How instruction was deslgned to teach these

18- instructional objectives in the reading course is the subfect of the next

step of instructional design and development.

~
~ .

1/f’\'ffective instructional objectives have been deleted from this paper on
purpose. --Affect is considered primarily a function of the entire
instructional process. Affective instructional objectives are usually
extremely dlfflcult to measure . .




STEP'3: 'DETERMINE THE INSTRUCTIONAL PROCEDURES AND DISPLAY DEVICES

- .’.’- - h N 3
to bring d@bout specific behavior in the learner, it j
2 b i

to the nature of the objective. Tao often procedu es and materlals for%inst)‘uc‘:tlon

are planned to "entertam" or to "motnvate" the s/udent rather-than%to "teach" @ -

"o

the student somethmg specufic

T e
" to ‘accomplish a given objective:

by [ o < . L 4 A v . : ..\'

' There are four, basic tasks for th? instructional p\syt\:/hologist and

t S ' « ) oM . .

-subject-matter experts ‘duripg this step of ‘nstructionalfidesign. These
B B . A B , ) .

[ : . & ) JE .

tasks, when’completed, ’resu,,ltqin..t_he asi

presentation" forms for ‘content and fo.f'“ expected student 'responses. The

i
i - !
second task is to determlne the »mode‘s of representatlon for the prlmary

-

- presentation forms. The thlrd task is to determme the instructlonal helps

for the primary"presentation f.orms,'} The fourth task is to determine implemen-
tation and management procedures. |
Knowing the basic mode'or rﬁodes of delivery- desirable for any given .

x

instructlonal program |s necessary before this step can be accomplished.

L\w‘ PS.

\ . s

TN




Two basie delivery systems had been plan'ned for the reading slgills course.
One was the com;v)uter-'-assisted instructional delivery‘system of TICCIT whieh
will be eXplalned by one of my col,leagues l‘_ater.' The other was a combination
of student lab manual/home-study ‘text that could be used by students either

in a regular on-cam‘pus class setting or off-campus in the student's home.

Determine the Nature of the Primary Presentation Forms

/

Effective instruction for any given identity, definition, or proposition
must include three basic prum ry presentatlon display forms and one basic

evaluatlon d|splay form That ls lnstructlon‘s/for any’ given l‘dentlty, def'nltlon
Fd

or proposutlon mcludes a statement of the rule for that content, several

/ °

worked ‘examble instances, seve‘ral practice instances, and.several test

e . ‘ ' .
instances of the rule. / S o \>
Any given con ept on proposmon (content) ‘can be represented during
- N
instruction either as/a generallty(rule) or as an instance or example of

the generality. -A./éenerality (G) is’a defin'ition of a concepy” Includin_g

. its critical attrib%es; or a propositional statement of steps or procedures.

—-—

a

An instance or example '(eg~) is a presentation of a referent (actual object,’
oerson," place, /br event or a hlgh-fidel_ity representation of the referent)

representin he concept or the proposition.. ldentities have only one member
P g p prop , %
# g -

of a set. Any given |dent|ty is. the one and only example of that identity.

Therefore there is no,g\nerallty presentatlon for an };lentlty and only

.one example




Theée response modarefers_ to what the student. is € ‘)écted to do withk\' .

¢ .
¢

the generality or instance. There are two modes, expository (me'aﬁl’n.,g

"to tellq'ik) and inquisitory (meaning "to ask"). gn e)&Eosi"torx mode (E),

the student is not expected to make a response to ‘what is displayed but,
' LR g '

rather, is expected to attend to the instructional aiépléy with one or more

of his senses in preparation for a later response. In ingu_isitorxl_ mode (1),
. . g N . .\t

o
L% iy . :
the student is expected to make some type of overt response to the ins'tr;uctional

. ~ . - \\ .
display such as pointing to something, w“riting'so‘ ething, verbally responding,

v
.

- 4

and so on." Figure 1 illustrates how primary preée\t’ation modes interact.
The backbone of any instructional strategy is this-relationship among primary
. ' . . ’ * ) Sﬁ

presentation modes. -

Figure 1

- .

Primary Presentation Forms

w

CONTENT MODE

: C * (What is Presented) \ \’ _
G . e - .
. RESPONSE EUEG | - Eeg
MODE -1 "Rule" T ~ "Example" .
(How it is s : : -
Presented) - { 1G . “leg . -
' "Recall" | . "Practice" , = L

The eaps in Table 6 reflect the relationship ambng thesgpr'imary presenta- -

tion modes. Column 1, Rule (Generality), means that the content mode - ..




-

-/ ’ . S Lo ! .
- will be a gen-erali.ty and the response mode will be expository (that .is,
the student is expected to attend- to the - mstructional display rather than

make an overt response to the instructional display). The s‘)?mbol EG represents

[

this exposnto‘ry generallty relatianship form, Column 2, ExamEle, means
that the cht%ent mode wnll be ‘ah instance rather than a gener ity and that g

the reSponse que is expository,. The symbol Eeg represt ts this expository
. .. —— .

instance relationship form. Column 3,'Practice. means again that the content

mode will be an instance rathér than a gererality, arid that the content . \ R
mode is inquisitory (that is, the student is expected to ‘mak'e a specified
overt response to the instructional display). The symbol leg represents oy

t e
- . ~ s
. B *

~ this inquisitory instance relationship form. Column #, Test, has the same

symbol, leg, as Column-3, Practice. This suggests that test items should ' 1‘3‘t

be presented‘in' the same form'as practice itemS‘é_‘if:*.'fTeSt items, however,

El . @

are administered separate from instruction even "thbygh they should be developed

at the same time the other three primary presentatiori forms are developed. . A

ALY S S, w0 .
. LY N

&

|  TABLE 6-HERE T /

Cpleerrrae
The ltems in the first caps of the checkllst m Table 6 relate to guidelmes :

v
’
-~

for preparlng the primary. presentatlon forms. There is hot time. to ejaborate
Ky . oy

on all of the guidelines in this Prlmary Presentatlon Form -row. However,

~a few items need elaboration. -~ * . - o : SR
A » -
. " - .! L ¥ .».
4 . N ‘
\‘ 3 * . ,’
- v |
~. LA * :/.
v . 20
X \ 3 )
N . - .
21 LN ) .
t : ' |
fy




LY

- The.‘model of instructional deslgn and development u'sed to deveiop

the reading course emphaslzes instances that demonstrate a given rule (generality)
Three of- the four columns, oRn the checklist (Table 6) relate to mstances

-

of the rule, not the rule itself (that,,.is, Example in Column 2, Practice,

/

in @lumn 3, and Test in"Column 4). There generally is no correlation
¥ ' : . : )

between the student's ability to state the definition of a concept or the steps:

» 0.

or 'pﬁpcedures involved in a proposition (the IG or "Recall" Box in Figure

1

1) and his ability to ident'ify" previously unencountered instances of"the' .

r

concept (definltion) or to apply a set of steps or procedures in a proposntion

’to, prewously unehcountered conditlons (the Ieg or practice“ box in Figure

- 1 and Colu*mns‘3 and y, Practlce and. TeS‘t in Tabie.ﬁ). That is, just because

-
»

' "-..a student can give. the correct definition of metaphor does not meari he -
would recogriize one in a passage if he saw one. Just'because a student

*  can write the correct. steps to follow in mapping a passage when speed

- -

reading does -not mean he would demonstrate those same steps when speed
reading a passage. Therefore, there is no inq _isitory generality(IG)))rimar'y

' presentation'férm used in the model of instructional design suggested in.

. . . . - .
. N . . »

this paper. Unfortunately, much, if not most, evaluation in formal schooling

* includes inquisitory test itefns. GeneraHy such items are unnecassary for

‘effective instruction to be developed.
¥ - , o Y

'

ltems 2.1.2., 3.1.2,, and 4.1.2. onithe Checklist in Table 6 suggest

. that instances used in instructionf_shoul\d bé in the €ame form as that specified

Ao tme.

w

’




v
.

by the objective. The objectlve is essentially a descriptmn of the test

items to be used for evaluation of the effectiveness of the instructlon

I’

Therefore primary Instruction im this course consusts of example and practice
'items snmilar in form to the test items. All three ptimary presentatlon
forms should.be in the form suggested by the objective. .

Items 3‘.1.3. and 4,1.3. on the Checklist in Table 6 su,ggestthat

A

practice and test items should be different from those used for examples

That is, each time a student encounters an instance, whether as an example

item,*a practice item, or a tes.titem,' it ‘should he one_he has not encountered.
. before duringl'»the' instruction:‘w Herein lies a major challenge to sdb}ect-

matter authors in.instructional development. Determining the ru'le (generality)

for a given concept or proposji__tion is 'relatively easy compared to collecti_n'g |

and generating instance items for Exa‘m’pie, Practice, and Test modes.
. v T z

- Typlcal instruction generally is. example podr. The model -of instructional

design used for the reading course requlres an example-rich form of instructlon
Related to the generation of instance item pools is the idea that a.

student cannot determine whether a given instance is an example‘ of a given

L -

‘ ,~,,gon'c“e'pt Unless‘he also knows what that concept is not. This is why item

P s

* " 2.1.3." on the Checklist in Table Gsuggests that, when the focus of instruction

.\,-,.' o
i

o Ju o is"a concept (definltion~ content) each example should be ;matched_wuth : S

a nonexample that has similar irrelevant characteristics. o ST,

] )l .

o
<




Further explication of the 'Check]ist'items in the first. row of Table '.6”
. o RO
can be found in Merrill and Wood (1975) .

The four primary presentation forms (rule, .example, practice, test)
are illustrated in Appendix A relative to a fact vs. opinion lesson in the

/

home study manual of the reading skills course. )

Determine How to Represent the Primary Presentation Forms'
- Once the primary presentatlon forms for a given |nstruct|\onal objectlve

have been determlned the |nstruct|onal psychologlst must decide how each
1 .

of these modes will be represented in instruction. .\!\-re you gomg to use
’ [
the Iecture method, f|Ims, vndeotapes overhead transparencles mdnwduahzed

instruction booklets the dlscusswn method or some other mode of« representatlon"v
And how wnll you expect the student to respond to’ these modes of re.presentatlon"'
;Your |nstruct|ona‘I objectlve will suggest your mode of representatlon

~ 'The basic- dec|S|ons about mode of representatvon had already been made

on the.readmg course before the |nstruct|ona| psychol“‘gﬁst entered the |

developmental phase-—the TICCIT "CAI system at Brlgham Young ’Unlvers1ty

.

" and student lab manuaIs/ho’ne study texts

. ‘-

" The mstructlonal dlsplay mode is the mode in which the |nstructlon

v

WI“ be" represented for the student to observe and respond to There are

four suchr modes f|rsthand vicarious, secondary, and symbohc CAI',

systems comb|ne secondary and symbollc mod\ Manuals and texts are .,

n .

. : 4 L
basically symbollc 'lnstructlonalj display modes .o; representation. 4

N

+




]

The regoonse mode of representation is the &pe of revsponse expeeted
- Y = n . ‘ H

from the student relative to the instructional display. There are three

- types of response modes of representation: enactive, icoric, and symbolic.
. . ' .. 7 . . N . ) ) .

The responses .in a reading. course involve reading and writing or checking -

items, which are basncally symbollc response modes of representation.
Determine the Ngture of Instructlonal Helps (Prompts and Feedback) for

: i - v >
the Prnmary Presentatlon Forms S

¢

: lnstructlonal procedures are not complete until instruotiOnaI aids
are provided to assist the student in achieving a given objective, These

aids help the student pro_qess' content information during instruction.  ‘Rothkopf.- -

(1965) has coined fhe phrase, "mathemagenic information';""f“' to refer to such

rd

aids or instructional helps. W-hen-such information’ is provided the student
" before he responds to"an inquisitory display it is called prompting. This’
. YA . ) : : , - .
means calling the attention of the student to salient features of a-display,

not giving him the desired response. There are four basic types of prompting

.

mnemonic, attrlbute |solat|on, algorlthm, and heurlstlc Suc: prompts
\ .

-.are used in rule and example di‘splays (columns 1 and 2, r 3, Table
! ,w . € B
6) .
‘ \ ‘ _ . | .
“In contrast to prompting, feedback is the information provided’the

student fojlowing a response to an l%quis-itory (practice) display. There
are four basic types of feedback useful for instruction: rlght/wrong knowledge N

of results, correot answer knowledge of results, attrlbute isolation, and

(

algorithm..




_}xamples of various kinds of prompts and feedback are noted in the
3 instructional segment on fact vs. opinion in Appendix A. \’

Determine Implementation‘ and Management Prb'cedures

L 3
The most effectlve instructuonal program can fall flat on its face once :
4 [y

[y

it is lmplemented unless part of the |nstruct|onal plannlng process |ncludes

~
.

how to irhp,lement and manage the course. " Such questlons as these must

'Y

Jﬁ_be aﬁ'smefed: How wnll the student receive mdlwduallzed mstructor help

. when 'he" ,needs lt?. How W_l|| _,the student recenve |m_med|at

his progress in the course" Whe’n will the student enter d§d exit the~' courSe?

h Y
LN «

How can- the student go “at hlS own pace wuthout comphcatlng the ﬂrecord—

keeplng system" How wnll the student be ,graded" How wtll the student

-

know What areas ]1e should" emphasnze for study" ‘What' ns the role of the

|nstructor, if not the Rrime source of course lnformatlon"' How wi’ll Qhe
. _ Se _
student. be tested?' x S o C .

~

-
’

Before production of lesson materials was begun for the rtading course
Y K . . e . ,?,« ¢ ] B - .

o asepara‘te ma'nagement and implementa‘tion document was »p‘r'epared by the
mstructuonal p'sychologlst for the CAI—TICCIT .course for on-campus students
- -

and for thé home study course for off-campus students Appendlx B shows

the flowchart for an on-campus student in the readlng program. Appendlx

@

.. C shows the flowchart for H)}ne-study students -Each ﬂowchyﬁescrl ed
. C i . _ .

- in detail _|n its separate docu_ment. 'These documents weretused to guide
the produ.c_tion as&_ well as the i‘mplementation” of the reading skills program.
Some modifications of rorigina\\'docu'ment plans were necessary as the course

was _introduced for trial with 'stu‘dents durin‘g.fal[ semester of 1975.:

-
Py
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' STEP & DE ‘;ELOP THE INSTRUCTIONAL PROGRAM
STEP 5: -EWALUATE AND REVISE'INSTRUCTIONAL PROGRAMS

Members of the |nstructional productlon team, generally graduate and™

honors undergraduate students in English, prépared the sample, example,

practice and test items’for the lesson specifications once the subject-matter
!
experts completed the statements of objective and ryle (generality) for each

)

lesson segment These speclflcatlons were ch’ecked by the instructlgnal psychologist 7

on the pro;ect for adherence to gumdellnés on the Checkllst in Table 6. Complete

.

lessons were then produ%\d for trial by the production teams.

Results of these trlals wnll be ckscrlbed later by my. colleaéTJ'gs " .
. . %
' | Summary o L]
- This paper has‘described the instructional deslg;jn arid development
of a college "ritical readingl conrse based on a prescriptive and syst‘ematic ,
i rve_StW&M Emphgsis has been ’°n‘ the first three:
steps of instructional design~—instructional'problem analysis, determination

of instructional objectives, and determlbnati’on of instructional procedures and .

| display devices.

ae
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o

" Percent 6f Survey Respondents in Three Categories Who
Felt'a Given Reading Skill Needed the jost Improvement

Table 1 -

~

>

: BYU General Eduéation Survey, Sprlng 1972

T

' TYPE OF RESPONDENTS

29

READING Members with s .
. Some College _ n
SKILL Background Students .|  Faculty
(N=498) (N=593) (N=u46)
Speed . 38 44/ 6
Un'derstanding, .
Comprehen's'ion ] 13 16 39
* Memory;, -
Retention 35 ‘26 4
e :
Critical. . ‘ ' ‘ )
Analysis 14 : 17 - 51
7,
L
. /‘. e
) »
1 r
‘ . 728, .
~-




Table 3

Reading Skills Areas apd Titles of Major’
Subdivisions of Concepts and [Propositions

LEVELS OF GENERALITY
Basic Levels of Generality
Levels df'Generality in Pa’rag_rfaphs
Levels‘of‘ Ggr)erality in E;ssay.s
STUDY SKILLS
' Texfbook ‘
', FACT vs. OPINION . S
o ' \ FIGUﬁATIVE LANGUAGE ] o / 

~ Simile

Metaphor
q‘ - . B R -
Basic Tope ) o -
Irony _
CONCEPT-EXAMPLE RELATIONSHIPS
| Finding theﬁExample
Contrast
CAUSE-EFFECT S

Evaluating Cause-Effect Relationships .-

[

PREMISE-CONCLUSION ., . S T

Evaluating Conclusions

30




" Idlentifying Unstated Assumptions

)

‘Logical Conditions
‘Suspendlng Bias

SPEED READING

\

Mapping .
.
N
A
P K
,
/
;
. t
;
[}
1
b '
- .
\
4 i
' o ¢
.
{ i/
- . ‘ ’
3 A
.
!
;. * [\ U
T .
,',-)
. .
ot
\ : o
R
&, 30 H &
L. . e

Basic Hand Movement and Drill .

v*\',
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Table 2

Cogthe Components’ of Subject-Matter
- v Areas of the Currlculum F

Componéht; Identity | P

Definiti-o‘n:{i» An.object, symbol, or event that is associated on a one-to-one
. ¢~ basis with anothe object, symbol, or event.

. ‘ : .
Examples: ' | RN
1. - Names of specific people, places, objects, or events ‘
2. Mathematics symbols (e.g., +, -, =, X, =) .
3. Letters of the alphabet .
‘ 4. Words in any Ianguage .
. o . ' . . B .
Component: Definition (of a concept)
Definition: A statement descrlbing the one‘or more common attributes (char- —
acteristics) shared-by a group of objects, people, places or <
events (referents).
" Examples: o |
I A fact is (a) a statement of an event or condition that has already
occurred, or (b) a statement of a truth that has been verified , .
(tested and proven true) by experience or observation.
2. . Anopinion supported by stated fact is a conclusion that follows —
K " lodically from and is supported by facts that are stated in the
o * passage. -
' 3. °  An unsupported opinion is a statement abotuit somethmg the writer _
' ' believes, thinks, or feels; without the reasons for the belief? s

being stated in the passage.

I

s . . ) . R :' . ) '

Component: Propasition

Definition: A statement describing the cembination operation or operations
(steps or procedures) necessary to produce a glven qualitative
change in glven condltlons . _ , I ,{

Example:

(From Speed readmg lesson) To map an idea you should follow these
four' steps: - . »r’}jﬁ o o _ .
1. Using yoiir hand as a’pacer, read through the material. Go

as fast as you can understand the passage. Read for what the
- author is SAYING. This means: '

N

3
i

I




a. Go slow on parts you don t understand

b.  Speed up on easier parts,

When yoy have finished, go over the material at a very fast .
rate (over 800 or 900 words per minute). to ‘pull the ideas together.

.+ This time, read for what the author is DOING or wlxlt is .HAPPENING.

- This means you should:
~a. - Ask yourself constantly, "What is the author domg here?*
or ¥What is happening here?" -
b.  Answer yourself, talkinq out loud until you get the hang
- of it.
Dr{z&w a map of the ideas in the passage To do this, diagram
_ what the author is doing. You should draw a diagram that
-will be helpful to you. Several different diagrams could each
be "correct." Don' t spend a lot of time on this part You should
be able to do.it quickly. ’
Ask yourself questions about each part of the dlagram If you
don't know the answer, review just that part of,_the pdssage.

L]
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V- 1 A R ) “ -
, : N n . .',
Table y " 4'
- - ’ PR % - .
_ Aypes of Cognltlve Instructlon'al o IR ‘-
. . . ~ Objectives - S T ~ '
‘Type: . Memory™ - o . . o
‘Definition of Student Response: - Recalling or recognizlng a specif‘c e
-stimulus®or set of stimuli (object, person, place,tor éuent)_previously .
encountered wnthout promptlng or hesltatlon _ e . o
Examples of Memory Objectlves ‘ R e .« - _ ' ) .
_ R Correctly name the critical characterlstlcs of a fact, an opinion
l . ' + - supported by stated fact, and an unsupported dpinion. ‘ [ s
- 2. Correctly name in chronological. order: the steps involved in ' o
mapplng when a person is speed readlng ) T e e
i » . : C. * - M/J T ' | . o
. N Y . : . / . : .
‘Type: - _Classification : o » . !
Definition of Student Response: Identifying the class memb.ership (cate- .~
o gory) of a previously unencounter:ed object, person, place, or event = s
. _ -, or its representation. - . T\ ‘ : T
Examples of Classification Objectlves -2 - o
S Given a passage, identify whether it is a statement ofjact an | ‘ '.‘_
“opinion supported by stated fact, ar unsupported oplmon - ’
o 2. ~Given a list of words, choase the leVels of generahty diaqnam e
' ) .. ‘ that fits the list. - " - .‘
: 3. Given a passage, identlfy whether it contains a valid cause'* L
effect relationship, a cause-effect relationship that doesn't - . ’
hav® enough evidence to support lt ora relatlonshlp that is v S
“not cause- effect at all. , : o ‘ -
w — o
Type: ~ Rule Using' ‘ T » )
. Deﬂnltlon of Student Response: Producing he desired/esult or ch‘ange
D when given previously unencountered’instances of two ol more .conditions -

“and processes for achieving the desired results with the given conditions.

. ’ ~ . o ) oL ’ . :
1 . ~ ! N . . . . i
o i X o . . S

- . P o . D ot . - . ‘




 xd

T
[/ -

.-
~
.

Examples of Rule-Usmg Objectives: - . ’ .
: - Given an essay, find the level gne sentence or controlling statement
- Then outline that essay using a level of generality diagram.
- Given a passage of any-iength, map the passage so that all the
important ideas and concepts in the passage appear on thé map.
7

<

o ’

L)

i
. -

Type: ‘Rule Finding )
Definition of Student Response: -Finding or inventing one of more rules
or proceduiés that will complete an ordered relatlonshrp between or

among prevuously unencountered conditions and a deswed outcome. '

!

I

.
-

Example of Rule -Finding Objectjve. ‘, .. ’
i lee@a passage, devise your own method of outllnlng the passage to

quickiy and specifically show the most |mportant concepts and princlples
in the passage and how they are related - :

-
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R - Table 5 ;
L 7 , lnstructional Objec,tf_ves zor the _ AR o :
£ . Critical Reading Course. at - '

K Brigham Young University

b T -

LEVELSOFCE'NERALIEI'Y': S SR .

- Basic Levels of Generality-~G|ven a list of words, choose the levels
of generallty diagram that fits the tist. . _
o ' . * ' " »
;' ‘Levels of tenerallty in Paragraphé—-leen a paragraph, underline the ~~
. “topic'sentence, choose the levels of. generaanattern that correctly
dlagra‘ms the paragraph, and choose the correct relationship between
two desngnated sentences. . .
LeVeis of GenepAlity in Essays--Guvgn an- essay, find the level one sentence
- or controllmg statement. Then outline that essay usung a Iev,els of gener- R
aljty diagram, n A o ' ‘ ‘ '
K-y
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S_TUDY SKILLS - \ . .' | S L
. ’ R 4 ‘.
How to Study Textbooks~-Given a passage from a textbook use the PARCER

study method to ‘answer the questuonfs followmg the passage.

FACT vs. OPINION y ‘ "

‘@

-

| whether a given statement. is fact, oplnlon sup-"
r unsupported op|n|on

Fact vs. Opinion——-
ported by stated fact,

-

FIGUR/(TI‘VE LANCUAGE

' Slmlle——leen a passage containing a snmlle, identify the items being
compared with each othe the simile and tell what characteristics
are shared by those ite
> Metaphor--leen a passage focusung on a metaphor, identify the meanlng
.. or feellng |mpI|ed by the metaphor ¢ oy :
. Understandlng Tone—-leen a collectlon of phrases and a passage
in which they are used, choose from a variety of statements the one
Whlch best expreSses the tone of the collectlon of phrases
lrony~-G|ven a passage decnde whether or,not it is written in ironlc
tone and, if it @Qentlfy the purpOSe of the trony

.
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CONCEPT-EXAMPLE RELATIONGHIPS

Finding the Example~-Gi¥en a concept with-a list of its-critical character-
istics, and given one case, determine whether the case is an example
of the concept. " - , . -

—

[y

Contrast--Given a passege that contains contrast relationships, identify -

(1) thecontrast relationship, (2). the items being contrasted, and(
(3) the meanln&developed by the’ ccontrast.

»

- CAUSE- EFFE.C_T I

Evaluatmg Causg Effect Regénshlps——clven a passage, ldentlfy ,

whether it contalns a wvalid cause-effect reIatlonshlp, a cause-effect
‘ relatlonshtp that doesn t have enough evidence to support it, or a

relationship that is not cause-effect at all.

s

it ~4&§

PREMISE -CONCLUSION o T S
‘m Evaluatlng Conclusnons——leen a passage with the conclusnon identified,

determl ne whether or not the’ conclusnon is supported by the evidence
the passage. - :

#

3

Identifying Unsta'ted Assumptions--Given a passage contaiwing evidence
and an unsupported or partially supported conclusion, identify from

0 a list of alternatives the unstated assumptlon which would make the

conclusion valid, . o !

. ‘
Loglcal Condltlons——leen a proposition and a |ISt of conditions, identify
whether a condition is compatlble, related, mcompatlble or unrelated.

Suspendlng Bias--Givenra series bf proposttlons select the one that'-
you disagree with the most. Then choose from 10 statements the two
which logically support the proposition you disagree withs.

SPEED READING S .
Basic Hand Movement and Drill--Given a reading assignment, be
able to use your hand as.a pacer to establish a smooth, rhythmlc reading
rate, and increase your reading speed : : .

Mapplng——Be able to map a passage so that you «tan see the lmportant
ideas and how they relate to each other '

»
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‘_OBJECTIVE L : B G i 5
Tell whether a g1 ven statement 1s fact, '0p1mon supported by stated
fact, or unsupported opimon. R _. :
. . 3 ‘ ) -
.‘ o, W, -
ks | . T dontte'll o
‘li STA eEMENT ” ! .&-r oYOU re .
; ', a-. . *» & @ um - &5
o : 3. 3 + unsupported opinion.
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CPURPOSE. U S S+
1. .o . ) . S e P . ‘v- ;_‘,!‘.“ o ""t‘r"h'ﬁh‘\r
p af'"';"

m ' Many readers beheve an_y statement they read Th1s 'Iess n mll
- help you rea11ze that there are .many kinds of statéments. Some are :
% : = facts, some are well-supported opinions, and some are just opinions. "
I}ﬁi ‘ knoW1ng what kind of statement you are dea11ng w1th should make you a
3

v

~Imore cr1t1ca1 reader..

i a) a statenent of an event or cond1t1on that has already occurred.

9.»‘~ Te . .' a‘\h ..‘. .

examp]e - Scott ach1eved a 3.0 grade po1nt average 1ast semester. -

vb) a statanent<of a truth that has been ver1f1ed (tested and
proven true) by experience or observat1on. (Un1versaT laws _
f1t th]s category ) ‘ " ) * ' e a e n.:‘{‘-:.. .'>'~ . '-' 3

[ . [l
St . AN

T
examp]e - The vo]ume of a g1ven q;ant1ty of a gas is dependent
on temperature and pressure._ " .

1 2) An 4gkn1on supported by'stated fact 15° ?A_" '_f' j

'.~.

-%s"
a) a conc]us1on that fo11ows 1og1ca11y from and is supported hy
~ facts that are stated in the passage.. (For now, assume that
- all conclasions follow logically from the facts presented. .
L.___, - You will betaut t more about logical conc]us1ons later.)

examp]e 2~ John Knows more about an1ma1s th I do. He 1s a
licensed veterinarian. I don't 11ke an1ma1s apd so I 've
’ _ never stud ed them. L S ‘

_
3) An unsuppOrted op1n1on is: |

a) a statement about someth1ng the wrwter be11eves, th1nks, or SRR

) feels, without the reasons for the belief being stated in
. | the passage. There'are at Teast three types of unsupported

opinions. _— | , | v O ’

'; 1) Unsupported op1n1ons based on exper1ences or events that
' ‘ * both the reader and writer understand and accept. . h,ﬁ“.f'

examp1e - Boston is expected to have its hottest day of
thé year tomorrow, continuing the heat wave that is now o
g_ﬂggk_glg__ ’ R R S ;ﬁ",- oo

n
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I

E) \Uﬂsupported °pi’ii°"5 by ‘a writer who is an authority in
his f'le d.- ] o

.

example -- Solzhemts_vn thinks U S.-Sowet detente is doomed.

3) Unsupported opinions which fall-in the realm of gossip, or’ -‘}
. ‘prejudice. These stiatements are usuany not valuable or =
' acceptab1e. Y

_example- -1 heard he was drunk iast nmht.

L TR

eme o

It is ‘up to you, the réader, to detemine whether or not ,&g mll
accept any of these statements. Jour experience may cause you
~question a factual statement and want to verify it.yourself. Many

‘important contributions to science have come to hght because of a

question about somethmg taught as fact. : . N

*

. On the other hand 'important decisions have been made /J—u‘st because
something "felt" right even though it was not’ supported by the factua]

: ev1dence at hand. . Y RN

If we had aH knowledge we’ could teH you what statements to
accept or reject. Since we don't we wﬂ] simply ask you to c1ass1fy
a ‘'statement, not judge it.

>

M
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\ “ SEGMENT 1 - FACT VS, OPINION -~

: E‘? EXAWPLE, 2
Task: Tell whether a statement is fack, op1nion supported by fact. or - v
unsupported opinion. , E S O -

- , C L x}‘; y S

" How to do it: ' ' U ,i'7f~" % =

Ask yourself these questions: | ‘i': :‘-7\4(1?525-4 |

. Does this statement tell about something that has a]ready
. happened? o

""i.x

C or e "“‘ Fo *"«ﬁ§:<7
Can the truth of this statement be verified by experience or,
scientific observation? S S e

.

If the answer to either of these quest1ons is “yes," the
statement ls a fact B

.

. .
If. the answer is "no" to both questions, go on.

£ -

Is the opinion supported by fact statédk\h the passage?

If the answer is “yes " the statement is supported opinﬁonﬁl

a0

If the answer is "no" the statement 1s unsupported opin%on.

.
:

: As a reader, you always need to be aware of unsupported op1n10n.
Whether or- not you aecept it de/pnds upon whether or not you. SR

. 't‘:” *

1. have had experiences.which support the opin1on : ': e
. or SN
2. believe the opinion is stated by someone who is an authority"
in his field. (Someone who obv1ous1y knows what he is.

“talking about.) . - S T .;_'ﬂ

-
-

You ought'to réject those statements of unsupported op1n1on wh1ch

. ~ sound Tike goss1p or prejudige. , . o o
Examp]es L o v ’ . :

1fr|l) _ Th1s statement 1s a fact because it tells of someth1ng that has , ' ;f. 1;
So [ftlp happened. . ) e ¥ 0.

From eg | "Houston had its hottest day of the year Tuesday when the mercury: . STy
climbed to 99 F. _ . ,.; | J T S
: f4dfr1b The next statement is a fact because it states a cond1t1on that =~ - < Ln
'ﬂ y has been ver1f1ed by exper1ence or obseryat1on. SR : N T
% o1, i . : . ' I SLL

’ . : : B + | . v . o - o . ‘-‘";.
[N : . AT . ) ' . : . v
.. L 43 . R el
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‘SEGNENT 1 - FACT-VS: GPINION -

B Y 1)
© 6 ’ o a

. . . i e . '-'~v¢‘". .
. Classify each of the following underlined statements as fact
supported opinion, or unsupported opinion. . ST e

1. I o SR o

President John F. Kennedy held but one meeting on the Presidential

olitics of 1964 == on Tues November 12th, 1963, ten days

before hls death. Tt Tasted three full hours and was held.in the R

_ Cabinet room in Tate afternoon, and, by the account of those present, ... 3

| % . was more an amusement or a matter of mischievous administration for .
him than a matter of high concern, as such meetings had béen in - L

§»~. : 3€-39522agd 1960. (Theodore H. White, The Making of the President 1964, . .

. e . N '-%Y;a»g* 4 ) S ) . N . . ‘ L ) _“\:‘.f-‘l"\ .

]

| Tap PRCHCEIENS .. T L

W
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3
’
i
7

» e P e e
‘. Y
-
4
£
-~

s,
ks

- _ - The grass is always greener on the other side of the';gﬁtea '
: - The higher the fence is, the greener the grass wil

. . .- L .
3. . . . " N . B

.

3‘ L Utah is a "motorcycle state." Of the 50 states, Utah sits among
e " the top three as having the most motorcycle registrations per
{ capita -- 50,000. Pick a path or type of riding and-you'1] L
. - find it in Utah. ' o S .

: : “Chevron has closed.eight'Detroft,stations in the 1ast»60 days.
} It is rumored it intends to cTose 20 more. -

o

. Politicians who are-responsible to the voters must involve

q " themselves in bas#€ Taw enforcement decisions if thé fight

4 against crime is_to be won, Georgia Public Safety Commissioner .
Raymond Jones said today. Jones noted that it's the elected - .
representatives of the.people who make the laws and. determine

- the level of fundS'u53i in law enforcement. © *

)
v

] )

This electric hamburger cooker shapes and broils a perfect
. hamburger in one minute, I bought it on sale yesterday at the g
, new department store. It's the géteSt of a series of o v
IR . time-saving devices. L o I

- 0 o

L
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o - SEGHENT 1 - FACT Vs, OPINIdN _.7j;f;f !

(ANSWERS)IO PRACTICE ITEMS '
e

Fact. This statement descr1bes an event that has a1ready'-_w'
taken. p1ace. .

.,_
LR AS £

f
E40 0 e
ot

LR W SN A

Unsupported opinion. This is a statenent of pelief without
any, factual support. - - - S

Supported op1n1on. This is a statement of be1ief backed up
by facts. ' _ | L

'Fact Th1s is a statement of an event that has occurred.

?upported op1n1on. ThlS conclus1on is supported by stated
act : _ L

S

‘Unsupported opinion. This is a statement of be11ef W1thout
stated factua] support. . . A
Supported opinion. This is a statement of be11ef W1th ot
facthial support. 3
Supported opinion. This statement of belief is supportedd'
by facts. o . ‘f.

?

Fact. This statement describes a cond1t1on that may be
verified.

i

g
-
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R _ LESSON 7 - FACT VS, OPINION ~ ©
. TEST (Feo) ~  SELF-CHECK |

SEGMENT 1 - FACT VS. OPINION .
Classify each of the following undér1fﬂgd,statements as fact, .
supported opinion, or unsgyported opinion.: ' PR

. LF

1.

New “no_frills" flights, which entitle passengers to a seat
. In_the back of the plane without free meals, are an unqualified
success. "No frills" attracted more than 74,000 extra passengers,

sack tunches and all, to the airline during a 45-day trial . .
period. o . . : PRI
~

*

I S . o Sl

= N

The two-cent per pound hike in wholesale sugar prices R
announced by Amstar ‘Corp. and Sucrest Corp. reverses an eight-. '+~
month- decline. One local .grocery store manager, wha asked to
remain anonymous, said he feels that the price increase is due

to a fq]se shortage created by sugar refingrs.

e
- R

The impurities in the gasoline due to the lack of efficienqx, )
in the filtering process in distillation causes potentially . =~
harmful_sulfides to be emitted. . IO

A
)
3

T .
-

LY

Although the U.-of C. table tennis team has'an intensive year- . .~
round training program of weight 1ifting, running, swimming, and
_hours-on-end of practice, beginning players need not get this .
involved. Table tennis.offers more for physical fitness than does -
jogging, -bicycling, back packing, hockey, soccer or other fitness
programs. : B ' v A ’ '

. .
5 - . . :
: . . . .
: -

Q

The best time to irrigate a garden or water a lawn is in_the
moriing hours, or up to mid-afternoon. Watering in the evening -
causes high humidity and creates an;ideal environment for fungus
if the spores are present. . . g

(/A
(\ ~ oL

46

.90
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o - . o . Home Study - 10 ..
Figure 2 ' ) . ' T o
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