, . A ) ? f ; N

' . : DOCUMENT RESUME

- / |
ED 214 120 , ' , cs 006 536 S
AUTHOR ‘ . Otto, Wayne' And Gthers ,

TITLE A Techn1que for Improving the Understand1ng of

~ Expository Text: Gloss (Part 1); Examples of GIqss
. Notation (Part 2).

"‘INSTITUTION Wisconsin Center for Education Research, Mad1son.
SPONS ~AGENCY National Inst. of Education (ED), Wash1ngton, D.C. "
REPORT NO WCER-TP-96 - S
PUB DATE ) Nov 81 T
- GRANT, . NIE<G-81-0009 ‘ S
, NOTE . ' l64p.; Report from the Program on Studies in ‘ g

" ) - Language: Reading and’' Communication..Part 2 may be'
) » marginally legible.

-EDRS PRICE MF01/PC07 -Plus Postage.
‘ DESCRIPTORS *Cognitive Processes; Elementary Secondary Education; »
Prior Learn1ng, *Read1ng Comprehension; Reading
Improvemént; *Reading Instruction; *Read1ng

PR Processes; Reading Research; Reading Sk1lls
~ MDENTIFIERS *Glossing; “Reading Strategies ‘
X ABSTRACT - ¢
The procedures described in this .report are designed -’ ‘
to help studefits both develop and apply effective behaviors for Y

understarding)lexpository text by means of gloss--a technique that

- involves the [@se of marginal notes and other intratext notations to
direct readeys' attefition to places in the text where the applicgqtion .
of specific/skills and strateg1es would aid comprehen51on. The first
part of the report discusses skills and- strateg1es in reading
comprehension, including prior knqwledge, organizatién, and
comprehension monitoring, and provides- guidelines for glossing and an
introduction to the subsequent examples, The»sepdnd parf. of the

, report provides several examples of glos; notation, (HTH)

<t

= , + L ¥

y . ! . »

N ral . . v v . - -
. L4
I' ‘
. N )
L 4
- ) "
¢ ) s
v

************************************************ﬁ***************t******
* Reproductions supplied by EDRS are the best that can_be made *
*

from the original document. . *
**************************{****t’***********************t**************




Theoretacal Paper No. 96

Part 1 A Techmque for “i B
Improving - the. Understandmg
of Expository” Text: Gloss;.,

Part 2. Examples of Gloss
~Notation

/

by Wayne Otto, Sandra R Whlte
2 Donald Rlchgels Rlﬁfh Hansen, and

:ﬂ’:‘ L
| ;,g Beverly S. Morrison 1
l’)' _ . S
) - Y
. Q' November® 1981 ‘ | ' |
"4, Wisconsin Center for Education Research
ot »:,’ » é 1, 4 :‘

H "




4

Lo Theoretical Paper No.. 96

A TECHNIQUE FOR IMPROVING THE UNDERSTANDING OF '
: EXPOSITORY TEXB: GLOSS . . ‘

, ‘ by
- N . . .
Wayne Otto, Sandra R. White, Donald Richgels, .
, Ruth Hansen and Beverly S. Morrison . <

.

H

.

. Report from the Program on .
Studies in Language: Reading and Communication

. ) . Wayne Otto
Faculty'Associate *

.
-
3y

L4 -
.

- )
- ’
>t -
Q'

- L4 M
‘ v " Wiseconsin Center for Education Research
.- The University of Wisconsin T : BN
= ".Madison, Wisconsin
v,

\\ .
. T - "November 1981




Es ! L < - s
R Y .
- ) ’ N ’ . ’ : . :
- } ) /. \ . Q :
’ N ., . e w -
. . 3 3
. ’ [ ] ‘\ ’ .
> M . . N
. : - p
. v Y v, ' N '
*
. * \ ,
- Fi -
, ’
. £ ‘ r - -
/ ' ) L N ®
e :
/ ¢ . '
. > (l : B .'
' N '
4 ~ * L~
‘ - ’ 13 : - ’ ’ ¢ ‘
~ . ! J - R
- t‘ﬁ.
, . . v /
> R @ ¢ - : .
- . — * ~-
N . [
4 C h
3 . * 1 i . Y
. / ~ ! r t -
- , b \» ; B
4 i - . . . ) ' |
* B ' i B v
. “ - . v . '
‘ X
v 3 »
. - Y ) . s )
: v . { . N x
- ] . ‘ = f
- ¥ * h . R [
f. - Y ) . M
- i , .
5. ' - €
' The research i‘epor,ted in this paper wagfunded the Wisconsin. Ceng;r for Educaﬁon . *
Redearch which {s supported in part by a grant, from the Natjional Institute of Edugation
* {prant Ho. NIE-G-81-0009). The opinions expressed 1n this paper do not'necessarily
reflect the position, policy, or endorsement qQf the N'ational Institute of Education.' -
\.\ . . s, " ‘ : , N .
. . e . LA
L & § = . \ ’
. LS B - 4 . R S
Q . - . *
ERIC - - . L A
* A e Tt ' VT L .
“w > . w e c e
2 N . - _ ﬁ e e, * .




”
Y

-

Wisconsin Center for Education Research

v

4

MISSION STATEMENT Co

‘e
PN .
- f !
» - ‘e
- .

) The missiqn of the Wisconsin Research and.Development Center
is to understand, and to kelp educators deal with, diversity
. among ‘students. The Center pursues ‘its mission by comducting
and synthesizing research,  developing strategies and materials,
and disseminat¥ng knowledge bearing upon the education of
individuals and diverse groups of studépts 1n elementary and
segondary schools. Specifically; the Center 1nv%§tigates
. L . » . N M
e diversity as a basic fact of human natffe, through
studies of learning and devélopment v ’ -
- . “ . -
o diversity as a central challenge for educational
techniques, through studies of classroom
processes )

-~
.

. divefsity as a key issue in relations betwegp .
. indiwiduals ang institutions, through studies of |,
school processes N

o dlv?r51ty as a fundamental gquestion in American
social thought, through studies of social policy
related to education

"", LN

The Wisconsin Research and Development Cepter 1s a noninstruc-
tional departmenf of the Un$ersity of Wisconsin-Madison ’
School of ‘Education. The Centef is supported’%rimarily wilth
funds from theé National Institute of Education.
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Abstract
# o . *

Gloss, is a technique that involves the use of marginal notes and o
<i‘ other intratext notations to direct reader's- attention while they read.

. 3 I -

Instead of relying on traditional adjunct aids like questions and -

advance organizers, gloss attempts to direct the reader's active i g

Y

. P attention to places in the text where the abplicafion of specific
Lo skills and strétegies wodid aid ‘comprehension. Glo;s notations focus o
' " )
., -on both the process (skills and strategies)'of ;eading content area
« . texts and/or the content (facts, cbncepts)~;f texts., Guidelines fqr

writing gloss are given along with examples of gloss notations”for’

. i h ;‘:f [Y /
, @ variety of texts, i ~
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" retratext notations to direct readers' atte

» Al .
Introduction . \ ¢ L

. « o
. ‘ . .
The procedures described in this paper are designed to help students

-
¢

both to develop and to‘aqply effective behaviors for understanding exposi- -
tory text. Our developmental efforts héve been motivated by our confi—

dence that comprehension skills can be taught and our concern ‘that students
Yy
need help.m;&ing the transition from learnlng skills to Bglzln them.when
¥ \
they read content-area materaels. We identified specific comprehension -

-

skills as we developed the comprehension element of the Wisconsin Design -

for Reading Skill Development and we are satisfied that, after a period

- ]

of skill-centered instruction students can pass criterion-referenced tests,
AN . o T . CL ’ .
as a demonstration of their "mastery" of specific skills. Yet we have
) . .

observed that teachers who use such a skill-centgred appr%ach in’ their

teaching seldom offer explicit instruction or directed practice on how
. / - . -

to apply the skilie in reading tasks outside of formal instruction. At the
same time, we have learned from our interviews with teachers that they

worry about'their students'’ ability to apply specific comprehension skills
whenvthey read content-area iexte (Kamm and White, 1979). We have also
learned from a survey of postelementary teachers in se;eral content areas,
that a2 majority of them ;xpect their students to need help with at lggst

nine'spe?ific comprehension skills in order fo learn the subject matter in
A .
their classes (Morrison, 1980).

The technique that we aré developing employs marginal notes and other

.. . . )

—

N

ion to places in tbxi{where

the application of‘sgecific:behaviors would? appropriate. We are using

"o,

the terms "gloss" *and "glossing"'fobdesignate and describe the procedure--

terms which have been around at least since medieval times, when theolo-

-~

1

4 p
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. . hd

gians used gloss fo elucidate scrip%ures. Figure 1 depicts gloss as the

» -~ - 3

produtt ofr a dual-focused .process that operates within certain constraints .
- * * L ‘-
and considerations and provides possible instructional excursions. The ‘
. RS

»
. 1

figuré is explained 4n detail é%sewhere'(O;to,.White, Camperell, 1980).

very briéfly we are sugées;ing that (a) the behaviors to'ﬂg directed by
. . & -

glhss notations may include strategies as well gs skills; (b) the gloss
. ‘0 -

+ L
may@ocus on the content of the text as well as-comprehension processes;

~

(¢) students may need prepaiatory or additional instruction (excursions)

in comprehension skills and strategies or in content-area subject matter;

0

and (d) the form gloss takes depends upon such consideradtions as expected

- , 3 < .
results, elements of the instructioné} milieu and characteristics. of both i

i - ..l‘ N '\
the reader and the text. °, . ' . .

@
‘

At first, our goal was to use gloss notations to develop and then to

“

encourage the application of the speciffc comprehension skills we had :

identified in our earlier work (e.g., determining the central thought of
a section of text, or using context clues to figure out the méaning of
S/ B '

' . H
i

an unfamiliar word). Then, as‘'e examined related research and interviewed

: (-

#

. \ “
students, we became convinced that the comprehension process involved--

besides skills--more g;;eral s;rategies that effiéiéﬁi readers use to
< g -

understand text. According¥®y, gloss notations that focus on the protess

. ~
.

of reading contént-area texts includes activities designed to develop or . -~ 1

encourage application of general strategieé—-an exdmple of which is the

«

practice of self-questioning--as well as specific skills. -
We also -acknowledge that gloss notations ought not focus only on

process mafters in reading content-area texts. Attention must also be

S
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g ©n excursion . Coe -
’ . (to provide specific skills, strategies) PR
. N . -
./ . \ \ ) . )
—~— PRQCESS : - :

(skills, strateqiés)

r

w

Expectations The Milieu
Lxpectations dhe Rilieu

»
~the *‘curriculum

4«
-time available

-objectives ~the technology avarlable . :\\
’ ! -content quectives ) -classroom organization, !
. f ‘
-long term ‘
9ol f 2" -short term ’ O . . .
2e] 8] § -process objectives . N -
. Ty
8 wl S 2 -assessment The Text ‘ GLO§S
2l - SR :
- Sl . . -formal analysis (rule directed)
. 8 g The Reader -text-analysis (e.q’, Kintsch)
Eg ol © g . H-concept-aqeiysis‘je.g., cogni-
0 ~content knowledge, tive map, structured overview,
-procesgs knowledge outline) ’
. :

"

-informal analysis
-skill analysis (e.g., WDRSD)

\ ' ~strategy analysis (e.q.,
” specific list) )
CONTENT "= - —

:: (facts, concepts)

. excursion B . - “»
. (toirovide background, elaboration) C |

» - . » » > )
- ,Flgure 1. Foci, constraints and considerations for glossaing.

’

»
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. . . . . . . "4“
) giveﬁ to the éonteﬁt per se. While no regding specialisg Zan claiﬁ to be L f
S dan expert. in evgr; confeng fieid, pfinciples of text analysis can be
r . applied to magerials that were writtenlby experts. If, in preparing gloss, gl

-7 .
the igportant content of expository texts is first identified~-by using

.
-

such techniques as mapping;.outlining, ahd the more formal text analyses.
P : )
of Kintsch (1974, 1979, “in. press), Meyer (1975), aftd others—-the gloss

notations présumably can promote. the improved understanding of specific

- 41 .

glossed materials even as they develoﬁ and erfcourage application of skills
: |

-

- ?
.

and strategies. Thik paper deals mainly with the process focus-of g}dbs;
some suggestions for conterrt-focused gloss are given in the epilog.

. »

Figure 1 alludes to possiblé "excursions" from the main thrust of

. -
a

W ' . . .
the gloss notations as such to instruction that is related to but 'not

. i .

, L ¢
directed explicitly to the process or content demands of a given text,.

[}

K B . s . ) . . k
Excursions are offered in addition to the gloss notations provided for

given fexts. While gloss notations are intended (2) with a process focus,

to promote the development and use of skills and strategies, or (b) wifh a
. ” ’ . -

content” focus, to promote understanding of important content, we &xpect

. .
that for certain readers an&Xgr texts, intensive preparation wil] be neces-

\ .

s A\ : )
v sary before text-specific gloss can have an optimal effect. An example
. 5 ’

Tof a process-related excursion is instruction offered to a reading skill-

v

development group, where a given skill or strategy is taught intensivdly

€ -

4

* * . o
and in relative isolation, particularly when that skill or strategy is new

« ’ 4

b
to the student. An example of a content-related excursion is instruction

o

that is designed to provide dbasic background information in preparation
\]

~ ' -

for reading a given se}esfion of text. Such a content excursion may be.

. 1

particﬁlariy necessary if students require a large amount of basic back-

—~
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- . S . 2 . :
ground 1nformat10n, whach 1£ handled _thrpugh gloss notatlggg, would make
[y IS W .
N - - * . Se— =.
= them cumbersome and slugglsh Nl N . . . »
. M . ’
» oA - v ~

<*The constra1nts and con31derat10ns»1dent1f1ed in Flgure l——Expecta~

° —

tlons, The Milieu, "The Reader, and The)Text-—are aspects of a complex
‘\\‘ - v ‘ . o
teach1ng—learn1ng process, wh1ch'ﬂeserve consfderatlon when gloss activi- ~

, D G ‘
. .y (4

ties are prepared. For example, the writeér of gloss ought to consider

s T

P

(a) the goals of the overall curr&culum and the stated and unstated obgec— Sy

-

-
.

t1ves of content-area instruction (Expecgations); (b) the time évailable

»

t
- [ . ¥
for 1nstruct10n and whether 1nd1v1duals or groups will be u51ng the gloss !

(The Mllleu), (c) the reader s prior knowledge of text- related content
L] @ N

(
and his/her knowledge of and ability to apply Spec;flc process rélated

. -skills and strategies (Thé Reader); and (d) important cqncepts commpniiited

»

% ° . * >

by a given text, as identified by.some type of text. analysis (The Text).
R . . v, ]
The ultimate goal is to help sgidents not only to acquire but also to

LY

internalize and‘apply the Skills and strategies that enable them to be
fn L
- " - . L] “ - . . L
independent readers of the full range of materials they_encounter. In its .
i ° - : - N +
{ most basic’ form gloss lS an attempt to share a mature (expert) reader's
“ a

- . i

1n31ghts 1nto the readlng process w1th-develop1ng (noV1ce) teaders. Yet.

ff gboss issto contribute to the goal-of independance, it'must ﬁltimately
J .
provide in.a systematlc way faor students 1nt%rnallzatlon pf those 1n$1ghts
a \ > ¥ u\
" by the gradual remOVal-—or fadlngwrof exterd.n difectlon. Accordlngly, we,
! N ' .'

envision four stages of gloss: (%) debonstratlon gloss, which is intended _

L]

~

4 . - .
to create readers' awareness Of approaches to text that help them compre-
* o ' . . v ' .
hend and to develop their enthusiasm fof working with glossed materials; |
. - 'ﬁ
. N . - ¥

o

A

(2) development gloss, which will give sreaders explanations of how to use

5 ¢ -+
§ skills and s?&ategies and opportunities to apply them in reading content~
¥ ! '~ ” . ’
\ . ) . * rx v . ;.

2
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gloss, ‘hidh will help readers move toward
’-.'} . 1

a ‘level.of metacognition‘ including their awareness of when to apply the

area’texts; (3) internalization

.= . .

" skills and strategies they have learned and which of them is most appro-
‘.’ ’ . P

:" priate in a given situation, ‘and 4) féding gloss, which w1ll _simply remind

v

- 'te@derq ‘to think ‘about their own efforts to understand what they are read—
a i }ng;?to~th1nk about the skills and strategies that help them‘to comprehend,
J‘ ’vand to'torrect miscues and misconceptions. g -

...,r i . UP to\tbe preeent we have worked only with the first(;wo stageéyof

]

’ _/gléss Epo the‘discussion that Toilows is limited to demOnstration and

.
Y

A development-éloSs; An the sections that follow, we (a) discuss our . [/

o e | 2

\ ratlonale for ch0031ng particular skills and strategies for development A

L4 -
~

O through glossing and (b) give guidelines for designing gloss. notations.

- \

)
- TIn Part 11, we give examplesqog

1

-

process- focused gloss for a wide variety

U S . . ) ) y
- Jaf'Of content-area text selections, along with explanatory notes -about the .
* “72;“, .\}-- . * M .‘ ' ’,"~’ * ' )
) 'exampleg.‘ ) \\ T . : Al .
\d - I‘ ’ i ‘
ty ! "/ - . » A
LN Skills ahd Strategies &
. N’ : ERE : .
Ny [N ¢ . {
., Skills o T - ‘S
E“; Réading with uﬁﬁerstanding involves an {nteraction between reader and
i ’ text. In order for-the interaction to be productive, the reader must brirg

certain capabilities to the.reading task. Having done considerable work
h! . s
. Al \. [y .

“in developing an obJective-based system for teaching ‘reading skilis (i.e.

. l

/7 .
‘ the Wi’sconsrin Defsign for Reading Skill Development, Otto ang Askov, 1974),

5

we continue to belieVe that specific skill development is an important part

- v

of the learning—to~read _process. We know fipm our dtservationé in class-

o

—roomb (Kamm and White, 1979) that”some type of skill-development instruc;
* {

. v -
- tion- is part of virtually all'developmental reading programs.

. ) . M , - v
e . . v y :

n learning-.

[

~
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~”

‘to-read situations, then, students usually receive, K some type of skill ,

%nst uction, "and. in many instances they are required‘to demonstrate compe-

.

[
~Q
norm—referenced ests. In e?rning-from—text situations however, merely
.. », . "
"having -skill in one's repertbire is not suffic1ent' the successful ¢
. & r
reader must be able toﬂmake appropriate application of t’e skills in a

,Steney with reagi:g-learning skills on‘criterion-referenced tests and/or

varlety of contexts. We have found that skills usualbg\afe not applieg

« ¢

. spontaneously. ”Application" must be démonstrated and nurtured in content- °
-~

«

area clagsrooms as students use*reading 7k111s to learn from text.
- L3

H

; Robinsen (19782&defines skills, with a content—area classroom perspec- -
J ' - . * . .

-

. ?
tive, as "individual components that appear to be essential tools for con-

tending with .the grite}'s message..." (p. 24)." A command of reading-learn-

1

-

e

4, ing skills and the abillty.fo apply these skills appear'to Qg?essential to §
a successful interaction between readet and text. Eurthermore, in content-

2
-
- L3

, arda classrogmb the nature of a specific reading task determines which :

. +

skills peed to be applied. A cluster of skills might be reouired for one

’ R / .
*task while one particular skill might be sufficient for.another. Instruc-
[ A -

tion in the content areas, then, ought to make‘provision\for the applica-
. - 24 *

tion of appropriate skills in content-reading tasks. Reading skills should _
L

" e practiced and applied, in whatever combination is appropriate for a

~ . . -
given task, with the expectation that they will heip the readex‘deal.with
. ) \
the main task of getting meaning from the text.

’
“

In developing specifications forfglossing content-area texts, then,

one basic step hgf been to identify a list of gkills that we feel are impor-

el

tant to reading content-area texts; This decision to select sp®cific skills




) . L] , . p
/\Tor/oevelopment/application is supported.by data from a survey of content-

. 'y - ‘ t - .
. area teachers (Morrison, 1980) and by the findings from interviews with

- -

§tudents (White'and Camperell, 1980). The survey data show that teachers
pN

(a) attach considerable 1mportance to specific reading—study skills in the

effeetiVe” reading of content-area texts, and (b) beljeve that students,’
1Y 7] " L]

even at post—elementary levels, need specific instruction to develop and

apply such %kills. Interviews with students (White and Camperell, 1980)

- s 3 - -~

show that many students do in fact have some knowledge of ﬂifferent'tYpes
<

of skills and that they do use them in process1ng text "The suggestion is

that w1thin the context of schooling the teacher is an important aspect of
t LN
any reader-text interaction {see Barr (in press) for a more complete dis-

cussion of a "teacher—reader—text" interaction]s

.Considering together our experiences with the Wisconsin Design and-

the findings from the Morrf%on susgey and the White—Camperell interviews,- Co

we selected a list of skills that seem to be both teachable and useful for

.
v

learning from text. The skills can be clusteree as follows: — -
l1s Skills.for gefting the meaning from words
' a. word parts '
’;) b. context clues ) b

2. S8kills for gettiné the meaning from sentences

a, paraphrase (synthesis)

b. detailg (analysis)

3. Skills for getting the meaning from selections -
a. central thought /‘>
> } ! -
- ?‘h b. relationships/conclusions

4. Skills for identifying -sequence

/ 15

-
.~
-
.
<«
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A ruText provided by Eric - . . .
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f

' Me -have writs)n/én instructional objective for each skill. These

. i ’

" % objective statements érovide direé?igg and guidance for planning instruc-
" A o P

A Y
. v b . \
&

fion to assist the péaderain 1qarﬁiqg.from text and for developing gloss

> .
| N ¢
“

notations. L ; :
! y = . & -

The skill clustérs with prescriptive objectives ‘are as follows: :

a

»
- x 1] ’ Al

Skills for getting the meaning from words. [The instructional

« objectives are adapted from Otto and Smith (1980).]

fl
]

> b _ Word pav{s. .- -
The .learner recognizes thit an.affix can modify the
meaning of a base word.and/or help identify the
, grammatical function of the Base word.
i
¢ The. learner determines the meaning of a compound .
- © wvord by applying knowledge of component words. .
<\’“ i . .
. Context clues. .
The lgarner uses exﬁlld;t context clues (e.g.

- ) synonym definitions, eqq}valent phrases, 5ummary)

. . to determine the meaning of am unfamiliar word in
LY
_context, L . . S

-

' . The learner dgtermines the meaning of an unfamiliar

Fat s
word in a context that .contains implicit clues
o~ . (e.g., cause/effett, \contrast example, modifying
- - - phrase). . .7 )
.. ! i
-/ ] < \2 - .
J » The learner uses licit and implicit context /
‘clues to determine’ the sbscure.méaning of a ; A
* - ~
familiar word in context., . -
& 4
Skills for getting Athe meﬁging from sentences,
! Paraphrase. . ~
R The learmer restateg sentences by rearranging the
, - order of words in the ‘sentence and/or by substituting
. for one or more words.'.
. X _ .
; The dearner restates sentences that contain sub-
ordinate clauses by rearranging &nd/or substituting
é for more than a short phrase. »° -
¥ ., .
’ - Detail )
. ' The learner attends to details of syntactic and
semantic relations within the ‘sentence. .
) Fd ? 4 |'




Skills for getting the\neanipg from selections. - , ’
. s.“‘ [ c, . . ) ,‘ - .
Central Thought. T [ L
The learner generates, the cengral thought of a selectlon . 1
that includes a topic sentence .and has both relevant and &

irrelevant information. ~ - ) ) . . N

— . 5
"o
-

The learner generates the central thought of a selection .
that inéludes both relevant and i*relevant information . -
and may/may ‘fot include a -gtated organizer.

6&
'

Relationships/Conclusions. o ' ’ ' .
The learner identifies relationships that are either ;
. direetly or indiredtly stated, in d passage. ’ -
boe : o
The“learner indicates whether or 1ot a .conclusion
cah be made,on the basis,of the stated relation- .
* ships in the passage. - . v .
¢ ' . ‘ . s ‘
The learner-draws conclu$lons based on either direct ’
or indirect relationships given. , : .
Skills for identifying sequence. &? .
‘ﬁ[ The learner determines wher&-a- spec1fic event occurs
within the framework of a seties of explicit/implicit .
events by attending to the explicit/implicit sequen- '
s tial cu's in a selection.” 3

.
,‘ K . R Z . . -
st ~ . "

» -/ 1 hd d »
¢ * .
Strategies .. . ; . \

¥
&

/ Specific skills, ge believe, are a legitimate focus of instruction to ,
-4 ’
enhance students'’ understanding of gontent—area materials. But we acknow-

'ledge the -need for a broader focus. Consideration of, emerging research o

and theory, (0tto and White, in press) and our experiences with,?%udents

. . =

(Camperell 1980; Whhte & Camperell 1980) and teachers (Morrison 1980) )
| -

3

prov1des us with a basis for giving attentibn to more general stritegies

s well as specific skilis. : = -

i

\ Of the general s;rategies we have identifieq we have selected four

tAat are frequently described;by successful readers and that appear to

"have high utility in reading most content—-area texts. These strategies are:

,
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'establishing a purpose for reading, relating what is being read to ErlOT

knowledge, attending to text organization‘fnd/or impos1ng organization on
-~ L‘
both new information,and prior knowledge, and monitoring,one's.own compre- °
{

S

hension. A brief rationale for choosing each of these strategies follows-

< We shguld however, first acknowledge that our view of strategy developmigf

and application derives mainly from‘our,own interviews with students P

4

\ (Camperell, 1930; Wﬁte, ¢ Camperell, 1980) and from work in the arlea of,

' L ¢ : . L)
,&getacognition. Baker and. Brown (in press) give good reasons for giving Fiz

attention to metacognition:.
L . N - " B ° 7

. . ‘Interestingly; few investigaﬁbrs in the traditional study -
. o . SN
skills literature have been primarily concerned with what

the student does during reading to facilitate learning .

frbm text. For example Robinson s (1941) SQ3R technique ‘
. N " .
- instructs the-student to engage in survyey and question act1v— *
. R e a
ities before reading, and to engage in recitation, reflection,

and review activities after reading. Ho ever, what a student
M \ - . - ’
dges while actually Processing the material may be Jne of the

- " most important aspects of effective study, and it is this
. 3 . - *
. /

aspéct that the "metacognitive" research'focusesfﬁpon (in press). e

: - ® >
-We give explicit attention to the role bf metacognition in our 'discussioft i} -%§%§{
- . . \
of comprehension monitoring, which is based directly on’ this research é . o .
. I
. d o - ! i ;)
In that discussion, we also attempt to depict the interdependence that

‘ M 4

s,
.exists betwedn the four strategies. s

‘v

\ Establishing Purpose. Abaut three—fourths of the respondents to

,' A *
Morrison's (1980) survey of post—ele@?ntary teachers thought that the

following “skills"——which together ﬁmount~to a purpose-setting strategy-- .

. - §

¥ L

‘ ’ * » ’ , Vo
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* y
12
were impo:tant to reading their subject matter: -
1. ’The student sets a purpose fdr readirg.
én The student formulates questions relevant to his/her ;. v .
purpose for reading.’ -7 ) ' . .
3. The student adjusts freading speed to his/%er purpose
‘ for reading. (See pp. 47-49.) " . .
In‘additiqn,‘about half o e respondents thought fhat they would need to

_ . e ] . e
help students learn how to apply these Vs§ills.f Interviews with students
—indicate that students, as.well ag teachers, recognize a need to read for
.y . ’
a specific purpose (White & Camperell, 1980).

——

2

From a more theoretical-empirical stance, Rothkopf (ipn press) @laims

that establishing purpdses for reading (or “"learning goals|" as he calls:

them) c9ntr01s the mathemagenic process .of selection (di.e., differentia-
/ d .

tion of processing of ‘a text which résults in differénges in what is

.
learned from that téxt). Appropriate corftrol of the selective mechanisms

" . s ’ too#
o D . L. #‘

is, according to Rothkopf necéssary for 4earning. ,

.

Establishing a purpose may either be -initiated by the teacher or be
selfri;posed b] the student Aceording to Ro£1n§dh\(1978), the only .
strategy that is as effective Jin improving study—re:ding as having the
teacher establish purposes for reading' is having students identify their ’
:OWn purposes. Robinson.goes_on'to suggesévthat once.a purpdse isiset,’a

reader can initiate other strategies for comprehending that are consistent

with the burgcse.' This ig im 1ine with the aspeCts'of'the pr%ductive pur-
. §
!

pose—setting strategy identified by’ Morrison' (a) onceta purpose haslgeen*,

set by the students ot the teacher, (b) the students are in a position to

*
b

develop questions relevant to their purpose, ang (c) then the students

/‘ _ , ' - ‘ ‘ 1 3
. ' £
’ ; ' ,')

\

R

—

i
i
i
E
i
i
i
i
i
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a,

N ’ N 9 - > .
can deXermine and adjust ‘their reading speed in view of the purpose.

. . . . . /
provide model questions for the students;‘later;-in the{ evelopment

_ing rate in line with the purpose for reading

N
-
‘A
5
Y
‘ .
. ;
. .
"
@
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[Establishing a phrposebig'a% important strategy that must be developed

'sybtemat;célly; A wéll~defiﬁgd purpose goes beyond siably "gaining unders
- T : f

standingf to identifying specific goals and reasons for reading. One way
' +

to help students develop their puﬁposetsetting strategy is«te provide gloss

e ¥ H f
activities which deal specifically with the three related aspects identi-
fied {n the Mqrfison study. First, gloss would EF used to set purposes
. C ( , : e .
=f0r the s§udentsﬂ(Demonstration Gloss) aﬁﬁdlqper’ﬁloss would provide sug-

-~

gestions as to 'how students can begin to eétablfsh {heir own purpoée?vfof‘
‘ »

N .

reading (Qeveiopment Gloss). 'Then, as students begin to learn how to o

[

identify a purpose: gloss notations can help them deveiop the skill of

a a
v

askipg questions that theyfwould hope to answer after feadihg the iegt'for‘

a specific purpose. (At the demonstration stage, gloss activities can

. ~ :

A
stage the gloss can lead students to fenerate -their own questions.) ,* '
4 T » ~ P

Finally, glbss aggivigies can help -students learn how to adjust their read-
. . ’ . , B 1 ~ "

. Again, defionstration gloss

=

could yE unged to suggest an effective. rate, and gawélopment gloss could

. . i . N
lead them toward setting thair own rate: in linetwith the purpose they

-~

identify.- <! . ) .

-
.

- . “:‘-' .
Pripr Knowledge.§>Recent studies related to schema theory provide a
: d ' S .
rationale for developing a strategy for relating prior knowledge to Whaﬂ/ .
. ‘ : ] f -

-
.

is being read. Taken together, the studies~make.a basic point: what is

. A v
known affects one's understanding of new materlal. Naus (in Rrégs) says
. . T 5,
it this way: "Although there is-debate as to how knowledge is reﬁresentag

. AN
in permanent memory, there is strong agreement on the general principle
- * P . . . M

¢

-

» ! '

-s
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“that what is already known is of major importance for what can be~known.

. .

Prominent concepts related to schema theory, such as depth of grocessing
-

£

. i P

.and reconstructive comprehension, suggest that processing at the deepest

levels involves tying what.is being read or presented to pné:existing

&

knowledge (Schallert, in press). Kiptsch, too, emphasizes the importance

. ’

of prior knowledge in his definltion of mean#ng ' .' \‘ ,

-

The meaning of a text is'thus defined only for anpagticular
comprehensioﬂ episode, and depends as much on the &&er )

) background and goals as on the characteristics of .the text
-itgself (in'press). _ o
Results of” interview studies.conducted by Camperell (1980) and White «

and Camferell (1980) suggest that students, seek to use their prior knowledge

to gain understanding in at least three ways. (1) by relating the new

1nformation in a passage to ideas they have read in preceding passages,

{2) by contrasting the information they are reading to»their prior knowledge
W_T___T____& s

and experience, and (c) by comparing the information_they are reading to

N

1%

their pr}or &nowledge and eéxperience (Camperell,‘1980, p. 107).

Smirnov kl9;§)'also suggests that'"using" prior knowledge is an iﬁporﬁ
tant strategy:‘ He talks;directly about relgting the content of the text
to existing knowledge: "...the greater théjg%p@gdge with which the new

is correlated, the more it is connected with. it, and the more tecognized
) P

. are their connections, the deeper is comprehension" (p. 143). The subjects

.

8 ., )
.of his interviews said they engage in the following actions when they try

. %
to understand text: . . >
‘1. composing a plan - o 7
S
. 2. correlating the text with existing knowledge
] . + .

.3, correlating the content of various parts ,of the text

( . o2

L4 N

>




4. utilizing'images . N ] ‘o

5. translating the content of the text into "one's own

language" (p. 148). ‘

, Finally, Smirngy says that,correlating the variocus parts of a text must

.

occur all of éhe time or ‘there can be no comprehension of the text as a

?hole.‘ One of Smirnov's subjects put it well? "While reading I often’

stopped in order to emphasize in ny mina.what had been.read, comparing it

14 , N ’
with what had'been said éarlier about bacteria" (p. 143), .
. L4

Based on our own interviews and Smirnov's work, then, we feel it is

important to consider two procesﬂes——correlating text content with existing

4

knowledge and correlating content of various- parts of the text--in preparing
{ .

-

gloss to help stuients develop the strategy oﬁ:nsing prior knowledge. In

2 ) . .
other words, gloss notations that are intended to develop the strategy of
N . g

actually using‘prior knowledge, should help students learn how to relate

*

what they are reading fo.(a) what they already know or to familiar experi-

ences and (b) informatlon they have just read in a’previous paragraph ot
'passage of the same text. At the demonstracion stage, gloss act1v1ties can
» involve explanations as to what information (i.e., information within the

text and within students' experiences) is L lated in what way Later, in

the stages of development and internalization, gloss activities can provide

K
opportunities‘fo? students to learn how to correlate the information they

are reading within the text,.

*

“Hayes and Tierney (1980) §or example, describe® “the use of analogy (1:e.,

comparing new, information to gsomething familiar) in®an instructional pro—

cedure for developing the strategy of relating new information to prior

\ .
* knowledge. They found that alternative modés of andlogy improved eleventh
N s
s . : . B
4 : . 22 ’

e
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and twelfth grade students' learning from text. Thus, it appears that -

§€he use of analdgy-can be ~developed as one technlque for students to'use

in improving their comprehension of text by relat1ng the new and the old
. :.
Additional technidues for correlating information w1th1n the* text are dis-
. - . R . > v .
cussed in the next section on organiqational strategies,

» - - N
Organization. At least 75% of the respondents to Morrison's survey

-

indicated that students need to develop thé’"skill” of attending 70 the: N

organization of material in order to learn content-area subject, matter.

>

In addition to attending, however, students must actively organize-new

. ~
information as 'they tead; that is,? they must organize what they are reading

in relation to what they already know. Students must debelop strategies
for (1) making use of the organizdtion provided in texts, and (2) 1mpos1ng <

organization on information that has been and is being acquired. The dis~ ° )
L . ) ‘
cussixﬁ?that follows addresses each of .the two strategies for organizing

. 7
information. . o .
> . ) ¢
Regarding the in-text strategv, Herber (1978) identifies two types r

of expository text orgaditétioné: internal and extérnal. He suggests,

girst, that students need.to be aware of internal organizational patterns

of textbooks;usacﬁ”as<cause/effect, comparison/oontrast, time order, and .
: . ;

simple listirg patterns (p. 78). Second, Herber says students should

become famlliar with the external organizatlon of a tex; This tybe of L SR

organizatlon 1nvolvés format (e.g. formulas and problems characteristic

of math textsgor the typographical style characteristic of poetry or -

'
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or drama texts) and physical fsatures (e.g., graphic aids, tables of cen=

tents, and chapter headings). Herber says that students should be taught

how to use both internal patterns and external features as aids to “dealing
. S\ ) .

with the organization of, text to gain Understandifig. Kintsch f&ﬁ press)

» ‘.

identified six types of efbository text organizations: identification,
definition, ¢1a351f1cat10n, 1llustrat10n, compaflson and contggét, and’
analysis (structural analyQ1s, functional analysis, causal analy51s) - \\5\

He, too, Btresses the importance of helplng‘%pudgpts develop atrategies‘for_
\ - o’
attending to text organizatioﬂ: ' N -
All compréhension is strategy based, and knowledge about
text types prppides the readet with‘spme powerful compre-~

3

hension strategies. These strategies are particularly

- important, because they have to do with the over-all

organizétlon of the text. As with other strategies, it

4

is possible to do without them, but being able to use

text—specific,organizational strategies can be a great
1Y [ A . 4 R ¢
help to ‘the comprehender....if you have the background

£ . .
in the content area, knowing how arguments are struc-
tured and\wha to’ expect when, can be of considerable

help (in press). ' . ‘ Lo 5

Regarding a learner-imposed organization strategy, Schallert (in press)

speaks of ' 'the human propensity to impose organization upon input "

- . N
.

To successfully apply the strategy of relating information to prior know-
» .

’I}dge, students must learn'ﬁow to organize the knowledge they éain in

their dai:to—day reading. 1In addition) if a text does not provide a con-

sistent alisy-to-follow organagation, students may have tQ impose organiza-

? ‘,
+




/

L4

i tion on the iﬂformation in order to'comprehend, Smirnovqél973) found in .

‘B

’
Y

notations could help students.recognize and make use of (a) different

“ o~

L ) ) . .18

his interviews that one process used by his. subjects is the composition

~
-

of a plan which involve§’breaking up the material into parts, grquping : e

thoughts, .and isolating meaningful ‘points., Smirnov s subjects seemed to

be 1mposing some type of organization when they studied a text in order to

..

’

improve their comprehension of the information, '

~

- To develop an overall strategy of attending to organization, gloss,

t&xt formats and external features of’ text, such as headings and subhead—
ings, that are used in organizﬁﬁg 1nformat10n, and (b) types of text s

organizations or "text types." After reviewing Herber's organizational
<

y
»

patterns and Kintsch's text types, and after studying .a variety of exposi-
< L

tdry‘texts, we identified six types of organizational schemes that we

t

believe may be impqrtant in helping students comprehend content-—area
. ) .

. s )
material: cause-effect, comparison/contrast, sequential order, simple
listing, definition, and classification., Gloss notations that are intended
to help students develop the strategy of attending to organizational cues 2
w0 d
*

and imposing organization on informatiom could make use of slich schemes.

A,

At the demonstration;stage gloss notations could both (a) point out the
0rganlzat10nal schemes gpen they are used in a,téxt, and (b) show students
how such schemes can be used as organizafionai frameworks for relating
information they are reading to information they have acquired from prev1ous
experiences. At the developmental stage gloss activities gould (a) provide
opportunitiesxfor’students to identify the organizational schemes in text,

and (b) provide instruction in how to organize one's expdnding knowledge

by using these’ schemes.

.
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1 ! Comprehension Momdtoring. All of the strategies we have‘discussed
- R ) s v ' . . ,
. S0 far--establishing a purpose, felatingyprior knowledge, and,both attend- .

- a

- . .-7. R . /._" R
ing to and imposing organizition--are synthesized when the strategy of : .
- L4 . d 1 v

comprehénsjon monitoring is applied. Comprehension moniéoring is a y
- : "metacognitive" aqéivity which, according

Y .

"entails keeping track of the success with which one's comprehension is '

«

to Baker and Brown (in“preéss),
S~

pro§eeding, ensurfng that the progess continues smoothly, and taking ™
. . . o % .
remedial action if necessary." The ph%gess'can'be quite complex.

~5%

’ Yussen,' Mathews, and Hiebert (in press) put it more simply whfn'they point .
{ I ) -
out that comprehension monitoring may entail having certain 'metacognitive

experiences" such as noting.that domething is unclear, or recognizing

» L

that one does not understand an argumeni. Active comprehension monitoring .

must, however, involve "acting upon' such metacognitive experiences in o .

' according to Yussen, et al
3 l A "
/

order to improve comprehension. r"Acting upon,'

(in préss) and Winograd and Johnston (1980), amounts to selecting reading fi - 1
r - > ' * i

strategies that will be most effective’in fulfilling the needs of the .

R s .
/ o \ A - ,
particulax reading situation. A goaa,comprehension monitor will gelect
. .

whatever strategy is most appropriate to the situation at hand" (Baker
LT . . J

o *

‘ - . ‘ LS
and Browi, in press). To monitor comprehension successfully, then,
‘. ) - Y .

students nmust not gnly recognize when they are having probleﬁs with under-,

. 1

’ standing, but also (a) be familiar with a variety of stragegies, such as

1. the ones discussed above, that can be applied to overcome compreheﬁsion
V»-ag ‘ problems; (b) be ableheﬁ sélect strategies that are approﬁr%ate to a par-
ticular situation; and (c) know-how to ﬁpply'the strategies to overcome

“ the specific préblem: ‘ . ' { , -

. It follows from these requirements that the cpmprehension'manitoring

i R - 1 -

ERIC
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strategy stands in a special relafion/to each of the three other strate-

gies we have described. The monitoring strategy is relatqd to setting a -

L1
purpqse in that—-as Winograd and Johnston (1980) have pognted out--assess- L

é ", ’

ment or control of the subject's purpose for reading ia a grerequisite to
. « ) s e . N . .
making gener?liaations about a reader's ability tp dgtect errors. The °
<
v .- . .
relationship between cgfiprehension monitoring and relating what. is being .

. read to prior knowledge‘is clarified by Brown's and DeLoache}s (1978)

By definition, the expert$knpws

A

- -
metaphor of the novice and the expert.

more and has had more experiences than- the novice, Novices are likely

to fail to select.approprid?e strategies and EE check and monitor ongoing

v

actiqﬁties because of their inexperience with a particulargtaskr This

0 L . ~—————
gallure, however, does not mean that they are incapable of seif—regula—
tion; rather, they'should be given assistange in‘learning how to monitor
F) N
their hnderstanding: Markman (1981) expands on this metaphon of the
expert and novice in a n;& that clarifies the reiationship between compre-

. . -

. F-3 . - ‘ ' .
hensipq éonithing and attending to-text orggnization. She shows that as

one gains more expertise,‘knowledge not only %ecomes more specific and

more s matized“ The ,reader who has systematized

- e

knowledge is théf more likel}y to recognize orgafization in well Yritten.

.
“ . -

texts or impose it on poorly written textd,

4 L : .

si oufd fogus on the interdependence a ng comprehension monitoring

\’ per nd the other.strategies we have ide tified, As with the develop—
. 3 '
ment of .the other strategies, comprehens on mdeg:oring Would also be P

&

ra . *

developed in stages. (
.- A . v .

JIn order to have criteria for judging tbeir success in comprehégding,
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. ‘ .~
n ~ . 4 . 3
' students must setya purﬁhsé for reading. On the basis of (a) the-estab-
. ‘ . . .' . ,
L "lished purpose and (b) their ability to_answer the questions they have ‘

. [ [

formulated in line with the pgrpose (see the discussion of establishing

-~ . * . . -
' a purpos€ for reading), students should be in a position tp evaluate the - 4
. adequacy of their .comprehension. Glois motations would, first help

. i \19! N

studénts‘develop the ability t© establish rposes and goals as outlined

™ ; \n earlier. Next, gloss notations wouid help students (1) become aware of

the need to evaluate their comprehension in terms of' the purpose they sét,
and (2) learn techniques for evaluating their- comprehension in line with
/"1‘3. the purpose. One approach suggested by Baker and Brown (in press) is to

F o
ask questions that are relevant to the established purpose. Baker and
4
Brown are convinced, o thé‘basis of work by Singer (1978) and by Collins,
: s
Brown and Larkin (1981), that training effective question-asking may be

+

a first step in the development of monitoring. At the demonstration

»

stage, then, gloss no;ations eould (1) identify a specific puf%ose for

T . . ®
reading the selection, (2) prov1de answers to the kinds of q stions that
’ - / & g
might be raised in relation to iven rpose, ‘and (3) identify the
specific s:Qilis that were brou to bear both in fqrmulating and in : -

‘.er : ‘ i o .

ansyering the questions. At the developnental stage, gloss notations would

» - . -
D - direct students to Cl) 1dentify ana state their purpOse for read1ng a given -
- '
passaég: (£>'generate and answer questions related to their purpose, and -
: @ 4 (3) determine thﬁx; success” "in comprehending on the basis of their ability :
¢ ’ .
* to answer the questions. Finally, if students have problems in under- ' .

- 4 .
.S¥anding, they could be asked to select and then supply appropriate skills

- " ] - . -

. @F strategies 'in order to overcome comprehension failure. - » © o
Prior. experience in performing a particular task and prior knowledge

o
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about specific content are also important to successful comprehension moni-
. - . A

“toring. The purpose of related gloss notations would be to bring about an

1

awareness of the importance of prior experience in evaluating comprehension.
At the demonstration stage, gloss notations could i‘iustrate the use of
prior knowledge of content and of specific strategiés in differeqt'situa-

“tions. At the development and intkrnalization stages, gloss notations’

. Iy -
rd -

’would offer opportunities for students to gain experience in ouestioning
o , -, 4 ’
their understanding and in applying the skills and strategies we have iden—

N " 2

-

tified in order to bdcome "experts." Through practice and experience,
\ students should gain a better understanding of themselves as compfehenders——

< an important aspect of metacognitive knowledge (Flavell, 1981)
Organization of knowlegdge, according to Markman, improqfs comprehen—

S

sion monitoring. Relevant gloss notations could be designed to develpp the

~

strategies of attending to the organization of text and of imposing organ- L
-
ization on the information presented in text. As Markman (1981) suggests, .

3 4. .
., students should be given "ample opportunity" to work with clearly organized
ot * ~ . . ) . P - [ 4

-

material. Gloss activities at the demonstration stage would focus on well-
. .

organizéd passages and would indicate the ofganizatidnal schemes’ inherent

/ 0
in the text or suggest strategies (as idéntifiif in the/discussion of organ-

ization) that might be used to organiae the informatioh pnesented At the

developmental stage, gloss notations could, first, provide practice in -

recognizing various-organizational schemes and in applying specific organ-
' “ » P

izational strategies in clearly-organized téxts; and then, notations could

-

: )
direct a similar kind of practice with texts that are not so well-organized.

Summary. The effective application of each of the strategies we dis- ’.'

. J :
cuss here debeoﬁs on the application'of the other three. Furthermore, the

~ ’

-
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e%@ective applicétion 8& these strategies also depends on students'

. ‘3 M ’
ability to apply the speciﬁ}c skills that are identified in this paper.

, < . 7
Baker and Brown (in press) make a similar point when they talk about,two

i . - 4 .
types of problems that interfere with reading effectively: "inefficient P
. v .

»’

- +

applicatigg of ~rules (skills)fané strategies

' . »
and impoverished background

==

~

knewledge.'" The purpose of gloss notatiopé, as discussed throughout

. »
-

this paper, issto helpvstuQths overcome the, first problem by Bringiné to

. D)

their attention (9emons£r€t{én gloss) and. developing their-ab{lity to .
apply (developmental gloss) \specific skills and strat@ néeded to compre- ‘
hendrexpésitory‘te%t. ‘we have selected skilis and strategiss that we

believe are important Eb,gpderstaﬁding text and which seem to be the ones - ¥

épblied:by the mature reader. Baker and Brown's use of the metaphor of

~

the expert and the novice summarizes what we are attempting to in gloss-

-
x e

ing text: “'The more wegaré able to specify the rules used by expert

’

readers, the more we will be able to successfully instruct the novice." [

In the next section, we describe gui&elines for preparing gloss and provide

- - -
e

exémp;eé of gloss writtep'to develop the specific skills and strategies

we have identified and‘sélected.

. . [N . N PR
* .
4 s -
“ .
\ .

Guidelines foy-Glosging énd Introduction to the Examples

¢ * - 2 . e L]

Preparing glass is é‘proceés'of making selections. If gloss is to

[ - ®
enhance readers' understanding of’a giVen. text, then choices must be made

5 -
e “ +

as” the gloss notdtiens are ﬁ%eparg@. The choices include sucﬁ matters as

LI 2 *

deciding what aspects of the text's subject matter are most important,
» -~ -

t
-

what comp&hents of the complex piégess of comprehending the subject matter
: ' ' ! '
require emphasis, and what purposes are to be.served by this particular
. > ¥ . . -

.

+
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-

reading. We havé tentatively identified. five g:;jelines for. making the

basicqékuces. The guidelines- are consistent with the constraints and con-

sideratiogns (expectations;"the reader, the text, and the milieu) depicted

in Figure 1, ahd-they pe¥rain to preparation of gloss at any stage (demon- ‘
" ;T -

stration, developmental, intefnalization, or fading), for any text. '

(NOTE: For convenience we féfer't§ "the person who prepares gloss' as —

v 4 r
"the glosser.'") ..

‘* . 1l. Decide what speeific skills and strategies are impor* oo

b

\ o .
This broad guideline calls fgx ‘the most critical choice to be made in pre-
paring gloss. (Of course a crucial prior decision--to be made by the

' teacher or, if gomeone else prepares the gloés, the glosser or, preferably,
—

the glosser in collabération with the teacher--has to do with the e?pected

outcomeg/related to the particular reading assignment. Without such a

- .

decision, there can be no next steps. All off these guidelines,Atheﬂ, pertain
to the preparatidn of gloss plotations ohcg a decision regarding expected out-
comes has been made:) We pfesagted'a tentative list of skills and strate-
g}eé earlier in this paper. We'think they are impgrtanf, and'thégfare

the ‘ones we deal with in the examples of gloss notations that are given in !

* the section that follows. 'The point here is that anyone who expects to

-

write process-related glogs gotétions must have a specific list of skills
Y ;

N ’

and/or stragegiés in mind, whether it be ours or somebody else's.

2. Consider.the reader's status with regard to the skills and
- =

sirategies identified in ‘Guideline 1. The" glosser must be guided by the

Tt M M E 1)
reader's ?rocess—related knowledge. - In a given text-reader interaction,

the reader presumably will have been intrdduced to the critical skills or //

e L]

strategies, either through classroom instruction or a process+~related

excursion. His/hqr degree of mﬁétery qf/}heée skills or strategies will

-

’
’

o




s . ' t
determine the focus and nature of the gloss-—difrected instruction, e.g.. the

. e - ~
" level of explanation and amount of practice to be provided through gloss
& » - I A -

N

notations. ' : . ' {

A} ‘.
N »

3. Consider the prior Knowledge of content required. The glosser
-~ .

must bi guided by the reader's content-related ﬁnowledge. The reader's
' .

\

. A - -

previous exposure tp and masgery of information relevant to the,subject

+ area of the text-in-hand mudt guide thoices about the focus and nature of
» ’

gloss in Ehé same way that facts about his/her process knowledge do. (

Diffaring levels of expertise about subjett matter--obtained from persomnal
] - ‘., , -

IS

’ ' , .
experience, previous classroom instruction, or a content-related excursion--

-

help determine thé appropriate level of gloss-directed instruction.

-

4, Identify the skills and strategies demands of the text. Both-
formal (e.g., the texé’analyses of Kintsch," 1974, 1979, in press, and Meyer,

1975) and informal (e.g., mapping an&‘outlining techniques) analyses of
N ~ " .

the text_can yield information that is relevamt to the preparation of
gloss. This information&gust be used togéther with information related to

Guidelines 1, 2, and 3. The glosser may be guided, for example, By a’

v e - .
varigty of text-related questions about organization, such as whether the

text is;well or pooriy organized; whether the reader is skilled in recqg-
- / > .

niéing'good or poor organization and fﬂgys how to benefit from good, or

4
*

overcome poor, organization; and whégher the teacher's objectives for the

student include his/her mastery’of strategiesfor dealing with text organi-

- 1
zation, . . : .
) L4

5. Be sensitive to the physical, and personal realities of the reader

3

[ 4
and of the classroom. The glosger/must be guided by practical knowledge -

of what will work in a given middeu. Among}the factors that are relevant

’
-

to this consideration are the amount of time available to read gloss nota-

.

& 0 . 1

¢

LY

;-
a .

i
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L 3 v .

K

tions and perform accompanying éécr ities; the nature of grouping arrange- Y
. e

. . g 5 \
ments, which acknowledges, in«priitice, that gloss notations dre often

¥

written--and the choices ,prescribed above #e pade--with "readers"/rather‘ .
- - \ P PR
than "“the reader" in mind; the student s willingness to work with glossed ~.
° ,v/ K . A} 7 . LS 1

materials (in part determined by the success of‘demonstration gloss);

» 14
- and' the' technology that is available for: producing glossed mdterials. “

JIn Part II of this paper, we provide examples to {llustrate two
. . ‘. * .
stages of gloss, demdnstration and devgﬂopment. The explanations which <

accompany the gloss examples provide elaboration of the guidelines‘des—
criBed above. Although we did not write the gloss examples with a !

. e 3
specific population ‘of readefs (Guideline 2) or with a!specific physical

setting (Guideline 5) in mind, wé wrote some examples that wotld 'be more

appropriate ior some readers than for others. épprogriate, in_this‘egﬁﬁ

text, has to do with readérs' ability to deal with.specific skills or
. strategies. For instance, some of the gloss.examples assume that readers

have g well-developed udderstanding of a given skill or strategy or have .

1

had previous instruction through a group-directed‘excursioh in the skill® ' /

. ' * . b b
or strategy.: The reader of this paper shouldgalso note that our examples .

-~ ; . -

e

. . ~ .
of gloss notations are just that--examples. The examples are illustra-

-tions .of gloss notations for specific reagding skills and strategies; they - r

]
are not intended to depict a progression of demonstration or developmental .

E}

gloss. In practice, the full development of the skills or strategies

.

identified in this paper would require mdre intensive elaboratjon in line

. ’

with the \five guidelines. _ ) a

In these examples, we have written gloss fotations for a wide variety

£

¥

of texts in order to show applicability ‘of gloss in several content areas.

’
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Aruitoxt provided by Eic:
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The texts selected include the following content areas: history, economics, 'S

health, physics, earth science; biology, English literafure, and mathematics.f

To reiterate, no attempt is made here to demonstrate a "complete" set of U

. P

gloss ‘notations such as would be required by an entire text, a particular
s ! )
student or group of students, or a givenvset of instructional jectives.

4 ' - - .

The format of the examples in the next section presehts (1) a page of

glqss aligned with excerpts from texts, and 2) exﬁlanations of the glosé

on the facing page. .
. N . .
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. Epilog - ) i :
- ] ) , ¢
. ) The purpose of this paper is to introduce the concept of glogs and

’ 0
. ?

. to describe procedures for glessing with a.goal Qf helpiné students

improve their understanding of expository text. The use of gloss-type 2

I3

notations is well’ supporteﬂ by the results of many empirical studies, as

R

has already been suggested.. While t;he effects o& the glossing procedures

outlined here are not conclusive, the results. of preliminary try—outs Y

indicate that the technique is palatable and useable for both teachers

. and students. Yet a technique mig@t be palatable and useable as a welcome

3

diversion, and 'yet not stand the test of routine class use. The ultimate

question, then, YMs this: Is the glossing technique, which can be used to
A .

. ' ’ "«\
direct attention to and enhance the understanding of specific points of ’

1

f”text; compatible with the procedures that are part of normal classroom
: , N .
routine?’ . ° \\x\g ’

- [}

Guszak (1967) reported that nearly 80% of the quesfions esked by

o

106 teachers in second, fourth and sixth grades depend&d upon literel //////”
P '
>t g -

. comprehension of the assigned reading. He found also that there was a 7.
decrease in the percentage of literal compreheﬂsion questions asked with
each higher grade level. ~Aithough they used different‘procedufes, Hare -

4

agd Pulliam (1980) obtained resulcc similar to Guszak's with 35 elementary
. . .

teachers, first throgéh fifth grades, when they usedQGuszak's system of

cetegorizing questions. They foupd;that teacbers asked 74% literal”com- -

. prehension qﬁesfions,.loz infergntiél questions and 15? Qvalcation ques-

tions. 'Hare and Pulliam also c&tegcrized the same questions using a

system suggeeted by Pearson and Johnson (1978) sthat permits the classifi-

' . » . ’




4 - ) ’ 3q
My .o , LT

-

cation'of questions as literal (textually exolicit) or inferentdal
‘\ ’

(textually impligit or scriptally impficit)v.'Tho percentage of quéStions

that were literal (textually expllcit) or inferential (texfually impl@citf

fad >

ranged from 68% to 86% of all questions asked.- ‘One‘can argue ‘that these

results suggest that gloss notations, which serve to focus attention on-

mattérs for literal and inferential comprehepsion, are in line with the

, N ( . L
everyday conceris of classroom teachers. ”

Mo%rison (1981) reported that observat;oné'in six ninth-grade class- .
-rooms determined ihat~approximately 507% oféthe'questions asked by five

of the teachefs required "recall" type responses -- responses 1£'Ehe

) knowledge level of Bloom's Taxonomy (1956). This result from Morrison s

study extends thé'trend identified by Guszak (1967): that as grade level

[
AN x«.\ v

goes up the proportion offiiteral questions goes down. Whereas GQszak

-

found 79% of the questions in second grade required a recognition ox .

recall response, the figure dropped to.65% in fourth grade and 58% iﬁ
. L * s
=4
sixth grade. Morrison foynd that by ninth grade the ffpure was down to -
° '

¢~ »

approximately 50%Z. In addio}on, Morrison found that ,the percentage of

v

recall questions requiring an answer which was reading dependent was y -

Ed

different in different content areas. While 277 of the recall questions

in social studies required-reading dependenE answers, the percentage was
/0% in science and 50% in nglisﬁ. ‘Uveral%, Morrison's restlts suggesl

.that the gloss notations can complement 'normal" classroom procedures at

leastfthroqgh the junior high level, - T : |

To sum up on the basis of the studies cited, the ‘glossing procedure
rr '_\ -
appears to_provide a useful means for augmenting teachers "normal" day-to-
- » * ——

. ~ 40
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~as a way to systgmatize and ‘exténd 'nofmal" qlassroom questioning pro- . ‘
’ W ' o8 Tt .
cedures” by brfnging tcggether teachers' goncurrent concerns .for process
t - " s ¢ e v » N . ’
» - .and conteht‘\r‘elated teaching., - ' ‘ ' . - -
o . P ' © o -
o * - Bloom, B. ,S. (Ed.), Taxonomy o?educationale{hbjgﬁive . N&W Yorkt ¢
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. ,  EXAMPLES OF GLOSS NOTATION
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Aruntoxt provided by Eic:




PAFulToxt Provided by ERIC

I. Skills R -
. A, Word f’arts
1. Demonstration Gloss

The Effect on Street Life

The 0ld street life characteristic of cities before the
Automobile Age disappeared almost entirely. In the pre-automobile
city, houses were built close to each other and close to the

street. Backyards were gmall, and so were zany of the‘hozxes.l

_»

In :he oldest American cities, .like Boston, New York,
Charleston, and New Orleans; the irregular pattern of the old
walkiu.g city may still be observed in the’street patterns of :he
downtown areas. The streetcar neighborhoods and guburbs are easy'

iden.tify because the buildings are usually bufde close to the
street. The roads are made as straight as possible, ‘gven “ia hilly
areas like San Francisco to avoid derailing :he streetcars.
. '

What It Takes to Build Cars

The amount of respu}ces used in the production of new cars
.- 3 .

each year is staggering.

'

.l'Danzer G., & Larson, A. Land and People, A H’orld Geogzagﬁz
Gleuview, 111.: Scott, Foresman and Co. (1979}, p. 266.

-

Idem, p. 284. =

"~ éa
- ’ L
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lrregular is the word regular and the prefix J;—

Pre-automobile is thaord-aucombile and the prefix pre-.

So "the pre-automobile city” was the

city as it was before there were automobiles. ., “~

Pre- means "befye.'

means "not." So "The’ iregular pattern" is a pattem that
is not regular, that is, not straight and evenly gpaced.

Derailing is the word rail, the prefix de=, and the suffix

* -ing. De- megns "from' or “off." So to derail means "to

nake go off the rail." "To avoid derailing the streetcgrs” .

means "to keep the streetcars from going off the rails.”

Production is a word made from produce and the suffix ~tdon.
-tion allows produce tq act as a noun instead of a verb,
To produce means "to.make," gp production means "making."

"The production of new cars" means "the rmaking of new cars," 7
- : . R

-
-

Staggering is the word stagger and the suffix -% Here ~
the suffix —ing allows :he verbAstagger to act as an adjecti,ve

ingtead of a verb. To stagger can ‘mean to walk crooked,” "t .
go back and forth," nat to go straight ahead." And so it

times meang "not to be sure,” or "'to hesitare.? So staggerlng R
means "big enough to make yoy stop, hesitafe, not go straight
shead, notice.” An amount' of regources that "is staggering"
is a big, enough amount to make Fou stop and notice.

< L FS
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Aruitoxt provided by Eic:

Nofa:iorﬁs‘ 1-3'
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5

Notations 4-5

. .
.
v ’ ’
>
.
. .
.
./
R
- -
3 -
‘ 45{ R e
» ﬁﬁ
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These notations were prepared to show the eifec;._ of prefises on word meaning.

* Asrwith all deconstration gloss, the reader is merely shown what is taking
place. After an analysis of the target words, their meanings are given. - ,
Notice that otation 3 the suffix -ing is.mentioned in the analysis and used
in the final exadple--because the word appears in the text with -ing-~but the
focus of this glosg is the effett of phe prefix on the meaning of derail.

. » R

~ N

ﬂl;ése!notations focus on the effect* of guffixes. Notice that these examples~—
and all the others that deal with suffixes--are based on the concept of a

suffix as a word part that changes the word's trle in a gentence. This assumes
the reader's familfaricy with parts of speech,”gained from prior imstruction,
either classroom instruction or an excursion. These demonstration items merely =
state that the change* (e.g. from moun'to verb) is accomplished by the suffix;
‘developmental gloss will explicitly explain this concept of the suffix.

s oy T -~
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. . ‘ . « 1, Reg' lacement i3 the word replace and the suffix -pept, A
2. Devgpaental Gloss - | : Lopact —

suffix 1s a word part added to the end of a base word to allow
. ? it to act as a different kind of word, for example, to allo®
The rubber is needed for repla tires for older cars. 1 .

The lead is mainly used in batteries and-as an additive in , . "
‘ 2 verb made from place and the prefix re-. It means "to take

it to act as gn adjective instead of a verb. Replace is a

g'asoline. In 1973, three out of four new batte-'ries were placéd . "
. . ‘ the place of." Here -ment allows replace to act as an adjec-
’ .

-1
in used cars, .
# « 7 N tive instead of a verb. It rells the reader about "tires for

- h
N

Causs then built a system of non~Euclidean ge’onetry that.
N included his strange new axiom. This new eomet as?never pub-

1s € o g v P are 'replacement tires?” .
{ished because he felt it was not yet perfected and he did not , .

Py

older cars.” The writer could not write about "replace tires,"
3 but cBuld write about “replacement tires.", What kind of tires

want to clutter up the subject of mathematics with ideas and = - 7 . < -
theories that might finally lead into a blind alley, NRon-Euclidean _
geomefrries are mathematica) systems built solely on logical reason~

2. Additive 1s the word add and the suffix -itive. A suffix is

© inm sed t de diagraas and constructi typical .
g 28 opposed fo the mo !.‘8’ 28 uctlons typica & word part added at thé end of a base word to it to act

2
of Euclid’ omatry, !
:l s ge 7 ‘. as a different kind of word, for exacple, to allow it to act

» " as a noun instead of a verb. Here -1tjve allows the verb add
to act a8 a noun, The writer could not talk about "an add In
) ) . gasoline,” but could say "an addirive in gasoline.” Fill in
e * ~ the blank: "An additive in gasoline is something you
J to gasoline," o

-~ . - -

3 3, Non-Euclidesn is the name Buclid, the prefix nom-, and the
suffix —ean, A suffix is a word part added &t the end of

—— ~ . - a root wor§ to allow it. to act g2 a different kind of word,

! '

’ for exasple, to allow it to agt as an adjective instead of 2
' g noun. Euclid was a mathematicien. Here -g¢an allows the ’
. . . nate Buclid to act as an ;djecci.ve, to tell about geometries,
"~ » . - The vriter could nof talk about "Euclid geometries" but
could talk about "Euclidean geometries.” A prefix is 2 word
- = pa;rt added at the beginning of a base word to change its ,

/ weaning. Non- means 'nét.” Fill in the blanks: L .

3

. , -
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-
, Gausi viewed with great concem the_ question of the Bverzll - “ Nen-Fuclidean gepmetries are geometries that were
validit E -
Z y of Euclidean geunetry.‘ Some unusual outcomes of his non ~ . ! invented by the mathematicisn nazed ,
Euclidean geometry included the gotion ’tﬁat the sum of the angles s ’ .
of a triangle {5 less that 180 degrees.> ) ‘
S .
- 4. Yalidity 4is the word valid =ity
Some of the intolerance w purred by extremist groups such 6 . 144 he . and the suffix ~Lty, which allovs
) . ‘ va to, act as 3 noun instead ‘e,
as the K& Klux Klaa. This organization uged some of the techniques ._.__blam stead of an adjective. Fill in the
\/ that the old Klan had used during the Reconstructidn period. But N - l P
besides blacks, the Xlan's attacks now fncluled Catholics, Jews, Valid meaps “trwe” or “sownd.”
: political radicals, and almost all foreigners.” . . — omeans “tryth” or "soundness.”
S ¢ . -
o ~ -
- L, . 5. Upugual is the word usual and the prefix w-. A prefix-ie—.
. < Glnz:;, G.h: Larson, A. Land and People, A ¥orld Geo avhy. & word part added at the beginning of a base word to change
enview .: Scott . S
A ’ » Poresman and Co. (1979), p. 269. N its meaning. Un- means “not." What does’ ynusual mean?
1
Zpenholn, &, Mathezatics: Man's Ke ’ " : .
: == cCBi Ran 8 Key to Progress, Book B. N
Chicago: Lyons and Carnahan (1970). p. 88. » Book B ’
- = <
- 6. In " " ¢
3lden, p. 89. - n "spurred by extremist groups,” the writer used the guffix
- - - -ist at the end of the word extreme do that it could act as
4 - . - . -
’:;53‘37’.3-: Danzer, G., Mitsakos, C., & Risinger, C . . / an 0 ’to tell about ,~ . .
rica. Americal Glendiew, I11.: S . , My "
—_—n Arlilca . ¢l L4 &
9775, p. S8l. ' cote, Poresman and Co. . : o
* ~ : P . ~
. ’ . -,
. - ‘ * “
Rotations 1-3 With developmental gloss, the concept of the suffix 3s explicitly spelled out’ A
* ~ and its implications are developed. This assumes the reader's facilariey with
' parts of speech, gained from priof instruction, either classroom instruction or / -
. . a&n excursion. In addition, the gloss involves the reader by asking for written 7
application of the concept that has been explafned. Notice that in notatféon 3
the prefix non- is mentioned in the analysis, and its meaning is given, but
. the focus 1s the role of the suffix.” -7
5 - * ‘ . ~ -
- Notation 5 Developmental gloss goes beyond just shdwing that a prefix has changged the - N !
' meaning of a base vord;‘;it gives an explicit definstion of a prefix, based on ) -
a concept of a p s a word part that changes the meaning of the base .
word. And the reader applies that concept fh his or her written answer to
the gloss ‘question. .
= - * . - .
, * - . Notations 4&6 By the time readerg encounter follow-up activities like these, they haye been* -
introduced by gloss to the concepts necessary for their successful completion. . ' 2

These ara application/practice activities (& necessary part of gloss).

- -
. .

[rsereisn '
FulToxt Provided by ERIC .
biladd o s * ©a »
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other methods of “desalinat
¥
Solar distillation ne of sevetal ways to desalinate
1 N -

’ s

ocean water.

Gauss vieved with great concern ‘the question of the overall
* 'd
validity of Buclidgan geometry. Some wusual outcomes of his -
hs i .
non-Buclidean geometry included the notion that the sum of the
A ]

angles of a trisngle {s less that 1%0 degrees.2

L

Magnoll, K., Douglass, L., & Ellis, D. Exploring Earth and
Space. - River Forest, T1l.: Laidlow Bros. (1978), p. 459. .

N

zDenholn, R. Machematies: HMan's Key to Progress, Book B.

Chicago: Lyons and Carnahan (1370), p. 89.

o+

24

~
[

/
7
8 .
9 .
. .
~
*
rd
<
S

Desalinate is the'word root sal- from the word salt, the
prefix de-, and the suffix -inste. De- means "remove from"
To desslinate

Desalination is

and -inate allows the world to act as a verb.

mcans to / .

the word desalinate apd the suffix ~tion. -tion allows
desalinate to act as a2 noun instead of a verb."'ro resove the

salt from something is to desalinate something and when you

talk sbout that process you talk about .

/o

Overall is the,word over and the word all combined to make
& nevw word :ha:Jhas the meanings of its two parts. FPill in
the .blanks:

When vriting, .o validity of Buclidean
geometry,” tife writer s looking the
whole systez of Buclidean geone:rir and talking

about of it. »

-

Outcome i8 the word out combined with the vord come. What

does outcomes mean in "outcomes of his non-Buclidean geometry?




-
Notation 7 The focus of this notation is prefixes and suffixes and would follow previous gloss
) - about both affixes. All parts of the word are addressed as its meaning and role in
the sentence are built in step-by-step application of previously explained concepts.

.

Notations 89 These notations develop readers' skill with word parts thats are not affixes, that
can stand alone as words and bring their meanings to the compound words in which
they appear. This concept might have been explained more explicitly in previous
gloss, depending upon the reader's acquaintance with compgumd words and/or-
aptitude for word meaning.

/o

1

il | - , ( -

- .
Aruitoxt provided by Eic: . .
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B. Context ,
1l: Demonstration Gloss
- The second column 1ists the same figures for the manufacture

of new vehicles plus the "aftermarket"; that ia, the parts‘and

fuel needed by cars after ' are sold.! .J

In 1880, Republican James Garfield had been elected on a
p%acfotn which called for change in civil service--the system of

appointing people to certain government jobs.z _J

-

Ever since Andrew Jackson's pr dency people had been ap—
pointed to government positions on thd basis of the "spoils sya:ea.,"
This vas the idea that "to the victorY in a presidential election
"belong the spoils" of office. As & rejult, the only way people
could obtain and keep iaporcané positions in government was to be
in the favor of the adninia:ra:ion.3 T J
Po‘ulisn i oo ]

"From all parts of the United States [they camej, some bymp-
ing along hundreds of miles [by horse and carriage], others using
:heir_ last folding money for train fare." Pifteen hundred delegates *
Tepresenting Parsers miancea, Knights of Labor, and other farm
and labor groups, gathered in Omaha, Nebraska, in July 1897. They
vere prepared to launch gn all-out attack on the economle and
political forces of America . . )

Populists favored election of United States senators by

popular vote of the people rather than by those in gtate govamﬂenc.['J

I;;opaganda-Both Sides Distort .the News

Propaganda is a method used to persuade people to believe
certain things. It plays on emotions and distorts the truth. Both
Britain and Germany used f:ropaganda to try to draw the United States
into the war. One example is the invasion of Belgium . ,
Most Americans gradually began to believe that the Germans were

cruel aggressors and the cause of the war.s o ]

[3

1.

{ v
\

P 14
:l‘he word aftermarket is followed by its nea.ning. The rest
of the 3‘zi.en:el'xcoa, tells that the aftermarket for new vehicles ,
is "_the parts and fuel needed by cars after they are sold.”
. ¢ .
The words civil service are followed by their meaning. The
rest of the sentence after the dash tells that civil service
is "the system of appointing people to certain government
jobs." : ’ -
The v;rds spoils system are explained by the senfences that
follow then. They come from the expression, "To the victor
belong the spoils.” Spoils were what winners took from the
losers of a wa‘r. Prom that, spoils came to mean public
offices that become the proper.ty of the winner of an electidn.
The new president had the powgr to hire or fire people for
important positions in his administration; so people in
those positions, or wanting to 4n in them, had to please

the new presiden‘t, F “be in the‘favor of the administration.”

1 . ‘
The eight paragraphs following the heading Populism contain
clues about what is meant by the word populisa.

The fir;t,puagraph tells that populism involved farmers and
laborers in an "all-out attack ca the economic and political
forozs” of America.” The"second paragraph tells that populidm
wai & reform moyement’ and the®it formed a political party

- 1

with its own presidential candidate.

The next six paragraphs list gome of the ecenomic and politi-

cal reforms that populism stood for. .

!

4
The heading "Propoganda~-Both Sides Distort the News," :ellL
that propoganda involves distorting the news o The first two

sentences of the section that follows give a8 definjtion ef
L]
1 * - -

' .
. [
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2 . . tr& wotd ptopoge- da tdocpands tv 8 metrod Lsel ¢ toudde
1y - 4 L ] p’ecﬂpll b0 believe certain things It plays up eastions aad
° g::::;vc S "“‘fz;;“ Laad '“n:'z"‘“:,:?ﬂm . dtatores the truth ” The test of the section gives an exampls
i . aman 8 o . .
R L "9 8 . ) of the ure' of propogends ddrisg Yorld 7 & ‘piu that the
. z’du'yﬂl . Danzet, G Sigos. CRg Kisgnger, €. | * . © thted paragreph seactides The play 5o pecple’s SootioMs aad
%%;;—;-;»'—% Glesvi LE iga'?, otessan sod Co the foutth patagtaph tells that truth was distotted The fifth
. 7. 5w S i . .
M ~ '-a‘:“ ol B pardgraph tells vho var pereusded and vhat they yere pet- -
) - f .
l?., p23 ] - 5 . . 1] . saaded trbalieve. o
H . v - .
. 1dag. 9 50(‘ . s . . i ”
s * b3 .
1den, y 3573 L N . . . . . o !
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These items show a progression of ways that texts help the reader determine
- meaniifiRof words, moving from explicit definition of a word in the context of

f
. \ the séfffence (notatidns 1 and 2|), to explanation of an expr?psion in the context
L. ¢ . of several sentenles (ndtation'd), to development of a concept in the context .
: ¢ of several paragraphs (notations 4, and 5)._ (Because of space limitstions, not
» s alkg the par_agfaphs referr#® to in notations 4 and:5 have been geproduced here.)
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2 B R O S
« .- . v
. ~ \ ,
V’. ) - . N ¢ ‘ » .
> s N ] é *%. “Bunabout" can be defined from clues in the syrroundin
Introduced in 1908, the Model T was built on asgembly lines L = A" € b " N ¥ 4 gd'
- : - sentences, runabout” .8 v <heap, mags-produced; -
in Detroit. i‘hip type of production made the car very cheap. A " LnEout wes exy P produced, M
. - . I3 Py two-seated, Model-T car, . ®
. _two-seat "runabout” in 1925 cost only $260. The low cost made i ‘> ,
e Hodel T available to a lafge gumber of Americans.l i - o
¥, 7, The word cabins in this sentence does not. deséribe a pdonger I
[ " ~ - -y e .
. : - to * family's log home. " . . , the r r8 of motor ht 8,0
. The autowobile also created new businesses. Gas stations, , . ly s:l 8 :ne . he foreruaners of motor-Woteld,or .
motels" t
adside restaurants, and cabins, the forgrunners of motor hotels, 7 els” 18 a clue that these cabins servef the same pu&ose
Tor "motels " sprang up everywhere 2 asomodern motel units, Like motel units, they%ere rented by ,
, A ) , i ¥ - -
f,\{ i . . /\ . . ~ B tourists, but they were "cabins" - small cottages or huts.
- a ‘ T ¢ o . W3 - . .7 -
ggey, J., Danzer, G., Mitsakos, C., & Risinger, C. o . . - -
v Anerica! America! Glenview, I1l.,: Scott, Poresman aad Co, B ' ’ -
(1977), p._ 584. < : . . ,
- , : : . . . ] o
. zlden. , L. . :
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Hotation & This shows the reader that when a ﬁor,d is not explicitly defined,.there may be ' *
. clues in the co_gtex: that can help him or her infer a definition.
oo 1 .
Notation 7 This {s emg;e of gloss that helps the reader use comtext to understand an ‘
»  unusual 8&de of & familiar word. - v ’ -
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2. Developmental glosé

. .

Intolerance

Restzictio:f; vére placed by the .federal government on L:::d:
gratlon during the Twentles. Quota systens were set up that
éeverely Aimited the nusbar of southern and eastern Eu’i'opeans who
could come to the United States.
immigration from African or Asian countries.

This nativism or lack of tolerance that many Americans showed
people who vere not Protestant, white ox: of British or northern

' Eutopean background becamé quite widespread during the Twenties,

Intolerance took on many forms. But it was always directed at

minority groups. *

Some of the mtolerance vas spurred by extraaisz groups such
as the Ku Klux Klan.
that the ol.d an had used during the Recons:ruction\ period. Byt
‘besides blacks, the Klan's atfacks now included Catholics, Jews,

radicals, and aglmost all foreigners.l ;

'l"his ‘brganization used some of the techniques

.

*

lluggeis. J.."Danzer. G.,"Mitsakos, C., and Risinger, L. -
America! America! Glenviev, I11.: Scott, Forésman and Co.
(1977), p. 681. . 3

Y

.~

- x

Jhey alpost eatfrely excluded ¢

2.
3.
K
’
C Y-

1.

.
. 1

Headings are bften followed by gections of text that explain
Here the héadlng Intoler-
[

vhat the words in the heading mean,
ahce 1is explained in the three paragraphs that follow the

heading. Important clues are "restrictions . . . on icmigratiome

+ « . nativism , . . directed at minority groups « . .« extremist

groups such as the Ku Klux Klan Q

'

3 * . .

] »
An unfamiliar word {s often,followed by an explamagion, “Here

the wvord nativism is followed by the word or, Which 'sometizes
through "back-
Write a definition of

signals an explanation. The words from "or"
gromd" txplain,, what nativiso vas.

natlvia::'

_
- .v«',.

An understanding of unfamiliar words can often be gotten from
examples given by the writer.
the Ku Klux Klan,"

.
are: .
., -

Notice the example, "such as
and write whagt you think extremist groups

=

£
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The first sentence of each of thegse norations genkralizes beyond the example

-
in the text in order to develop skills that the reader can apply to other
reading. Ir addirion--as with all developmental gloss--these notations ask [N
for writter application of the skills being taughr.
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’ 4. The second paragriph says that "Intolerance took on nany forms.

) Intolerance - ) . ’ . Bdt 1t was glvays directed at minority groups.” Exarples of
. Restrictions were placed by the federal mvernsfn: on immi- minority grows are given in the paragraph that follows. List
ration during the Twenties. ta gystems were set hat '
& ne Quota sy .e‘; set up t \“ " them here: L
severely limited the pusber of southern a:\d eastern Europeans who . L
could come to the United Stares. They almost entirely excluded ‘
o~
immigration from African or Asian countries. . . - LS
This nativisa or lack ¢f toletance that many Asericans showed 4 "
- hesded Prohibition tells
People vho were not. Protestant, vhite, or of British or northern 3. The first sentence of the section ‘
’ - . 1 in the :
European background became quite videspread during the Twenties. V4 what the vord prohibition means Fill iz the blanks
i Intolfyance took om Bany forms. But it vag alvays d'ire#ed at " . ‘Prohibition was the outlawing of
[ . - . .
. atnoricy groups.! ¢ E - . . by the Efghtecnth Asendmegt.
‘ - : s
JProhibition . 6. The word "bootlegging"” is followed by irs definition. Mrite
. The 18th Azendment, which outlaved alcoholic beverages, was 5 a definition for “"bootlegglng": A .
passed by Congress in 1920°md ratified by ;hg states in good falth._‘ . .
However, in many cases, it made liquor and drinking more of a prob- . ’ T - RN
: lea than it vas before prohibition. - ' . 7. "Bathtw"” gin is mentioned along with "home-brewed beer." .
— . . ~ .
. "Bootlegging," or the 1llegal gale of alcoholic beverages, _ [3 . . ‘ This 18 2 clue to its meaning., Write what you think "bstl;cub'
becane comsonplace. It vanged from the manufacture of home-brewed gin wag: ’ ’
beer and “battrtub” gin to the illegal smuggling of liquor across 7 , X, *
_the Mexican and Canad{an borders.z‘ 7 _J . . . S ’
R . .. . - - T —
1 , . . . "e&: %
) The butlding of "hard-top" rosds in the tventies and the : T " 8. What clus-gﬁ‘égft&ﬁstﬁf thig sentence help you wmdarstand
introduction of balloon tires made automobile riding less noisy - & T what “hard top” roads and balloon tires were? -
and less duscy.3 ) J “ ] . . R .
. - » . .
. " . # H .
‘ Gauss then-built 2 8ystem of nop-Buclidean geometry that .
“included his strange new axiom. This new geometry was never pub- , - 9. \.Copy the gentence in this paragraph that describes non-— o
lished because he felt it was. not yet perfected and he did pot wane. |, 9 . - ‘Buclidean geometries: b\u
to clutter up the svubje'ct.of mathematics with ideas and theories ' J s ‘ ’ p;
that might finally lead into soblind alley. Non-Euclidean geome- \J,
' ” - i - Ls & [N re s .
- ¢ v i = ’ - * P— + .
r ‘ L J
L ~
. ” 3
Y ~ e 'Y , ~
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RS - ’ . * hd q‘
Q ¥ : . : -

EMC . ‘ v. . . : " . '

Aruroc povided vy ric IS A




Tries afe S/ denati ol rystems 2ol 0 /o.!-‘y 2 aogical reasatog
& oponed to tue wlais, fioram sod, comstruseions typical of
Tacifé s gomery ©

Lonpeviey, iis ztcﬁa A7d Zallenge
ORE JTeING. v cYasls anither  We hpve (sorassed cue Ltfespac
£~ e cmtrol of fafecciows dlaeese  Sow, e 1mpotias:

b el probles In tae’Catted Staces s now 1o Fromote &

napyr smd waful fife for :t.x/a-ﬂy 3 -

Sovesines, vhes ve solve

-

-~
Supote you tell & friecd Trar the e ofe 1s 13°T 581
and 1t 1T U ralnlag vhare 7o ifve S0 descriving the
varder.  Bowrer, v Right ncride ey Lt as having
old viatdrs, =00l ¢sriogs asd fallef and Mt summery
Tass, you vodd be Sestribisg the ClLoasts WATemar? Cltmare (s
[ mh!‘wu\-r Ptters fof & plece over & namber of yasrg ©

Youw

HIR

d

-

.
Yaayer, . lwsxer, L, Htsakos, ¢
Adlescat Aairical - Slemview, 115
aun, 5. W,

o & Riainger, ¢
32528, Porasman and 0o
+

.

zu-. yo 38 N

Mim, 7. 31 . N
Ab
&
Yan's Kay ¢4 Progrese, Book B

‘bn\.h, B Maphematirs i
iyoes asd Carcatas (197%),p 8

Celtage

.
50&!0. J-v luliam, T, b Tether, J  voders Bealer

XY molt, Miseture, asd Vinstoe (33990, 5 475
’ -~

Dapivrirg Larer
Latéiow Jros (13743,

Srupelt, %, tovglar. 1 . ¢ 1ics. 5
a4 Soece. Lver Torest, i1
=218

Notations &4-11

133

. J
To help readers apply the skills,

. 2 2
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N ,
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notations 4, 5, and 6 difect them to the gpecific

parts of the text where helpful definitions or examples can be foumd, and notatioh 7

actuzlly provides the helpful clue

from the text. 1Items 8, 9, 10, and 11 give

readers less guidance in finding the clue or sentqﬁce that will help them construct
p the Bedning of the target expression.
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) ] v 12. The four paragraphs followingstne heading, The PTF Prindiple,
The PTP Principle . 1 .
Theory suggests‘that the ability-to—pay principle is thé explain the mesning c_:,f tnat term. The first paragraph tells
only defensible p:inci;ﬂ\ of taxation. We do mot live ln 2 world . that it is am@inciple of taxation "bdsed not on logic or
of theory, however. In our real world there 1s a third ptinciple . theory.” Reread the first paragraph. What is the PTF
of taxation, based rot on logic or theory but on political factots - s
K
o~ This is the "plucking the most feathers with the leastfduauks” * , Principle based on?
's a principle, or simply, the “plucking the feathers" (PT¥) principle. . - @
It is 3lvavs politically unpleasant to raise raxes, but when legis~ S— The second paragraph tells that the “hitials PIF stend for .
" lative bodies decide that they must, they often do what ig least
. 1, "
) painful politically. . . plucking the feathers,'" which is a shortened version of
» A senator up for re-election might hesitate to urge an in-, 12
creade in incose taxes for fear that such 2 move would cost ‘him . :
- votes. 1f additional government revenues were heeded, he aight :
¥ instead favor a tax which was less noticeable and less painful. . b The writer expects thg resdgr to understandtthat squavking
He might advocate a one-cent increase in the gasoline tax. Thig . biﬁg stand for taspayers and their festhers stand for what
. Huge o !
seems quite =minor uge sums of money could be raised in th.is the taxpsyers have to give up, that is, fheir
way with less danger of a public protest, and with less danger of ‘
his losing office, ” The third paragraph gives an exawple of the PTF Principle in
. S This is not an accepted principle pf caxat;m and public - action, a senator who favors raising gasoline taxes instead
. £11 adzi . . . . R
. ) officials w seldom t to its use Stlli, it would bgltotan/ ) of income taxes because gasoline taxes ere less
. uprealistic to deny that some taxes are of the PTF‘variety. ’ -
- ‘ . and less _____ , snd becsuse the senstor doesn't want
. v N
N . ; b= vqters to : .
* lBrwn. J., & Wolf, H, Economics: Principles and Praétices. - )
h the PTF Principle is not
"' Coluabus, Ohto: Charles E. Herrill Publishing Co. (F365), , The fourth paragraph says that t‘he PTF Principle g:c{e - )
. . . 201, ) T .
o Y ‘\ ' g 4 an eccepce& principle, but it (does / does not) explain how
. ! ’ M oy circle one .
) { . o T
) v \ *, - lawskers often make tax laws.
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Notation 12

4
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Aruitoxt provided by Eic:

P

This notation {3 intended to follow up on previous gloss instruction in the use . R
of context. "The four-paragraph text develops an understanding of the PIF -

Principle, using definition, imagery, and example. Notice the variety of kinds

ofawritten responses that are asked for. -
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Aruitoxt provided by Eic:

C. Paraphrase

1. Demnst\rawmss iy
e
[ d ’ y 3
R

In his vritinga, Marx strgsses that history is the result

of econchics. only Mar» did not feel that poﬂtics, philosophy,

religion, or other factors influenced his:ory. . .

- . . -
OQur epoch ma period], the epoch of the bourgeoisie,

pqas&:?/éwe r, thiﬂ:’iistinctive fea:&e it has simplified, 2
the cYass antagon SBS.

Society as a whole is wmore and more splitx

£ “hostile caxgps,’in:o two dreat classes direct-

¥ -
isie and Proletaciat.’ .- ..

ting up 4nto two gr

ly facing each other:
&

, . L d » L 2
-

To thrive fasctsa needs enemies When none are available,

sficti,tious ones are erea:ed to justify the complete obedjence

3 M _ LY v

of the popula:ioﬁ a .
. ’ - .-

-
e -

' R - S

g
Capellu:i F., & Grpssr;én, R. The Human Adventure.
San l’rancf co: Eield Bducatipnal Publications, Inc,
(1970), p.\SO & ) .
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Notice that the second sentente here is another way of°say1§|'g
the first sentence. These two sentences together help you t
understand how Marx viewed hfh‘l/:ory.

Another way of saying these two sentences is:

”
- This is the time when the ‘capitalist (owners') cldss is
supreme and the divigion, of society is sim;:-le The\’g arg_ '

just tvo classes - the capitalist class (the mmers) and

. the working £lass (the laborers) - and they ire the enenmies
1 - en
* of ®tach other. . -— PR o

- -

" . F
Ano:her wvay of saying these two sentences is:*

. Fascls:s become mote pwerful by scaring the people into ’ Y
obeyingﬁem 'mey?o this by always reminding :hem f

their enemies, even if they have to make up enemies.
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Notation 1 » This notdt lon\Qer.s the reader to a paraphrasg within the text. . N
e ' Y . S ..
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Notations 2-3 "~ ,These notations each show how a section of text might be paraphrgsed. While the, & :
" reeson for paraphrasing {s.that it mpy make the meaning og the text clearer tgo - < 4
the reader, this is not explicitly stated in demonstration glosse . L. , . . .
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st3te since 'he and his activities are at its ser¥ice.’ -

a

Instead of being alloved to vibrate £ree1y after -an Lnitial
displacaenc, a system may be driven by contmued application of
force fron the outside. Whenever a system is made to vibrate by
a periodic force, the resulting motion is called forced oscilia- :l 2
tion. I-‘ana'pfes are the vibration of a fac'tory structure caused
« by the running ‘of heavy machinery or 7the motion of electrons in
a circuit connec.te'd tb an alternating- rren:,generatbr.
Forced oscillations take place with\the frequency (or period)
N of the driving forc; r.‘sther‘than viti\ thelnatural frequency of
the system. The amplitude of the. gighponsg dependsnon how the 3
‘driving frequency is related td th tural frequency. : 1Lf.
these frgquencieS_are nearly the same, &ven a very veak driving
force can, {n time, feed enougli en‘ergy into the sy;:‘eu t‘o give 4
"t a.large amplirude of motion. *This condition is called - ~
J  resomance. A heavy pendulum can be zade,ultimately to swing
. vith a large amplitude by giving it small® tapp in the tempo
of its natural frequency. The .taps must be applied in the
. same direction as the instantansous mot fon of&e pendulums. X

Any subrultiple (3,14 etc.) of the natural frequency vml ) ¢
also produce resonance. 2 .

’ -

Shock. SPock is & depressed state of the circulatory
system and occurs in all serious injuries. Bloodﬁcollects in
vessels in the abd:mi.nal cavity. As a resulg, chg cells of 5

the body, particularly the brain, suffer from lack of blood. 3
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’ 2. De;lelopae'gtal gloss T ‘
A ‘. 5
Every individual is required to give himself totally to the 1’

1. " To paraphrase a sentence is to say it another way. Para-

Fill ih tHe blanks in the following paraphrase of the sentence

in the text: . . .

Forced oscillation fs the of a systen"resaxlu..ng ‘from
caused by a pericdic force.

Fill In the blanks in the following paraphrase of the sentence

in the text':

How much t‘;m systen responds depends on the relation of two

frequencies: The %, frequency and the

’ ' frequency. R

Pill in the blanks in the following paraphrase of the two

o *

- -

phrasing a sentendé may help a reader to understand it.

Reread the sentence in the text and then £i11 in the blanks

“in this paraphrase!

Everything a person does cust be done for ther

. . . .

y* A .

sentences in the text:

Resonance is the condition that results vlzen the frequéncies
are nearly The same¢ 80 that i *__can be fed

. -3

1]
into fhe system, even by 4

force.

» r

. »>

Complec‘e this p’araphraae‘ of the Sentences in the text "N 7 >

Shock occurs in all serious injurigs when the
slows down, As‘a result blood callects in -

and does not g0 to .
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Notations 1-6 These notations demounstrate a progression of skill development. MNotice, in & ]
Jotation 1, that developmental B gives & definition of paraphrase and &
* reasom for paraphrasing. Notat{ 2 thru 6 move from filling in one-word
blanks in paraphrases to cm:p];etms open-ended summary questions. Readers’
- . success with tHese activities depends upon the n%zf past experience they
- have had with paraphrasing—vwhethér from previous classroos instructiom,
. excursion, or extended gloss insfruction at one or more of the points on e b
» progression {llustrated by these examples. Alsc note that for a fill-fu-the-
., blank paraphrase to help the readers to betper understand the text, it nust ,
- be vx_-u:eyith their prior knowledge of the content in mind.
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‘!‘ream;m: of shock. Keep the patient lying down. Cover
enough to maintain body heat. I ’the victim i{s in shock, raise
the feet 8 to 12 inches abowe the head and chest. Do mot raise
the faet ii' there is ‘s head injury, su wnsplinted fracture, dif-
ficulry in breathing, or if such oovement causes severe pain;
Get medical help imediatelyt®

-

Frostbite is an actual freezing of tissue. The body should
be varmed by applylng blanke-n.‘ Hever tub or -ass.age the skin;
you will damage the part. Never allovw the victim of frostbitten
feet to walk or move his feet. Do not expose the person to in-
tense local heat. Warm the affected part gradually io 3 p2mw of
warm water or wrap in & vara blanket. Apply warz, vet coq:ress’es

to a frozeo nose, face, or ear, Call a doc:cr.z

~ F

’

1
Otte, J,, Julian, C., s;‘rether, J. Fodern Health.

¥.Y.: Holt, Rinehart, and Winston (1576), p. 499,
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7. This section may be parapbragfd by listing "do's" and “don'ts."
Complete the following:
v H

[ S ¥hen treating sh‘ock.
. do 1)
2)

- N »
andg 4) raise the feet.

.

But don't raise the fee:"if_
. by}
2)

’ P 3)
4)

L 8.c-This section may be f)-srapgrased by listing "do’'s" and “"don'ts."

M Complete Lhe follwing:‘ ®

- When tre;t;ing frostbite,
ds 1) ’ ) ]
. 2)
3y

13

4)

and don’t 1)
2)
E 3

3
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Notations 7-8 These {tems are intended to help readers paraphrase by looking at a text as a
.oy l1ist. It i{s isportant to note that such s& procedwre {s applicable only to texts
with the kind of organization shown here. '
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- middlé~class t'asily in Iandia.

\
hd ,
e
‘D. Central Thought
1. Demonstration gloss oo
L4 —

L
Different cultures allow children differeat degrees of
f.reed.m
early age.
dém. In Japan, on the other hand, chfldren are allowed to ‘o
almost anyﬂxing they want umtil the age of four. Children are
al_}wed to eat, sleep, and play vhenever they wish. A ¢h1ld who
breaks a dish ¥ not punished. But when children reach the age
of fo;n', che family begins to give them less. and less freedoz to ~
do vhat they wvant. Children are slowly, but without letup, forged

Ih some culcures, children are closely watched at an

As they grow older, theygare given more and more free-

into the pattern of their cdlture, In some cultures, there ar
a¢ hot stoves to touch, no second-story vmdow,s to fa}.l out of,

a child Ln such a '
oving up in Parig, I-'rsxxf1 N

v -

no speeding cars to worry about. Why wo

culty¥e have more freedom than 3 child
The scientific dXsccverL:as of t-he late sixtes;nth and seven-

teenth centuries had a treoendous e¢ffect on European thinkers.

What resulted vas a new optimiss and faith in =ankind and in pro-

gress, T'he men of the eighteenth century believed that man could

solve-ixxy problem through th; us'e of reason. Progress, they .

argued, could ccm:inue as a constant development toward human v,

‘xappmzss 2 ' . . 3
/ .
L '/" L
Harrying o? a girl can be very costly for an upper~ or '

The bride's family is expected to
make 'a large sertlesent in cash and glfts with the groch. R

* A study by the government ghowed :hﬁt a man who has gone to
a "name" college and has a’ good job could expect up to $12, 000

from a girl's parents for agreeing o, marry ., . . . *

¢

n
Notice thar the first sentence of this section tells what the

whole section i3 about. N
-

Notice that the third sentence of this paragraph is 3 summary

of the paragraph. .

These three paragraphs are gummarized by the first sentence
[ B

of “section }3. . <
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ABont wpper-class eople i3 southars Iadis, the dowry dhas A
com 10 mest diamcod sarrings, & patr of jolé bracelets, amd e

N
expess fve vecklacs. Im the serchers Funjab, 8 car, ulnuuwr' R ..
. - and oTares ST¢ thewght & i) B
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Dot Sheeg, €. Morte cultarss. Clewviov, 1111 Seote,
Totoaman ond Co. (13777, p. 1i4. . '
a Cdydhu F. b Oto.-n u ° * N
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3 1" % .
Ver Steeg, C. Morld Caltures. Cleaview, {1f.: fcete,
Totesnss mé Co, (13777, 5. 100, .
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. Kotations 1-3 These notations merely show resders’ that a senténce may tell what a section of
) ' text is sbout, snd that that sentence may summarize a paragraph or more than a
. paragraph. . .
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o_‘ 2. Develophental gloss . . ) M :
] . . - —_ R
"As you have seen, families are different around the world. - ' .
Families are also changing in every cultufe in the world today. 1 ! -
.They are.not necessarily changing in the same way in every culture. [ . N
And they are not changing at the same rate. But they are changing.l N
. ! 0 - ’
The Subs:itution Method of Solving Simultaneous Equatiochs .

Some systems of equations can be solved readily by another
a‘lgebraic zethod called the Substitution Method. This method uses !
the fact that bothu‘aquatims of a simultaneous system in two var- .
1ab1e§ must be true at the same tize.
ing one eguation Bo that ve have an expresaion for wne of the two

It consists of tranaform—

s

*variables 1n terns of the 'o:her “This expreseion is° then sub-

stituted in thg ‘other equation. 2 ; -

Milton hea the reputation of having been in his ):outh en— o
1nent1y beautiful. eo as to have been called the Lady of his :
His halr,..vhich vas of a light brown, parted at the i 3 .
foretop, and hing down upon his shoulders, according to the
picture which he has glven of Adam . . .
to have been bright;- hut, if he

college.

w

His eyes are said ne¢

was a dexterous fencer, the t have been onge quiz:k.3

‘4 » . —
5
YGG are familiar with ghe set of whole numbers, the basic .
o;l:eratimuperforned' on them, and r.he'properties of those oper- v
ations. +The whole nuzmber sgg'bem ie¢ the set containing zero and

the positive integers, together with the operations and their
3 * .
aproperties. hd J -
A ~ rs .

» . -
d ®

LVer Steeg, C. wo;Id Cultures. Glenview, Ill.:4 Scott, .
Foresman and Co. (1977), p. 172. - .

.

Denholm, R., & Dolciani, M. &emenury Algebra, Part 2. - &
Boetonx‘ Heughton Mifflin Co. (1973), p. 374 : .

2

*McDonnell, H., Naksdate, N., Pfordresher, J., & Shoemate, T.
Emgland in Literature. Glenvie®, Il}.: " Scott, Poresman,
and Co. (1979), p..278. .

3

. - ‘ »
R., & Dolciani, 4. Elementary Algebra, Part 2.
Houghton Mifflin Co. (1973), p. 391:

"Denholm.

Boston!

g(lllll'r !
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l.. The central thought of a section of text tells about the topic

of the sectiom, or what theb section is about. This secticn

tells something “about/ Families.
-
often in this dection and that tells about families. The
families.
/

Look for* a word that {s used

topic of this section is
™
2. petermining the topic of a section of text vill help ybu to_
» decide vhat its tentral t hought is. The t _o‘p_i_ of this section
of text can be given in two words. The ‘writer has helped by
providing a heading for this section of text and by capital-

izing the two yords that give 1fs topic. Copy them here:

. =

, .
3. The topic of this sectidn of text 18 not given by a heading,
nor by anmy words that can be copied directly from the text.
If you look, however, at ma;xy specific examples of what thet"]:‘“'z
writer is telling about, you can determine what the topic is,
Specifically it
describes Milton 3 hair, his stature, his skill with the sword,

or what the gection tells about in gener&'

and hig eyes.
‘Milton’s

In general, then, this section is about

4. fn this section of text, the topic is 31\'i'en by the italicized
" words, wiole pumber system. If you look, however, at the
sentenge containing those yords, ydu can find out what this
The 1des given

by that sentefice is the central thought of this section. Often

section tells about the whole pumber system.

the central thought of a section of text is given by such a

topic sentence, found in the section of text. Copy the topic

.

sentence of this gectioh here:
: 4 .
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T 77T 7 defines central thought ah(togi - It also guggests a strategy for identifying

the topic of .a section, s a guide for £111tng" in the blank. The firat sentence
-~ . in notation 2 instructs the student abour the relation’ of topic to central .
. thought. \This gldss ftem vasg writteg vith the organization of the text in mind,
' F1.e., how the heading helps the 1"eader apply this skill, ’

[} "-/e . R

This notation hefps the student to {

This is a common situation, in vhich ¢
,text. . o

v N . \ . ”” ¢ - . )

" I T ‘ . . ot . )

Notatjon 4

Notation 3. r the topic -of';he glossed,“ction of text.
, e topic is nof, explicitly stated in the

. - L .

v Nofation 4 hélps thé reader to fdentify the topde sentence of the glossed sedtion

~, bf text and/gene'rplizes about thesrelationship, of topit sentence and central -
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Notations 1-10 , ‘I"kuse-notatiz;ns follow a progregsion, helping the student to understand whar a2 .
! _central thought is ‘and how- i@ variety of situations. Yatatiom 1 {
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Barly in the study of arithmetic the numher syst ch
you uded was extended to include fractional numbers, the nuzhers
that cam be represented by numerals like 1y and 1{,, called

' "fractions."
< : Jlike 3 ¢+ 5 = 27, which has no solution in the set of whole nuzberd.
" The set of a1l positive mnbers?that can be written in fractional

e T foam 18 ca.lled the set of poslt.we rational numbers. gThe pogitiy
/ 4
v

- in:e‘gers bélgng to this set, because any integer can writte:

in fractional form. For exampld
‘- . * - ‘
®
9 _18 _27,3% LI
L. . 9.-—1- 5= T-AT, and go on. . @

.
.

Notice that zerc is not “imcluded {n the set of positive rationgl

numbers, since it is not popi;ive Zero-is nezthmitive nor .
negative. 1 .
» L]
*We further extended our number syatenm to include a1l negative
. mmbers that cait be expressed in fractional Torm. This e ion °
s allows us tb golve such problems as & ~ 7 = ? and -3'1"- 4 The
) nggative numbers, which aré the opposites of the positive mmbers,
make up the set of negative rational numbers.? '
- " ’ ; >
Once in school, the French child Einally escapes from the /
N complete famdly supervision of his life. Fremch niddle-class
parents resent the lose of their children to the: schools Thus,
’ they uaually take a,critical view of education Sihool s a ned-
) . essary evil that’a child must suffer if he.is to be sugcessful,
‘. ¥ith :hjs qc:itude at home, the Prencﬁ child usually develops very
uttle achool spirit 3 . : '
':I’\lt It Thkes to Build Cars . -

.
« The amount of resources used in the production of néw cars

each yedr is staggering. Luok at the table below angd note in the

firat ¢obumn the percentage of each metal or other kmaterial used

ERIC .. | '

L - T
.
r L

Including.the fr:_sc!ions allowed you to solve pxoblems

N . . \

B

~

.

—

e

A

i

. . ' . ,
L 4
. *
~ I
5. The topic of this ge ?59 “t Is positrve rational nusbers.
. Find and copy the togfc %entence shat gives the ~central
- thought of thig Beqtion of text: . - C,
Y . N
’ , @ : B ‘ ! ‘
. ’ d
. -
. . N ™ ) .
R 6. The topic of this section of text is . [ \ ‘e
The topic sentence that tells thé central thought of this
L ° *section is: . “a .
; . i ‘ . - - ~
- . Pid K
rs AL
. .7, 0_£:4e} the central thog@;ﬂ of a sec:ionQ;f‘ téxt 1s given by

" the first sentemce. Reread this gection and write itz D

central thought here: . . , Che
- ¢ * ,

-~ '
M - *
.- .8, Reread this aec:ion of text and copy the sentMnce that gells . .
<
its oen:ral . I -
- - T 3 ) B ‘:
. ) * -, . & .
'. s, »
. . oo, o3 LT 1, Do
~ -‘ A 3 . .
N * 5 ¢ * I 8 1
v . . b
| . - .
\ - ! .
N ] . * . .
* - . .
e ! 4
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in the production of nmew cars in 1973 .

s .
« In 1973, three out of

four new batteries vere placed in used carq.{'
. . 1]

5

.

.

a

* the law.

Gauss thm built a syata: of* non-Euclidean geometry that
Y included his strange new axioz. This new- geosetry wvas never pub
lished becau\se he felt it :ms not yet perfected and he did not
want to clytteg up the subject of whthematics with idﬁas and . '\}\
theories that might finally lead ifito a blidd alley. Non—sucnchean.

geéqetriee are mathematical ay.steas built solely-on logical reason-

¢

‘ ind as opposed to the models, diagrams and confrructicns typicai
Pl

" of Buclid's geomtry.S r

- . -

The practige, left over from very early y i3 against

4

But it is still followed.
§Te moTe, inurestad in the bank accounts of pos
lay tha? in the sirls tﬂ; are marrying.., ’
An "Anti-Dowry Week” was held id New Delhi
People visited X

' L 1 10¢
ot long ago to ,' ~

Delhi colleges '
[ .

“#f4um attention to the problem.
geﬂ’tng boys to proaiae to boycott the dowry ayst

r . . - X

-

»

Denboln,v R., & Dolcian{, M.

: / A T . &
. -3 ] ,

'Y
21dea, p. 392,

“Bostony wHouglyon Mifflin Co. (1973), p.

L

Elementary Algebra) Part 2
391. , . *

‘ -

{ , . . . -

3Ner Steeg, C. World Cultures. Gle?ggeu, I1l.: Seott,

. Porum and Co. (1977)., pp,

160~-1

4

A, Land and People, A World Geography.

Da r, Gey & Larscon,
Gl 4 e‘w.\lll.': Scott, Foresman and Co. (1979), PP. 268—269.

SDen.hoLn, ®. Mathezafics: Man's Rey-to Progress Bm!. B. : .
Ciricago: Lyons sod Cazaaban’ (1970), p. 88. o+ - ~ /g
v . P . - * P -

6Vcr Stug. tures. Gleaview, I1l1.: Scdtt, )
., p. 180, ¢ * N

Poruuu mi Co.
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* Notations 5-10
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) Nonumm 5 and 6 ask for spplicatfon of this generauzation

the sgudent is taken from texts in which the cential thought is give
first sentence, to texts vhere it 1: given by a later sentence, to

With 7 thru 10,

y the
ally a

ext in which the central thought is not expucnly gim, but must be con-

ratructed.

. - * -
. . -
. . . . .
. r .

- Euclidean gecme’t ries.

The Zentral thought of a section of text s not alvays given
by its first Sentence. The topic of this seccion is pon-

Look beyond the first sentence to find

Py
3 sentence that tells wh nm-zuclidean geo.—.\etriea are, and

-

-

copy it here:

®
P
,
Z L]
, . .
" Sometimes the central thought of a s’entence is not given by

-

The' t t_:rgic of this sec:ion iz the
To give

any one sentenw® in the text.
dowry system, but there ig no-topic senteng to copy.
the central thought of this sectiom you must combing {deas

Reread this section and complete this

-

found MMroughout ft.

telli;:g- of its central thoupht: e

The dowry system 1s 1llegal and is opposed &y’ fedale®, but

-t
[ . * .
t
. ¢ [ -4
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There 1s no question that total spending by the various

" levels of governzent has risen
tury.
unnecessary. Two world wars and years of {nternational rtensl'on

arply sane the turn of the cen-

Yez fev people believe that e\xncrease has !':'een totally

[y

have required heavy federsl expenditures for defense. The Teg-
ulgtiou of banks, railroads, and public utilities has the approval
of =08t cltizens
Nor do the s3jority of people oppose government ezpendituées
for certain veifare purposes. . ]
' . ) ) :
Now that ve have studied the demand for goods am.kserv'lces.“
ve shall;‘turn to the w.arket force of supply, We need to know vhj
» & supplier zakes goods and services availablé to consumers in the ‘
qulntities they want. In other words, what factors influence
sellers to offer more or, less for sale?
Just a; ve thought of demand as ¢he des’lres people have for
particular products, we can thigk of BP?I}' a%/S.yllllngness of
In t‘nE cdze of dexgnd, however,

ve realized that merely vanting a ptoduct was not enough. Rather,

uller: to provide such products.

the desi,re had to be coupled with a villingnesa and an ability to

pay & price for that product. . ¢
- ’

In the cssp of supply, we see the mirror image °§ this sit~

ustion. Feople ars willing to provide services, give up their

stock of goods, and build things for others if and vhen they are
siven an adequate rrice. )

On the demand side, prlces force people to choqse the pro=-
ducts they went. On the ;upply slde.. prlces induce sellers to
provide these products. fue:_ what the price_of s -psrticular
be bought and sold,
depends upon fhe interaction of the market forces of demand and P
iupply."z . . ' L

-« 3 e
s .

product will be and, thus, }just hcy.'mch v

1Brb-un. J. 2 & Wolf, H.

. Colxntfus “Ohdo: Charles E Herr}ll Publighing Co. (1963). p 228.

Ytdem, p. 118, . . . ! .

. . -

Q

.

2

This section describes the x&atimshlp between the Tise in
govvm:aqn: spending and thtee toles of zovem:-enx: in dur

defense reguhﬁﬁ
The government dpends money on War;

socle:y. and naln:ulnence of people's .

welfare. ou kegping banks,
railrogds, and public utilities in line;-sad &cazﬂ:g for
needy citizens. If people belfeve that these are necessary-
activities of govermment, then they sust believe that the re-

sulting rising costz of govem::aent are slso mecessary.

Thid section describes the relationship betveo;n‘i@pl/ and
ad in ou—‘pwnocy The second aand, third psragraphs‘:ell

that supply and demand are related in terms og the role of

pzlce. ?nis telazlonshlp is st——.—-ﬁ!iled in the fourth para-

graph- T
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Notations 1-2
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1

: Demcnstratioy gloss ler.ely aleTts the reader to relationships among the text's
concepts, vere those relationships are important to comprehension, Gloss may
=ske the relationship explicit when the ,suthor has not done so (e.g. notation 1)
or it may direct the reader ro the part of the text where the author has ex-
‘platned the relationship (e.g. notation 2).
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. ‘ . 1. y 'g ch rural to an
2. Developsental gloss . . This section tells about America s ange frow 2 o

urban society . Seeing the relatfonstip between.such 2 change

.

™ Jefferson had dr 4 of an Aserics wt_lex:e "every one (an effect) and {ts causes will help the reader understand’ this
may have land to labér for himgelf." But, in the late 1800s, " secticd Many such causes are given in this gection. Complete
11 =milljon Aseritana left rursl areas for the cities. Many farm- - » t'his lise of causes: . .
. ers left tgeir farms reluctantly. The iacreased use of machines o " e 1) The ingreased use of machines to replace labor
to replace labor in agriculture forcedsmany of them off the land. . LTI ) ) *  ih agriculture forced many farmers off the land.
h £ oduction. ’ . .
Machines, like the HcCormick harvester, Increased farm production ' . 2) Small farmers were forced out of businmess by bigsfaras. .
But they only wege useful to the owners of big farms who could 4 i A ) A .
afford to own and\pperate thea. Farmers on szall plots couldn't ' » -
. produi:e cropg cheaply enough to compete with the machine-harvested 1 * ! o v
crops of the big farms. Others 1 fr faros b th ’ :
rops @ 86 8 left the ecauge they were This list of causes of Aae&ica's change from a rural to an
attracted b obb and nev o tunities o th . S ,
4 f“ ed by J o pportu o the citles , _urban society shows how &cbnomic and sociological factors
Many southervers headed for the cities of the North during . ' ' N
. " interact.
. this time, The large&u_:bera of southern blacks who moved north ' o .
. #in the early 1900s led sosme black newspapers ‘to call' {t the Great N . y .
e Y pep N 1 : : 2. This section describes the relationship between forced
Migration. The Chicago Defemder prinfed editorills urging blacks
. - . oscillation and resonance. Fill in the blanks:
to cotle north on the Illinois Cerftral Ratlroad., It offered to" .
.find Jobs for tHem and even arranged for loans for tickets.) . Resonance is a condition by forced oscillation
. . - * «  when the force is in the right direction and
MR Y L —_ ’ .
Instead of being allowed to vibrate freely after an inttial . o« has d;“’. right tempo. Y
‘disphcesent, a'sysrtes may be ﬂrivm‘b?‘;ﬁnttﬁdm’xpmﬁmrvf' J . This is a rause and-effect relationship- », +
* force from the cuteide. Whenever 2 systea is.made to vibrare by . < - . ‘ ) .
‘ - r ) »
a periodic force, the resulting motion is called foreed oscillatiom. ” x i
- Examples sre the vibration of & factory structure caused by the ) : ’ .. : i
# . ' —_ v .
. -running of heagy inery or the motion of electrans in & circuit ~ @ ‘ v
. . .
Y e connected to 8n alternating-curtent genetator. - 2 - * .y
» N ’ 5 L] .
Forced oscillations take place with the frequency (o'r periocd) . .
’ of the driving force rather :hux with the~natural frequency of the \ PN * .
systez. The sgplitude of the responae depends on pu the driving . H ’ s Q-+
. h’eqmncy is related to the patdrbj-frequency. 1If these frequehcies L . . <&
) are nearly the sazme, even & very “eak” driving force can, in time, ! e » ~
e . A . v . . - .
\j R F'3 , . . - «~
. “ X . .
- > + [ A
. ) ) -
' e - ' ! ’
& . .
- -~ * - .
[ h *
‘ . ~ - ) . g
[ 2 - . M
O ‘ . N . {
- . 4 v ¢
ERIC . N | . , e
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feed enough enérgy into t systes to give it a la‘rge' amplisude

of motion. This conditifn iz called feéomnce., A heavy pendulum
ran be made ulzlsalely to swing with a large amplitude by giving
1:‘ ssall taps in the tempo of its natural frequency. The taps
wust be applied in the same direction as the‘instantaneous motipn
of the pendulum. Asy(eubmultiple (4,1,4) of the natural frequency

will also produce resokance.

E
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The passage of the 19th Amendsent clim:sed a long struggle
by ;oaen for the right to vote.
along with blackﬁ after'the Civil War. But the 15th.jmenduent
definitely limfted suffrage, or the right to vote, to black males.

Women had hoped to get the vote

Defeated on the national level, many wosen turped their
gnergies toward getting women's suffrage‘lavs passed on the state
level. Dedicated suffragis;ts 1ike Carrie Chapman Catt, crisscrossed
the country, caspaigning for yomen's suffrage wherever there was
a state referendus on the issue. Mos? of thes‘e campaigns were
unsuccessful until 1890. Then Wyoming entered the Umion with !
voting rights for women. Women intensified their efforts and
other western states passed vomen's suffrage fp the 1890s and

1900s. £

Several things contributed to the success of ‘the suffrage
novenent.' Suffragists broadened‘:heix appeal. They began to pay
’mx"e attention E}’ t.E\e’ problezs of working-class wf)ﬁen. World w'ar
I gave the suffrage movement a hig boost. During World War I, as
in the Civil War, wo:en took over many jobs traditionally held by
men.
’

b.C.

workers increased:three times during the war ‘years. More and:more

Thousands of women replaced men in office jobe in Washingtom,

1o the fron and steel industry alone, the number of women

Americans began to feel that a country that relied on women in war,
T
shouldn’t deny thea the vote during. peace.3 .
. . ~
. , . X i
*
‘ L)
. ‘
. ' )
aQn .
o ’
- - . ~ "

3. This section describes the women's suffrage movement. The
N . @ -
* last paragraph gives causes for its gmccess. Reread this
\ section and list two cauges here:
J .. - . -
- Pl
]
[
- s 1 ) . )
. Buggey, J., Danzer, G., Mitsakos, C., & Risinger, C. _,-
; . . America! Acerica! Glenview, Ill.: Scott, Poresman
and Co. (1977), pp. 451-452.
2)E’ree::'.em, I. Physics, Principles and Insights. *
. . N.Y.: McGraw-Hi1l (1973), p. 287.
. . . . -
- Bu , J., Danzer, G., Mitsakos, C., & RifMpger, C.
. ica: America! Glenview, Ill.: Scott, Foresman
and Co. (1977), pp. 583-584.
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) . 7] - d ibes the relation between thelaissez-faire
+  One reason for the boom of the 19205 was "wild speculation.” . 4. Tuis section describes o
: ) policy of the Harding and Coolidge administrations and the .
. ~ Specuiatiin 13 buying stocks when there 1s a large risk in the 1ted
. d “ ) o : bad business practices that fed the speculation vhich resulte .
hope of selling them ldter for a profit. As more people bought - i o
- . in the Crash of 1929. Reread the third paragraph and give tw
shares *In the stock market, the higher prices rose. This in turn
' ‘ ' examples of bad practices that oc¢curred when the govemment
1ncreases§ speculation, Shoemakers and bakers, widows and waiters, s
. ' college students and factory uorksr&mvested their savings in . left business alone:
o stocks. Many even borrowed in order to invest and “get rich quick.” e VoD
4 The federal government under Harding and Coolidge had devel- ' / 2 b
\ .

oped a laissez-faire attitude toward business. Agencies of the - L
. - . )

5. This secrion describes the relationship between the Ice Age

zovemant of glacie& and the plants, animals, .and land for- .

mations in their gaths. Dest:ribe the relationship of each of .

government that might have‘seen the dangers of wild speculation

prqfei’red to look the other way. ¢ 4 ‘

Without goveranment regulatiofi, much was happéning ?o business 4

that was questionable. Some people set up corpor by jugt % *he folloving 1o thg sovement of :he‘gl,aciers:

in and ithout maki 1y reports or folls 8 f .
paying fees v ut ma ng yearly reports fo ving ny o ) ) . Great foresta: X -

the standard aclounting tules. In many companies, executives‘ or

"' information and knew when to buy or

certain investors got :‘ainsid‘e

-
-

. sell cowpaay stdck in order to make money. But "outside” {investors

.
received no such informat ion. - ‘ ’

Some economists tTled to warn the cguntry about the dangers K
, ., of this vild speculation. In September 1929, Roger W. Bahson ] ’ Human beings: /_)}
- . ¢ predicted: "There 18 2 crash coming, and it may be a terridNe . . -

2 » ome, iavolving a gecline of from 60 to 80 points.in {stock prides]l."” |g - o The Great Lakes and the plal}\s of the American Hid'uh.

—But pedple like Babson were hccused of "trying to "discredit or : '

1 . ) . ! Europe and northern China: A
Btop A.aerican prosperity." . 2 v . s ) f’ : :
7

, ~
B - -8

) B ‘f " - N t i3

e in nature
The coming of the ice caused some specles™p betome extincr. It ) There,t4 a relationship between much that you se¢ in

The Ice Age had a great 1n'f1uencé’<on plant and animal life.

L
forced others to wmove elgewhere. - 5 todsy and events-‘that occurred thousands of years ago.
-

Great forests slowly, disappeared as the glaclers advanced, - »
’ Trees that had onge grown 1‘n Canada could survive/ only in the gouth~ ‘\

- -

ern part of the United States. Remnants of the pre-Ice Age Canadian : ! -

20
[SulS
1
C
<

forest can still be visited in the Great Smokey Mountains. A 4

Q
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w The Ize Age socaursged the development .cl hoge wammale suit- é N

o to cool, dry CHIRGtES Wb the tca tefrested, the harss, casel,

Maon, 034 elepRARt survived, But Otner huge sammalstihe mammcr,
wetodon, ind saber-toothed llllt'-dlllpp(lll; Toe human beings
vao hunted meny of thess lorge animale had to tumn to other -wcu-‘
of food Tous, the comlpgand golng of the 1¢s oieels teaced the

s, adsptability of bumus belngs  They respocded to the challecge aod

e 1e kovlddge ad ekxills  Tor exasple. they dlv’ehm agri-

cultaressoon sfcwr the end of the Ioe Age
The 1ce Age'glactors algs shaped many of the Lendecepas ve PR .

ses todey  As the ice retrested. buge Seprespions that hsd been

sovisd oot by the glacteds f1iled up vith vatsr  Thus the Great

Likas very bora. Sesller depressicss else filled with vater. ;Hvs;
“Missesote the “Fand of 10 000 Lakes ™ The glaciars eies deposites

|
!
b of the 30t fo the American “idwast. the piains of Lvrose i ’,
and sorthern Catns. 1o facr, many of the worid'e most productive
fdras are u; scils J-po-lxud 14 the Ice Age ? P
’ - N R . . .
&
Lieggty. §, Daasar, G . Hitsakos, ¢ | & Ristoger, C
hmarpsce’ Americs' Clemvies, 111 Scott, Poresman
o 8 Co (131D, 29 A>W * . .
. -
. anul. cb. & Larbon, A Lans and Fesple, A World Ceopraphy - ¢
Cleaviev, 111 Scotr, Foresman and Co (1979), 57 LiI-E12
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Notations 1-5 These norations develop the _reader's avareness of t ghip of cause
and effecr. Notice that the gloss gives directions wvhat™to look for im
¢ the text in order to complete the activities and summarizes the.relationship
that i{s illustrated once the activities are completed. “The readers for whom
s these items are written may not have mastered this skfil, or may hive rather’
incomplete knowledge of the content with which to integrate the partigular
¢ nev {nformation {n these texts. .
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2 X .

The complete set of rattunal wmumbers includes:

-
1. the set of positive ratiopal numbers;
¢ 2. zero; - f
3. the Bet of negative rational nusbers. . .
4 .
In set language, it 1s the wiicn of three sets, and we can write
{the rathgnal numbers} =

. . {the positive rationals} U_ 0} U {the negative rationals}.
‘ : A basic property of a rational nuzber, which distinguishes

~—

it from ever? non-rational number, is the fact that “it can be
expressed in the fractional form g wvhere » and 3 #}:rintegers,
with 8 # 0. For example, gome ways of writing the numbers 3, -2,

0 and 4 in fractional form are as follows:

) S22 - .0 121
Ity 2eg 0 8: Y571 .

1
Any number that can be expressed in the form g, where
r i3 an integer and & 18 a ponzero 1ntegbr,'1s a
rational puaber, > s o7 _J

.
LAY

+
It has been pointed out that the mass of a body can be de-
termined in two distinct ways, One method consists in weighing

’ &

it at a standard locmtion, :hg other in ?bserving 1ts motion when

a known force is applied or "heF the body fnteracts with & standard
- mass. It may well be asked whether these two diverge kinds of
o experidlents really measure the ‘same ching.‘ There seems to be no
reason to assume that a single quantity could serve to represent
both the property of gravitational attraction and that of inertia.
Conceivably, an object may have a jravitationgl maes " and a dif-

. . . v

-

. ferent inertial masa m,. . , 4

<o
~1

O
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6. Thid section dederibes the relationship between the.concepts M
of positive rational pumbers, zero, and negative rstional

numbers. Fill in the blanks: -

Positive rational numbers, zero, and negative rftiunal

numbers are subsets of the set of .

This is the relationship of a part to a whele.

&
& . -
" -

7. This section descyibes rational numbers im ferms of integers ~
t and zero. This velationship is described in the first sentence
of the'saction. Examples are given in the second sentence.

And a summary is provided next to the box. R

If r and 8 are integers and 5 is not zero, whdat is r/s?

‘ v

6 is a rational number. Express it in terms of a ypatio

" of ag integer anc another integer which is not z2ero:

= .

8. This settion tells about the relationship between two concepts
of mass--gravitational mass and inertial mass. Theig relation-
ship is explained by the principle of equivalence. Retead this

.section and complete the' following: .

N

!+ A body's gravitational mass and its inertial mass are each
' to its welght, and they are to

each other. Einstein said that this is so because

. .

Ofie of Efnstein's goals was to give the simplest possiblg

explanation of observations. Here he propased tqac there i8
really only one way of thinking about‘nass, vhereas bef;re’
there wete two. His.fheory of relativity had to explain how

-

this could be so. -
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The connection between these two characteristics of mass was
accepted merely gs an experimental fact for two centuries. Im '
19‘11., Einstein reasoned that there must be a fundamental basis for
this correspondence. He became convinced that the 9t'fects produced
by accelerated ::oticn and by gravi tational {ctzon are not disting-
uishable from each other. 'This principle of equivalence became .

. -
th}e starting point for the general theory of relativity.z ’
. i

It pleased God that I was still spared, and very hearty and
u; d in health, but very impatient of being pent up within door?
H‘Z;out air, as I have been for fourteen days or thereabouts, a!:d )
I could not restrain myself, but I would go to carry a le:ter"?or
wy brother to the post-house. Then ft vas indeed that I observed
a profound silence in the strects. When.l came to the post-house, -
as I wvent to put in my letter, I saw a man stand in one'corner of
the yard and talking to another at a window, and a third had open-

ed a door belonging to the office.! In the middle of the yard lay
& small leather purse with swo keys h;nging at i, with money in
1¢, but nobody would meddle with it. I asked hov long it had
lain there, the pan at the window said it had lain almost an'hour.‘
but that they had hot meddled with it because they did not know
but the person vi'xo dropped it might come back to look for ft. I
had no such need of money, nor was the sum so big that I had any
inclination to meddle with it, or to ge: the noney at the hazard
it nigh: be attended with; so I-seemed “to go away, when the man
who had opened’the door gdid he would take it up, but so that 1f
the right oimer came for it he should be sure to have it. <So He
went in and fetched a pail of water, and set it* down hard by the
purse, then went again and fetched some gunpowder, and casv a good
deal of povder ypon the purse, and then ®ade a train froﬂ that\
vhich he had thrown loose upont the purge. The train reached: abou: .
two yards. After this he goes in a third time and fe:cﬂes out a
pair of tongs red hot, and which he had prepared, I suppose, on
purpose, and first aettlr}g “"f to the train of powder, that ling:
/ oy

-

? . /
’ ) 9. FProm this sccount the regder can leam something about the
A\ ’ relationship agong fear, greed, and lngenuity The action
N v
took place during the outbreak of the Great Plague of London.
Why was the man afraid to handle the purse with his hands?
% LY
‘ \ ‘ . ; _
How did he avoid doing so?
-l * .
. - i .
He used fngenuity to satuf}; his : despite
A his fear. i '
L K .
v . ) . ’ r . . "
¢ v o N R .
. (1 l‘I)enl'v:)lm 'R., & Dolctant, M. Elementary Algebra, Part 2. ;
> . Boston:  Houghton Mifflin CO% (1973), p. 392.
N - zFreezaan, I. Physics, Principles and Insights. N.Y.:
=" - McGraw Hill (1973), pp. 186 and 188. .
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. ; 3 .
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. ed the purse, and also smoked the air sufficfentiy. But he was

not c¢ontent with that, but he then takes up the purse Uﬁh the
tongs, holding it so long till the r,on’gs burnt through«the purse,
and then he shook the money om into thg pail of water, so he

éarried it {n. The poney, aa 1 renember,*vas a!)out thirteen

shilii{ngs and some smooth groats and brass farthmgs .

. ‘L

Ll*!::[)m:;pell. H., Nakadate, N,, Pfcrd?esher, J., & Shoemate, T.

1
)

~

Eogland in Literature. Cleaview, Il1l.4 Scott, Poresman

and Co. (1979), pp. 294-295.
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F. Sequence

1. Demonstration gloss

Different degrees of }leep. When you lie down ;o zleep,

it usually takes about twenty minutes to lose contact with the

things around you. For about the next forty minutes; your sleep

becoses deeper because body processes are slctvmg down #nd the
conscious mind {s stopping its activity. In other words, about .
an hour elapses before you reach a condition of “deep sleep.
You continue sleeping deeply for another hour or two. Duiing the
fext two or three hours, your sleep becomes lighter. You gradually
wake up during the last t;} or threg hours,
Thus we can divide aa eight-hour period of sleep 1nt; four
partS' 01) going to sleep, (2) deep sleep, (3) light sleep, and
(4) waking up. This f8 the typical sleep pattern for an adoles-

cent and an adult. 1

v

v
*

.

In a flash distillation plan, water {is changed quickly into
stean without boiling the wa:er. This 1is done by letting heated
water flow 1nto a chasber in vhich the air pressure {s low. The
stean rises in the chamber, cools, and changes_back into water. -«
This water, which is fresh water, {s collected. 2 N

» . N

The Sinking of the Lusitania

N .

M According to the "rules of war" neutral ships were not to be
attacked by warring nations, Britain began to paint nedtral mark-
1gs on her ships and to fly neutral flags--especially che'Agerican
flag. -

1]

.t

fo

¢ ]
V4
. ‘
* %
i
v
.
. - $
" Y
1
2 ~
EY
3
L)
]

.y

—
4

This qection desbgg?es 2 sequence thag,occurs Yuring sleep.

Natice that the s;qqgnce {5 summarized by the 4 parts listed

in the second paragraph.

The proééss of flash distillation whlch ig8 described here can
¥

be thought of as a sequence of avents.

1) Water is heated.

2) It flows into a low pressure cﬂaaber.
3) Some of 1t becomes steam. . .
4) The steam riges. .

S) The steam cools and changes back {nto water.

6) The water {s collected.

You may understand this section better if you are aware of’
the sequencek of political events it describes. Reread the

section with this sequence in mind:

1) By 1915 - English ships us;d the American flag — and flags
of other neutrsl countries - for protection, taking advan-
tage: of the "rules of war." .

) May 7, 1915 -~ The English ship, the Lusxtanza, carrying

. some American passengers and flying the American flag,

was gunk by a German 8ubmar1ne.
3) After May 7, 1915, the United States almost entered the
. war, but President Wilson prevented this'by getting a
German apology and a stop in German attacks on passenger
ships. ‘
4) 1916 - Wilson was re-elected with the slogan, "He kept us
e

out of war

- N s :
5) By 1917 several American ships werg sunk by German sub-

5

. .

marines
§) 1917_-/In the Zimmerman Note, Germany tried to convince
. Mexico to join,the war with Germany i{f the U.5. joined
~ n v .

against Germany.

LA




with cearly 1203 casvalties  Althougn thay had beer veraed of
the daagerd. 128 American toutists vers smong those vho 4ied

Liaitania flev the anerican flog huping to confuse thy Cermase

™e

Todiy, ve knov TRt 1t vas CorrYIng emmenitife 16 violatie of
-lr«;mu sbout Pazernger anide
slmosr caused the Uoiced Stetes o enter he vat is 1513 Sqe

Presidenr Wilsos vas succevaful In getting o Cersan spology and o

|
! .
|

The sioking of the upito=.a i

Laeporary €84 10 subaarine stlecks oo passenger liners

'jln t’be niddle ofurhe cusrtanmia crd 1 the 1916 presidectisl
cloeuo! wes held  The Republicacs nomineted Charles Evans hugbes.
formr Progressive govarsor of ¥ev York and popaler Supreme Court
Justite  Che Democrets sowinated Wilson sgein sod e3pealed to the
Public with the alogen "He kept us our of wer'” On elgctivn oight
Wileos veat to bed thlnking Mughes had won  But vhen Tthe votes

I

wate sl] poucted.*Wilson vas the vianer

Ihs limsernac ¥ore |

-
Vilson ves finally forced 1nto the war vhen the Sritier re- ©

t
sl

leased o ©Ote sent by the Cerman foreigs micierar. limmermas to
the Kextcan govertdent  The sote propoadd that Kexico Jols en

allladce vith Cermany {f rhl‘b‘ﬂld Sratas went to wvar sgainst the
KLantrel povers
ATi208. and%v Mexico  And, onWpril 2, 1917, Vileon seked .
Coagraess for o gaclsrericn of wal By chie Fime, seversl sperfcen
$bips had bees sunk by Cerman sudmarises
debats, Congre

Hexi<o’s reverd wopld be recovery of Texas,

After seversl days of
declorad vaf on Cermany ou April &, 1917 3

’oua. 3. Julten, €, & Jether, J  Moders Healtn. N
xY Holt, Kisaharet, Vinston (1376), 3 306

2“nmu. X . Doagles

and Space
LD

L., & tilte, D
River forsst. 111

Explociag Eareh
laidiow Bras (19783, M

’

. Jl«uq. J . Deneer, &, Witeskos. & , & Risleger, ¢

rice: America’ Glesviee, 111 ° Scott, Forsswss
and S (1977), pp 573528
L

A

’ "{’ -
. ! . .
3 i
. . < 'y
. .
. - =t
» . = i
.o 4
-
00 May TEIES, toe Beitish antp, tfe rirama, ves senx

N apeil 2, 1917 ~ Vilvos asked for a Decleration of ver
) Apr‘u 6, 1¥17 - Congress pasesd the declaration "

v

: ’
Not_,\:iona 1-3 #1 - This notation directs the reader to a sequence of events.
. . -
#2 - This notation summarizes the text with a sequence of events. - .
. #3 - This notation provides a seq e as an advance organizar for the re-"
reading of the text. . . .
N L . , .
. ) )
. e .
Qo 1
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2. Developmental gloss

¢ It pleased God that I was 'still spared, and very hearty and
sound in health, but-very impatient of being pentl up within doors’
without air, as I have been for fourteen da‘xys or thereabouts, and
I could not restrain myself,-but I would go to carry a letter for
ay brot{xer to the post-house: Then it was indeed thar I observed
a profound silence in the streets. “When I came to the post-house,
as 1 went ta put in my letter, I saw a man stand in one corner of
the yar;‘l and telking to another :'it' a window, .and a third had open-
ed a door belonging to the offfce. In the ‘middle of the yard lay
a gmall leather purse with two keys hanging at it; with money in
tt, but nol;odx would meddle with it, 1" asked how long it had lain
there, the man at the window said {t ha:i lain almost an hour, but ’
that they had not meddled uith it because they did met knbw but
the person who dropped it might—tome back to look for it. ] had
no such need of money, mor was the sum so big that I had any in-
clination to meddle with it, or to get the money at the hazard it
might be attended'with; go I sgemed t.o go away, when the Ran who
had dpened the door said he wpuld také it up, but so ‘that {f the
right owner came for it he should be sure to have {t. So he vent
in and fetch'gg a p;a’il of water, and set {t down hai‘c{ by the purse,
then wept again®and fetched dome gunpowder, and cast a good deal
of pow'dex: upon 't‘:he ;‘aurse, and then u;xde ‘a tra_in‘frosx that which
he had thrévn loose upon the purse. The train reached about two
yards. After this he goes in a third time and fetches out ‘a pair s
of‘tongs ‘red hot, and which he had prepared, I su;;pose, on purpo¥e,
and first setting fire tb the txl'ain of powder, that singed the
purse, and also gmoked the air sufficiently. 'Bu: he was not cén-‘
tent with that, but he then takes up the purse with the tongs,
holding it 80 long till the tongs burnt through the purse, and
then he shook the money out into the pail of water, so he carried

it in. The money, as I remml’;er, was about thirteen shillings
1

and some smooth groats and brass farthings . . .

N -

[}

-
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& L. Pemons!ra'tim“ - ‘ -
‘ el
o 'Aaericﬁlivmg in 1876 often called their time the "ASG of
Invention™ 4nd the "Age of Improvement." An amazing number of,new
inventions werg developed in the last half of the nineteenth cen-
tury. Mamy people believed thjt‘these inventions were helping to
create a better vorld—cne ip which people‘were able ' 'tp satisfy
their Hants with’ 1e3s effort and cost than-before.’

. - -
.

Writers and public sp«eékera of the time often talked about
/éhe “wotiders of American invention.” Bur. inventions come 2bout
‘ due to the efforts of a great mmber of people in man; countries.
Anricm inventions of the late 1800s often were based on the gci-
entific disco;eries of Europeax:s. American inventors, however,
used these,discoveries to make practi:cal things for everyday use.
This wagethe speciz;l genius of American invention.

} Y

P
. J . "AFit Occupant for this Weird Scene”
> In the late 18008, many Americans ‘had a popular image of in-
ventors. They thought inventors were aechanical wizards who could

tutn the forces of nature into wonderful devices for people to use.
)‘nrfcans thought of them as worting la:e into the night searching
fonpcw ways to make life better for people

¢ * ( Y- .

P Let's visit the peraor: uhz;bnost nearly fit this image. O)r
guide will be a reporter who visited the inventor at his shop in
% . ,

It is black midnight, add the stilln;ss and awe of that
lonely hour have settled u{:on the pleagant hilla*and pretty homes

oy .

the summerfof 1879.

of the remote New Jersey vill.age. Only one or two wvindows gleanm
fnin:fy, as though through dusty panes. The :raveler directing
his steps by their light, enterﬂ‘ a door, passes to a flight of

i T

¢ : - .

-

.

/.

A reader should .

1. An auther a}ways has a purpose fof writing.

always.have a purpose for reading. Sometimes the re‘ader's

- purpose and the author's purpose are the same. The reader's

. Purpose and the author’'s purpose for J1 might be’very, similar.

‘Reader's Purpose: 1f to \@—tand Amer®an feeling toward
’ ' inventions and inventors im the late
< ’ .1800s ° .

‘ " 2) to get a "picture” of the inventor at
work in his surroundings~
- * P
Reader's Questions

Related to Purpose:
’ and inventors? s
2) What words could be used to describe

-

1) How did Americans feal.about 1nve.;uiona

the inventor in his surroundings?-

Reader's Rate :
Related to Purpose: Read ]J1 quickly to get a feeling and pic~

ture of the setting.
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The demgpstration gloss for the strategy, estut(ﬁshing purpose, emphasizes
that just as authors have a purpose for i«rhgng\‘readers should algo have a
purpose for reading. The strategy of establishind a purpoge’ ihvplYes a three-
step process: N
, -
(1) stating the purpose — In this example, dedmonstrati
. "gloss provides objectives/reastns for readin} since
. they are not specifically giver in the text.
. . . .

(2) Generating questloms -- Tyo questions that directly
relate to the purpoge .are given in the demonstratidn
gloss to help the readers see the relationships betwegn
questions and purpose. . . »

.-, N
. Deternmining rate =— The rate fbr reading is directly
/ . related to the pu:poseﬁln this example, the reader
is to read for an oversll feéling and picture father ' }
than for specific details; therefpre, the damonatration '
- gloss tells the raader to readquickly. —
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Aruitoxt provided by Eric:

" see if he could make thea hatch.

.

The "Wizard of Memlo Park™ . ) v
Thomas A. Edison was probably America's mostfamous l:nventor.
He fits the popular fmage well because it ﬁ;as » in large part;
created by his own life. A8 a child, he wore out histparents and
teachers with his constsné‘questi'ons.

thing.

He was cyrious about every-
On one occasion, as the story goes, he sat on soae"eggé to
On another, hé setr fire o his
“Yather's bara, "to see what would happen.*

This type of Curiosityi'led c;ng o{is teachers to call him
"addled" and so his mther, a ‘forser schooltea'cher, decided to -
teach him at home. He read all the science books he could get his

hands on.
set up in one comer o} a baggage cdt. By the time he was 16,,he

Xcase a telegraph operatdr for the railroad. Lgter, he worked ior

Soon he was conductln& expariuents in"a laboraco{y he

company that reported the ‘priceg of stécks on the New York Stock
He developed a aachine to help do th!g work and then
At the_ age of 23, he

Exchange.

sold {t to the company 'Eorta lot of money.

yas able to quit working and dgvote himself to ioventing.
- - ) * b

From his 8!581'} laboratory in Newark, Hew:J;raey. Edison began

turning out inventions at an amazing rate, Soon he was applying -

for a new patent on an average of every six weeks. A patent is a

government grant which gives a perSon or a company the exclusive

right to make, usd,” or sell & new invention for'a number of years.
N . N

s

mg.rst United States Congress &et up‘ the patent system to
encourage inventic;na by Aaericans.
with the govermnt and gran a patent, or certificate, the own-
ers co.uld prevent others fma,nakmg, ulling, or using it in the

Unfted States for a period’ of sev®nteeh years. v

.

.- ' .

Americans’based thia system on English practice, Samuel *

Hopkifis raceived the first Unlted States patent in 1790. It was.

“.If the’invention was reg"istered '

for a mdchine to make potuh, a material uvsed to make soap, fertil-

izer, and glass. Since then gillicms‘gf inventions have been pat-
ented by all kinds of people from children to 100-year-old grand-

mothers .1 R - ’

~
2. and 3. Polllow 3 steps in Establishing a Purpose:
) 1. Scate the purpose~-Why should I read this? What
important information should 1
. leamn from reading this? ’
. -
2. Ask questions relar_ed‘ to the purpose.

’ ) -
3. Determine thegrate at which you should read. Reading

spe‘ed depends on the purpeose.

.
A
i

Establishing a Purpose for the section "The 'Wizard of Menlo Park''

:a} To gain some background knowledge

his 1ife,
character, and his inventiops /

b) To be able to explain the U,5. &

1. State the purpose:

of Thomas Edison:

- patent system and its history

2. Questions: a) Name one charagteristic of the person .,
" Thomas Edisoq.
. . Jb) What are some of his inventions? -
. ¢) What is a patent? 3 M
d) Where did the Americans gft the idea for

the patent system7

' 3. Hate: Read ]2 about Thomas Edison's life guh:.)l ¥-
Read the {nformation in ]3 whith explains the
u.s. pat;n! system slovwly to leagn more details.
t ' s
~ .

»

& .
lnuggey. J., Danzer, G., Hitsakoa,‘c., & Risinger, c
America! America! Glenview, Ill.: ‘Scott, Foresman and_Co.
(1977), p. 415.

" - N
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4 No;ati_.om 2 and 3 - In this example, de%)nstration gloss states the three dteps in es-
tablishing a’ purpose and leads the reader through m\quple of each.
. Notice that the gloss provides two rates for Teading that relate
. directly tg the two purposes that were statedn, - )
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l \ . Z: Developoental . Y. . =) ‘1. The title and the introduction to this'section found in )1 tell
. s ‘ ! : A
2/THE SOLAR S'{s’rm’ B o . * the reader that this section is sbout the solar system. This
The so.‘\a’r system includes the'sun Jand all the pla:ets, zoons, introduction should help the reader estakllsh a purpose for
and other objects that travel a‘l’oug\d it, Until a few yg'airs ago, all - reading. .
. these objects ‘except our own.-earth Vere\yelled-in'sfstery. Row Tl 1
. hwmans have visited the =oon, probes have I'agd'éd on'Mars and Venus, '\ State a purpose for reading: '
an spacecraft’cameras have sent back pictures of Mercury, Jupiter, - b R '
") h » . 4 ,
. N , f .
» and the Bogns °f'H‘“;s and Jupitei- Knowledge about ‘the solar system . 2. (After stating a purpose, the reader should ask 2 or 3 questiohs
1 . N .
has thus lnc‘reesgd tremendously. . . v . ” that might be gnsvered i{f the text is read for that’ purpose.
’ ! . ) . — ‘ . The questions at the end of the section Iin }2 might be helpful.)
CHECRWE / e/ / /), .. . . PN ' ,
" B . A « ‘ '
1. What objects’ are payr‘t of  the sglar system” Give a Write the purpose questions: ,
b brief description of each type of vbject. . 1. .
. 2. Llist the nine planets in order of their distance from . : 2. . A *
~ the sun. Indicate which ones are mainly rock and fironm and which L 2 ) ' 3. . ) e '
. ,‘ ones are mainly gaseous. Vl:{id'x planet is almost g complete mystez?- - e
' 2 3.2 JIn vhat vays i5 tHe earth different from the othér R ‘ (To accomplish the €urpose for reading and to answer the
2 . . .
planets? , . . s . questichs, vhat would be a good reading rate}) '
- -
£ - = = ‘ } ‘
' . B . Rate: * (Circle one) - —
- . . . oo (1) A RRE)) o
s A - . - 4 ’ ~ J .
IDa : ’ . Skim quickly for Moderadlely, Slowly for . "
R nzer, G., & Larson, A. Land and Peopleg A World Geography. . deh d
Cleaview, Il1.: Scott, Poresman and Co. (1979), p. 69. C A general i . fast ‘fOf zain dPe:‘f-“C etails,
) , .- ’ . ideas and definitions.
, Idem, p. 73, * : . some detgils .
. /
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Notations 1 and 2 - The purpose of this developmental gloss notation is to help the reader \
“ . develop the strategy of establishing & purpose by outlining the 3-step
process: sgtating purpose, generating related questions, and determin- N
ing rate. In this example, to establish a purpose (i.e., to complete ¢
‘ N the 3 steps), the readers' attention is directed to (1) the title and
, introductory paragraph, (2) the "Check-up" questions at the end of this , ‘
) section of text, and (3) the 3 rates for reading. s,
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Aruitoxt provided by Eic:

:

‘.

¥

B. Pridr Knovledge .
1. Deomonstration

The Life of the Serf “

Life in the Middle Ages was very difficult and dangerous.
Nowhere can this be better seen than by studying the condition of
the peagants living on the lan;l. . Bagically, the;'e were two types
of peasants. The first ugr; the ffee tenant farmers who paid
rent totthe lord for working the land. The second--and by far the
largest group—-were the serfs who vJere bound to the land. Not per-
mitted fo move from one place to another, these serfs and their
descendants had to remain on the same manor all their lives. Al-
Their -

only purpose was to devote their entire life to supporting théir
B H

. -
though they were not slaves, they were not free either.

loxd. -
-

x

Besides being the basic solrce for farm labor, the serfs work-

ed the grain mills, ovens, and the wine presges. Cloth was made ahd *

leather was tanned., There were also blacksmiths and other necessary
craftsmen living on the manor. Everything that was needed was
either grown or manufactured on the manor.

‘ v
)

=3 - 4

'« £\ The serf worked long and hard, usually frmr..' dawn to sunset.
Being at t.k:e complete mercy of the lord, he had to perform any tasks
the lord might ask of hia. ’

.
.

The serf also owed his lord days of labor to'vork)on roads,
When the lord
hunted he was free to trample the fields of his peasants..

the castle, or any other jobs the lord required.

The serf had to pay heavy éges. * Bach time he uged the lord's
oven he paid a fee. Since he had no money, the serf paid his fees
in produce. He lived in a crude hut, Always‘élose to starvation, he
ate soup and coarse bread, and only on rare occasions did he eat

If his crbfs fail'ed to grow or wereé destroyed by the weather,
1

meat .

he starved.

,rﬁ

M

In order to understand "The Life of a Serf,” you need to recall’
Reread "Manorialism”.

N

the description of life on a manor.

‘ (p. 261) to review the environment in which a serf lived.

o evies gutde: (;§8Q3
(YO —<Rheadow ( Trovest ()
( Fogeksﬂ‘) MR i -

O)CHO) . Teod - =
Lt ) Manor - \C\d"'_—

. Refer to the diagram as a review guide.

ouse e
, . —
— el N
p— - naa 3
R T
KT

A Manoy coo

. [ : ,

’

- 4
J1, "The Life of the Serf,”" tells about two types of peasants
who lived in the feudal society. The 1ife of a serf, one type

of peasant, is described in detail.

’
L

The BHuman kdvenfure.
Field Educational Publications, Inc. (1970),

ICapeuu:i, F., & Grossman, K.
San Prantisco:

pPP. 264~265.
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Prior knowledge, in'this example, refers to ret#l'lng general information @
rather than specific details that will help the reader understang whatu?/ :
to be read. pDemonstration gloss directs the reader 'to review a previo .
section and provides a guide (diagram) fpr this review, .. . ’
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Multi-cellylar Plants as Organisms

There i3 a difference between the body structufe ::f animals

and_plints.t, An animal has cells that make up t.issues. The tiseues

make up orga& The organs make up organ systeas such as the ner- 2

vous system and thc digestive system which you have Just studied.
s N

4 .

The organiza:ion is not quite the same'in plants.

cel\a, of coyrse, and 1

Thére are

gher plantsé there are tissues. We can

even call the roots,- t:he s:eas and tl‘fleaves of a tree organs 3

becaule these structuren are n.ade up of‘different tissues that vork
together to do spectal jobs for the tree. However, there are no
organ systems*comparable tb those obaninals.l

~ - ., . o

- ”
,

»

P,, Brovey, D., Greenston, A.,.& Yasso, W. ..
N.Y.:

lﬂrandvein,

Life, A.Bfological Science,
Jovanovich (1975), p. 122.

ﬂ:‘@“ﬂ e, s b

Harcoprt, ‘Brace, %
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27 and 3.

& describing a living thing that is made of many cells, ”

o vhich are 1iVing things, or organisms, made of many cells.
N S

To understand thg~title of this unit, the reader needs
to know the meanings of multicellular and organisas '"H\liti"
peans "many.” In an earlier unit the word cell was defined ,
as the basic unit of a lfving’ thing. Multicellular is a vord

"Organise” was defined earlier in the text. The infomation
learned earlier on pages 8 and 90 defines. organism as an or-

ganization to carry on the function of living things.

The title, %}'efom. explains that this unit is about plants

’ LY ' ’ -
The firdt sentence in )2 tells the reader. that the body struc-
ture of animals and plants vill be compfred in ]2 and ]3.

y ’ ,—'1}"“

The reader neéds to use the knowledge learned about animals in
the previouas chapters to make this comparissn.
brief smr} of this "old knavfedge."
in )3 coapares plant orgenization to animal .organization. ‘Ihe

12 gives &
Then the 1n£omtim

chart shows this comparisdn:

- . )
Anin@Is‘ . ' Plants
"o\
. 1. made of ells 1. made of cells

2. cells make up tissues | 2.

some higher plants hav}e
3. tissues make up

tissues .
a tue aoroota stems and

. organg ° 3.
4. orgens make up organ leaves are like org
systezs . 4. M Systetis
S P . ) . ’
- . .
SRR : &
. . .
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° Notations 2 and 3 -
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ERIC

Aruitoxt provided by Eric

" 4m this text, Deponstration gloss (1) provides the specific information

In this example, prior knowledge referg to information given previously

given in previous units in the text which is needed to understand the
material to be read and (2) helps the reader relate and cospare this

- prior knowledge with the new information in this passage.
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P * . ) . J‘
v o »
. . . . . . -
/‘ 2. Developmental - o .
- \ B -’ - .
B " Egyptian Farming . o _w 1. The information in }1 explains that irrigation was siwple in -
’ Irrigation was quite simple in Egypt. Since the Flooding of , Egypt for two reasons: 1) the flooding of the Nile, and 2) the
. é: ;Irule was predictable, farmers could tell gccuratal} when the . ease of building canals and catch basins. The authors want :he. )
flooding was about to'begin. The building of .Eanals» add catch ' readgr to compare the Egyptian irrigation system with tl:a: used
basins was also quite easy. How did this compafe with the situa- 1 by the Sumerians. To make this comparison, the reader must ré-
* tion in Sumer? What effect did Sumerian far&ing methodg have on Y4 late this ir}foraation'on Bgyptian farming to the information
city growth? Can you explain why no large ci:ies developed in read in a previous se;}ion about Sumerian farming. .
early Egypt{l ( be oo » + ' .
I = ~ B - - . Reread pa: and 64 and answer the following: -
N © = . .
. ce ’ . 1) Was Sumer located near rivers?
2 - ’ ) ‘. - - . 2) What caused the soil near the .rivera to be rich and
The nervous system. We can compare your nervous system with a ' fertile? :
rtelephone network. Just as telephone wires (carly mboﬁaing calls 3) What did the Sumerians do to increaseathe S-EOUM of
to the central exchange, threadlike nerves carry izmpulses from the ' L2 ) rich fertile goil? —~ !
gense OIgans to your central exchange, the bra}‘n and -spinal c:ord.2 - - . L v
. H . ) ) é‘ The author provides fwo questions in ]1 to help the reader com-
L b : . ’ . ' pare Egypt and Sumer. Think about these two questions:
.-S ICapel‘lut:i, F., :‘ cm;m. R. The Human );&t;'v'enture. : : 1) What effect did Sumerian farming methods have on city ' -
San Prancisco: Field Educational Publications, Ing. growth?
' (.1970)' p. 89. - ¥ L0 . N i ’ 2) Can you explfin why no large cities developed in early
Zotéos J., Juliag, C., & Tethet, J. Modern Health.' . Egypt? ' .
i ﬂ' . H}Xjﬁ' Holt, Rinehart, and ‘winston (1976), t"-211, : *
—aAfter angwering the questions referring to previous knowledge
- . ) » N about Sm:eria and thinking about the ”ques(‘gions the author asks
) - . . in }1, compare Egyptian and Sumerian farming.
- - . s . - ) . ,, N . -
, . L . . ,
) , i R PP * i 2. The author suggests in ]2 that one way to understand the
T . e g , eTvous system is .to compare it to something familiar. What
——— - < is the familiar system suggested by the author? 4
* h - p—
. 7 125
P{1ll in the blanks below to make the comparison given in }2
2 .
hd » -

-
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In this exacple, the text directs the r.e-.ader to relate prior knowledge

. gained.from reading a previous section of the text to the information

in the bracket., Developmental glosa assisss the reader by providing
questiong that focus on information needed to make comparisons.

-

.
. .

In this example, analogy is used to relate something famfliar to the
eader ({.e., prior knowledge) to new, more complex information pre-
sented in the text. Developmental gloss requires the reader to re-
sptnd to indicate understanding of the analogy given.
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Aruitoxt provided by Eic:

o

F4
C. Organization
1. Demomstration

Actual Union Operations

.Let us now tura to the operations of a unio’n within these
restraints vhich have been imposed upon’it. How does unionisz
work? What do unions actuslly do? f
~, * -
Collective Bargaining

One of the nain functions of unions s to engage ;.n collective

bargaining with employers. -In individual bargaining, the eeployler
deals with each czployee separately in arriving at the terms of em
ployaent.\ ¢
with the workers as a group. The workers, joined together in a

In collective bargaining, however, the employer deals

union, delegate to union officials the authority to bargain for r.hem
with their employer.

Suppoge that a union is trying to drgenize the workers in a
particular factory. The union petitions the National Labor Relations
Board for an election to determine whether or not the workérs vant ¢
the umion as their representative. 4 g

. (

Upon the approwsl of the NLRB, the workers are given secret
bano:s. If enough pro-union votes are received (a sizple majority
in most ltates). the NLRB will certify the new uni.on as the sole
collective ba(gu.ning agent for the factory.

A meeting is scheduled between union and mansgement represen-
tatives to discuss a new contract. The workers will be represented
by & comittee of elected uhion officials and perhaps & union expert
on collective bargaining. .

,

The unfon representatives will ha;e extensive regearch reports-
arid other data which they will use to back up the union's demands.
The union's economic research staff, paid by upion dues. provides
considerably more data than an individual worker could obtain by,
hizself, i

S

1

>

13 v . "
The pagsage titled "Actual Union Operations

has several

subheadings v To help you ov,,a.nize the section, group the sub-

headings in the fonowini drder.

[ A. Conectgve)-sargaming

Mediation , °
2. voluntary Arbitration |
3. Pact Pinding

Presidential Influence
2. Injunction & Seizure

<

N
&

FD. Compulsory Arbitration

This 'segtion tells about the
main function of labor unions.
After readi:ng. you should.be
able to describe collective
bargaining, vho._is ifvolved,
and what {gsues are considered.
f
The 3 subheads
methods, to use when collective
barbaining fails. Compare the
3 methods and know what is dif-
Refer

identify other

ferent about each ome.
to figure 20-3 (p. 345).

These 2 gections discuss pow-

ers imposed by the President

Form
tia‘i *

or U.5. Government.
questions: k‘hy' P_resi
influence? and What are in-
junctliona and seizures? to I
guide your organizing infor-

*mation.

This aection reports on a
method that is rarely used.
an you find & cause and ef-
ct relationship between the
"compulaory" and the fact
that it is rarely usged?



F < . g
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On the management side of the bargaining table 'will be a man-
aé«sne‘nt offg&al in charge of labor relations. He wili gprobably . ‘
have ‘;ith him the head of the company's economic research %taff and . /
perhaps the company's attorney who specializes in labor lay. Each
side is prepared with economic data supporting its owrpoint of view. -

- Bargaining in eamnest begins. =
» A3
One major fssue which will-Ye dfscussed is hourly wvage rates. '
N Begides wages, though, vorkers receive othgr types of payments for .
their gservices. These consist of the many fringe benefits, such as
vacations vith pay, sick leave, retirement pensions, company-spon- .
sored recreationm programs, and educational allowances. These
fringe benefitg may also be discussed :t the bargaining table. ’

. Collective bargaining is a serious and complex business. It ¥
involves much give and take on the part of both management and the
union. IEvery possible labor issue is resofved and put into the con- .
tract. And usually some provision for resolving unforeseen issues- .
--called, a grievance proceddre--is alsé¥incorporated into the con- '

tract. -

» .

Most unfon comtracts are the result of serious bargaining be-
tween labor and eanagenent:/uqually with patient cooperation and . .
utmost Trespect for the rights of each party. Although “labor and
management do not always agree onp all i s, they generally.gtrive .

to live together hamaniousiy. -

.

.7
Sometimes, of course, breakdowns occur, and a contract ~cannot

e negotiated, A stfike may result, although strikes are cz;stly, ¢
and labor generally uses them only as a last resort. If the col-

- # lective bargaining_process breaks down, other methods of resolving

dif ferences are frequently ussd. .

. x - AV -

ERIC - - - .
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Aruntoxt provided by Eic:

Voluntary Arbitration N

. . »
Mediation .

R One method of resolving differences is through “mediation.”
Mediation involves bringing a third person’or persons into the
con,trovefsy to help settle the issues in dispute. Neither side is,
bound to adcept the decision of the mediator. ‘Thus, to funcgién
effectively, the mediator must have the confidence «and trust of
both mmagement and nlabor. In this way, he may serve as a counselor
and learn the concessions that each side is willing to make.

%

) The wediator should be neutral--he should not try to help "
one gide at the expense of the other. Rather, 'his prime objective
should be to find a solutfon acceptable to both parties. Mediation
is simgly an aid to collective bargaining. The parties to the dis-
pAte must still smake their own settlements and accept full respom-
8ibility for any agreement which may be reached.

. &

Ve

i

When labor and management’ agree to gubmit their differences
t(; the decision of & third party, and to accept the decision as %
final and binding, the procedure is known as voluntary arbitration.
It i3 voluntary in the sense that both parties aglree ahead of time

to accept the decision of the arbitrators as fipal and binding.

Fact—finding
7
When collective bargaining fail.s‘, labor and management ®may

agree to the appointment of 8 board to investigate a dispute and
recompend possible settleménts. Neither party must accept théd

board's recommsendations as,f{lal. Once an 1nveat13at’1ng board's
findings and.recommendations have been made public, however, pop-
ular gentiment will often force the part'ies to accept the recm;—

mendations of the board and reach an agreement.

-~

Presidential Influence

¥
Another factor which can lead to ultimate settlement of
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labor-management disputes is the powers “of persuasion possessed by
the President of the United States. The President may mahe public
appealp to the disputing parties to reach an eatly agreement, al-
though, in most cages, he ?oes 80 only when the dispute involves
arr industry which affects the national interest. Steel, airlines,
and railroads, for example, would be classified as such industries.

¥
There are two major reasons why the President has -conslderable
influence in the settlement of labor disputes. First, the appeal
presumably has the support of the generai public which elected the
President to his high office. If efther the union or management
cozpletely disregards the President's views, it is likely to incur
widespread public disfavor.

Second, there is always the possibility that should the Pres-
ident’s appeal go unheeded, it may be enacted into law. And both
labor and management prefer free collective bargaining to a goverm-

mett-iZposed settlement.

Injunction and Seizure ' o~

In some cases, labor and management may become hopélésly dead-
locked. A union may then call a strike--a tefusal to work until
é.anagement accepts the workers' demands. Or, management may decide
to call a lockout—-a refusal to admit euzp‘ioyees for work until
they accept managebint's desands.. When‘strlkes or lockouts threaten
vital industries, governsent has two possible kourses of action--

“injunction" or "selzure." -

’
«

An injunction is a court order to refrain from acting. If
{asued against a union, it directs the union not to call a strike.
If ispued against a company, it directs, the 2onpmy not to lock
its etzploye?s out. The purpoM an injunction is to maintain
the current situation for some temporary time period inm which
further effdrts to reach an agreement are made.




© £

A
A seizure involves the actual substitution of government for

aa:;ageun:. The government takes over and directs the operations
of the firm. Such =casures co::rage the employer to seek an early
settle‘nent 80 that the pgoperty can be restored tp prgvate oper-

' atien. In addit)ion, while government is functicning as manageoent,

it can negotiate with the union concerning new terms of employpent.

Injunctions and seizures are last-regort attempts to resolve
. labor differences. Both have been used, though, when the nation's
welfare has been thréatened by a possible strike or lockout in Aome

vital industry.
. .

In 1946, for example, the bituminous cosl industry was seized
and operated by the goverdment. In this’particular case, government
officials negotiated a settlement with the miners. In 1963, injunc-
tions were issued in the International Longshoremen's Association's
dispuée with the shipping companies. The fact that injunctions and
seizures are used infrequently and with caution indicates the sev-

- * erity of the measures.
‘Caspulsory Art;itration ]
* Under comupulsory arbitration, an ungettled dispute is sub-
mitted to an arbitrator for final and binéing decision, Compul-~
sory arbitration po longer exists in th'is couatry, although there

is continuing talk of asking Congress to legislate for its use in

certain vital im;lustriea. .

Supporters of compulsory arbitration argue that r:‘he threat
of ?gpulsory compliance with the arbitrator's decision would en-
courage labor and management to reach an agreement themselves—
befbre arbitration. + Opponents argue that the existence of compul-
sory arbitration n'ctually tends to discourage collective bargaining.
Both labor and management know that the arbitrator is.the omly )
- party that can wake ‘the final decision. Thus, both sides tend to
* ]_ 2 make numerous and unreasonable demds', wvhich, in turn, hinders

the bargaining process. 1

ERIC .

.
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lBroun, J., & Wolf, H. Economics: Principles and Practices.
Columbus, Ohid: Charles E. Merrill Publishing Co. (1968),

pp. 343-347. .
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THE LANDS THEY LEFT > ’

oThe accounts xou ‘have just reéad gave some_ cluea ag to why the
writets uigra:ed to :he Ney World. A look at the world they laft
behind may help you better understand their view of America. Y

»
=

Conditions in Euro )

By 1600, the population in Engl was growing faster, than
the\supply of food anf-gther goods.
with it the demj@l fqr rav materials.
demand. Landouners who had long rented out land now.discovered’®
they could make a largey profit by using their land to graze sheep.

Trade also.incre agsed, and

Woo?l wvas in especlilly great

Former tepant farmerg flocked to the cities to find work.< This
sh:;p increase in laborers created much unempl&yment.

s

Economic conditions were even vors& in Scetland and lreland.

The people in these countries vere at :he mercy of Bnglish laws.
Thege laws favored English agriculture and textiles over the pro-

'ducts produced elsg‘wherq. There were also many pecple in these

countries ‘who did not agree with the Church of England and resented -

having to pay taxes to suppor: it. e
- . -

1

Wars had "algo had harmful effects on the Europeans. Par-

ticularly in :he German statea, poverty and destruction were uide-

~spread. The people were anxious to find new opportunities for

' N

their lives. .

-
14 § . - &
. .

&
Other Reasons for Migration

eThere were several other reabons why people left their

homas to settle in America. Many people had a love for adventure

and vere restless with uhar ghey were doing. America seamed ex-x,

citing. ’ . .
.

E

America pﬂmised

them*a new start. Por others, vo'y in the colonies for a fixed

N a

Some people had been fnvolved in crides.

number of Years was substituted for the dear.h penal:y in mjor .
1
crimes. . R .
'
N .
, , 1
. e . .
o . i
' ! '\ * *
- “ ~

» .

2.

L 4 -
- . w’ ’
The organiza:ional scheme of simple listing is used in this
section, "The Lands Diy Left." The reasons vhy people left -
Euroﬁg to come to America are listed and explabned under the
” subheads ' Condi:ions in l".urope and "Other Reasons for Migra-
tion." After reading these two gections,.the reader might come

up\with the following list of reasons:

. A N

1.* Rot enough food and other goods for the growing

. population of England - 4
‘3, Unemployment ip England ~
3. People in Scotland and Ixeland did not agree withathe
,‘% Church of England and resen:ed paying taxes to support
it. . s . - -
4, Poverty and destruction caused’by war ief: peaple
anxious to find a new life. i
5. Some people wanted adventure. . -
. 6. ?{ev start for those involved in ¢rimes @

.

lBuggey, J., Danzer, G., Mitsakas, C., & Risinger, C c
America! America! Glenview, Ill.: Scott, Foresmn 2nd Co.
(1977), pp. 104-105.
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“Demonstration gloss calls: the readers

listing as a scheme for organizing what iz read.

»

Vd

' attention to the use of simple
A list is provided

to assist'the reader in organizing the infom'gt:‘.on" for better under-

standing.
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. Effects of the Ice Age AR . 3. 4, and 5. In "Effects of the Ice Age," an organizational scheme
The Ice Age had & great influence on plant and anjmal life. . of cause and effect is uged. In the preceding sections, the
. The coming of the ice .::a‘used some species’ to become extinct, [t N coming of the Ice Age with its huge glaciers was described.
f“id others to:move elsevhere. . _ ) Read 11, 12, and ]3 to find effects in plants, animals and land
. . + “caused by the glaclers. Refer to the diagram to help organize
Grest forests slowly diaap?eared as the gla 1er§ advanced. the cause/effect relationship. B .
Trges that had.once grown in Canada could survive dnly in the, » 3 . . »
. southern part of the United States, Remnants of this pre-Ice Age ~ . N Cause Effect
" ed 1 Smok! . '
Canadian forest can still be visited in the Greas 2oky Mountains ) Ice Age - glaciers |1 plants forests disappesred Y
. n—
- . - . . “] animals extinct or move else-
. ted - ) .
. The kce Age encouraged the development of huge.nmals._sui e 2 . vhere; development of
tor cool, dry climates. When the‘ fce retreated, the hdrse, camel, k = hige 1s
. . bison, .and‘ elephant survived, but other huge mammals--the wammoth, e B » h adapted to changing
mastodon, and saber-toothed tiger—disappeared. The human beings ~ R 1 beings conditions
» M " .
who hunted my‘gg these large animals had to turn to other sources 4 - 7 shaped landscapes
of food. Thus,fthe coming and going of the ice sheets tested the ’ 3 1ahd retreating glaciers
L] -
’ adaptability of bumsn beings.) They responded to the challenge &nd . i ? . left 1, depressions
grev in knowledge and skills. "For exazple, they develgpe:i agricul=- s filled with
ture_sjan after the end of the Ice Age. = - . water
. . \ i ° * 2. rich soil .
/ y Ice Age glaclers also shaped many of the landscapes wve A 4 deposits  *
see today. >As the ice retreated, huge depressions that had bgen
. gouged out by the glaciers filled up with water. Thus the Great ) -~
N ot
Lakes were born. Smaller depressions also filled in with wster, 5 > B
meking Hinneeqta the "Land of 101.000 Lakeg." The glaciers also ° -
deposited much of the soil in the American Midwest, the plains of . T
Europe, and northetn China. In fact, many of the world's most ° N .
r . “productive farss are on soils deposited in the Ice Age.l i .
. . : N ' . . )
+ - - Y
- lbanzer. G., '8 Larson, A. Land and People, A World Geography. . > L I . 1 $ U
Glenview] Ill.: Scott, Foresman and Co., (1979), pp. 1114112, - -
. *ae . - Y 4 . 3
ey - ) i .
' lu o « // -
» - - - . .
, ~ . . - = 5
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Notaticns 3, 4 and 5 - Demonstration glosg leads the reader to see the use of the cause-effect
* crganizational scheme in :his passage.
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,scteristic, such as cheekbone shape or blood type.

” 3
~ - .
v
-
»
a ) L4
2. Developmental
2 -
Defining the Word Race » T

What is your race? It seems as if :his would be an easy
question, something like "What state d;iyou live in?" But it is
not. We know that there are fi states, each with its own name
and specific bomdaries.\xaaces}wcver, are not like that. People
disagre:: strongly on how £zany races there- are, what they¥ should be
named,’ sod what fheir characteristics are, or whether race is a

useful ‘ concept at all.
-

'} —

What is a race anyvay? Sgne:i.sea ve use the word racs to
refer to the largest possible.grouw of people~—the human race. It
is more commonly used, however, to refer to a group of people who
are similar . to each other because they have certain physical char-
acteristics that are handed down from one senentiox; to another by
heredity. '

Race in this sense, Tefers to certain physical traits vhich
ve receive from ouriparents that set us apart from other groups of

people.
owr dkin, the texture of ocur hair, the shape of our eyes, or mouth, .

The most easily recognized features, such &8 the color of -
or nose, are ususlly thought to indicate raclal groupings. However,
ar.ientuts have slso found racial differences in blood-type, finger-
prinu, che shape and nuwwber of our teeth, and the structure Mf cer-
tain bones. Even then, the angswer to the question, "What is your
rsca?” =Iight be difficult. . .
race is never determined by a single physical char-
It 18 the gen-
eral pattern of all our physical characteriestics that suggests that
Finally, pecause

A persons'

ve come from one or more groups of ancestors.
husan history has been so cosplicated, no matter how many different
vays ve classify humsn beings into different racial groups, there\\.
vill slvays be many individuals who cannot be easily identified with
a partipular race. 1

Y

*
[

Danzer, G., & Lanan, A. Land and People, A World Geography.

Glm?w. I11.: Scott, Foresman and Co. (1979), p. 128,

.
-

2

_; |
|

x1

1. 2. ad 3.

The organizational scheme of the section, "Defining
the Word Race” is called definition because the information is

grgazized for the primary purpose of defining race. The infor-

pAtion in 11 points out that race is very hard to define be-

cguge it i3 used in different ways.

Write the definition of race found in,,'}Z:

' i
- ’

.Part of the definition of race ¥ncludes lists of physical

features considered in determiging a petson's race. Nabe
/
scme of these physical featurgs given in, }3. ——
r'/
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o Faraing Is Lsproved ":'L o, — 7] 4. 5.6, and 7. The section "Farning Is Izproved" is organized
o f‘l‘h el ¢ of £ d thelbant ¢ animals £l /’ a¥ound many cause/effect relationships. Reread each ] and
e d&velopment o m™ing an aning o zals greal
Maited the P ¢ of li}hi Lif ceved [iy complete the diagrams to determine the cause/effect relation-
te movement of Neolithic e centeved on working
- . * ships. . .
the land, groups tended to gettle area. .At first, whenever ) . P R —
the soil loar its richness, communit would move <o other, more . "
- . . CAUSE EFFECIS
fruitful lands. Later, man discovered that by scattering fertil- 4 -
{;ers-vegetables, wood ashes, and animal wastes--he could make the
. }4|working land and t > lizited 1.
same sail fertile again. Keolithic man gradually settled down into .
animals
village commumities and a c’oaon 1ife of faraing. .7 —
& - e
» = y .
pedple settled in one soil lost its
Because more food was auailable, more people were able to ‘', —>—= 2
. area .
survive. A rapid growth in population resulted in ,g increase in
the nuzber of vill'ages. ~Gradually, as tfis happened, all the soil 5 v
~ . commumities
in one area came under eultivation. However, primitive types of N M 4
: by nove
ferrilizers needed a long time to be effective. Two ideas about T
i . . V4 .
- farming solved the problem. Man created the fallowing process and . 3
. - - . man used 3.
the animal-drayn plow to make certain his fields rezained produc:ive.z * - ] -
' |
v ) - 4 v * +
' ' 15 |=ore food 1. ople
. . —> |—=> — PP
| . available, survive
) hDanzer, G., & Larson, A. Land and People, A World Geography. v
Glenview, Ill.: Scott, Foresman and Co. (1979), p. 128. , rapid growth in >l increase in nuzber of
. 2 - population ‘ 2.
Capeﬁud. P., & Gr » B. The B Adventure. i -
-San Francisco: Field Educational Publications, Inmc. (1970) ’ ¢
p. 47. . ' Problems: , ‘ man created two farming .0
. - 1) all soil is processes:
- . ’ | cultivated ~7 7| 3.
A e , o . . -~ “ | 2) fertilizer needs -
. ! a long time to be <) 4.
PO ] - . - :
! I . effective ¢
. -
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. one season. The purpose is to give the soil a chance to regain

To allow a field to remain fallow means not planting it for
r

its fertility, N*nhe),asa,‘ the field must be plaved’io rid it
of weeds and to conserve its moisture. The following year another
tleld would be fallowed vhile the first could be planted again.

'E‘he process of plowing req‘uired strength greater than man's. )
I;x the beginning, primitive plows dug only a few inches into the
surface of the earth and overturned the soil. But this was not
enough to ieprove the output of the field. Eventually, the thought
of hitching a plow to an animal occurred, and the new farming began.
How did the use of farm animats affect man's worktime?

z —
.

_—Because the men worked the fields, the women had more time to
perfornm tasks in the village and at home. One of these was weaving .

-

Up to the time of the agricultural revolution, there was very little
cloth-making. Skins of “animals had been sewn together to make rough
clothing. Now a great amount of fiber'was available, including haii-
and wool from domesticated animals, as well as flax.
- \'

Hoven cloth became a very important product of, the new way of
life. The discovery of dyeing processes added color and variety to
the woven cloth. The agriculrital revolution allowed Heolithic man

to dress as weAll as to eat better.l

,,

16

4
CAUSE
h—

EFFECTS

mén did not plant
a field for one

season

soil regains
its 1.

72

field could be
planted again .

plowing requires
strength

2.

used to plow fields

men vorked
the fields

L 4

women had time to
1,

v

> ]
Two new processed:
2.

0
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PHASES OF HATTEI& K . * - . ‘ 8. and 9. Classifi¥@tfon 1s the scheme- used by the autfipr to or-,
° . Experience shavs that the many different kinds of matter found . ganize the information in the section "Phages of Matter.” Or
Midgs ‘can be sorted into three broad categories, called ~ ' ¥ o ganizing by classification means atranging things into groups
- 1 O L
P ox E@’é& One category includes solids, such as or’ categories. In section 3.2 twd classfications o?mtter _
@cond conprises liquide, such as wateg or oil. ‘. ) are given. .
. ‘l‘he third iné'ludea gases BUCh 88 air or steam. Liquids and’ gases ! ’ ' [ ¢ * .
1] = -
ar own collec;ively as ﬂuids, the phase of matter that can flow. ;. Classification - 1
'. . Iig“n’le to produce phase chagges in all kinds of mdtter, and ° : . The first paragraph ;.n 18 identifies three categories for
8 nsitions are of;en brought‘about by C.hanges in the conditions i ” " phases of matter. List the thre}a categories: [
'Y of the environment, guch as teeperature, pressure, and 80 on. ‘ ) 1. : 2. T e 3. 2
; 1 T ) . .0 . ', The three phases differ in their form, or shape, and wolume,
A ¢ - m three phases of matter can ugdally be dis# by v or the amoumt of space that ie occupied. The diagram below
L2 . " -
- ob?erving how a sample behaves with reapect to changes in its Sorm - k] . lists the three phases and the chu"acteristics (fom,‘volme) of
or the amount of space it ‘occupies (Fig.- 3.I%. A solid is charac- { each. Complete the ﬂissmr-@’mu“:
teuzed by its strong tendency to Prese‘rv/epdth its original"shape B B K ; . . , ' =
and volume, exgept when very 8trong forqas are brought to bear’ on’ .8 /\ B s . . -~ Phages o,f. Matter _ , s
Lo e : : ‘ 1. Solide - 2, Liquids * 3. Cases -
‘ ¥ . ) - . . form = solids kéep fora - liquids flow
A liq\dd 1&(:‘:8 rigidi i férm and 'ﬁill flow even \mder the ) their original form * and thus lack rigidit .
o <';fl;(fluem:e of its own weight. Hwever, 1:|.ke a solid it haa a def- - . , volume - keep origipal voliume - A = :"ow -. gases have ‘
hite volume and regists st ongly any attempt to chnge that volume. . volume, except uynder - - no definite foym— %
N \é - extreme force thé€y will £ill any .
- Some utarfals, guch as g¥uas and oértain plastics, appear to be T - container in which
*. # Y . :
C e golid at ordinary temperatures but are fot true solids according to - “ 4 . they are placed.
. ‘ - PR R . .
. Qa2 more rigorous specification givenypelow. ©. \ , % ' E . R R -
e . .
N ) Ca v ol ‘-- ’ " . . L . . . Both liquids and gases 4 own as . o
Gases have neithe,'r rigidity Sf shape nor definite vo.hme‘. s < because they flow. § -
. : Any snple of a gas,yno matter hov small, will £111 completely s~ P b ﬁ . - 2 o 7 ’ LTt
any vessel to \31 it 1s adeitted.> - a v -4 T, .
- - ) ) . ™ ’ . - .. ’ . . -
, & % _— ) P4 ] ¥ . . — .
! . L B . . P ’ .
\ < - £ ;‘ . too : ’
Capelluti, F., & Grossmhn, R. The Hiuman Adventure. . L ’ - o * v -
‘Smn Pranciscet FPield Educational Publicatioms, Iac. PR Y 2 * . ' . N
(1970), pe 47, » 2 X . e o , -~ ¢ -4
. R ° . . . , A ? h
» V2 . - e . . - ’ . B
) _Freezan, 1. Physics; Principles-aifd Insights. ‘ ’ ' \T ) ) '
‘@&;‘ McGraw-Hill (1973), pp. 41-42, o . . ‘ i ‘
. . . ) . . X .. R e
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Another method @ssif;caum, more precise than the above,
is based on the atomic model of the internal structure of‘matter.
This is a ldgical extensipn of Democritus’ original "hurich" that

matter is mad:t up of aggregates of microscopic particles (atoms).

According to the atomic comcept, all materials are either crystalline

or amorphous in structure.

€
Ina crys:anin:k;;md the agc;ms are closely packed and held -
close to certain regularly spaced fixed locations by electric
+ forces acting betveen the atoms. The Spaci;xg and arrangement of
all these positions forz an imaginary framework called the space
lattice of the crystal. Each kind of crystal has its characteristic
h::ice vhose fom and dinensibns can be imestiga:ed by means of

x rays (Ref. 3. 3) Two relatively simple examples of lattice struc-
ture are represm:ed in Pig. 3.2.

s
SR SRR i

In actual mineral crystals the atoms are not all arranged in
the ideal way Just described.
tice has dislocations, regions where the lattice ig locally distort=

There are many places where the lat-

ed and where the arrangement of the atoms departs from regularity
(see Pig. 3:3a). Some la:dce
points are unoccupied, or an occasional foreign atom may be presgpt
Such impuitities can
produce great changes in the mechanical, electrical, and other prop-

Crystal defects may also be presant:
among the ones that belong there (Pig. 3.3b).

erties of some crystals, Ssometimes leading to ia{)or:an: technical
applications, such as the transistor (page $27).

Large single cry'atals can often be grown from a solution or
£rom a melted sample of the material. The external shape of such
s crystal reveals features of the invisible lattice structure, but
in most cased of crysnllization :he,soltd that forms is made up
of a rigid mass of small individual ctystals stuck together in
random posi:ions. A single crystal of the same material s about

a hundred times as strong & this aggregate.l «

N « {
- -

.

-

ig from a
Greek word
meaning
"without

form.”

P ’

"Amorphous"”

»

_ identifies the two groups (Note the marginal definition for one

a . forn
- -~ s
- o
L .
Fr , 1. Physics, Principles and I.nsigh:s. _New York:
HcGraw-Bill (1973), pp. 42-43. N ot
. y
J - *
& .
- ll!h\
- - '. - * r
“n

¥

Classifica:ion -2

1

» The gecond classiﬁca:ion 19 1s based on the internal struc-

ture of th
0 the a:omic structure of matter. The first paragraph in ]9

. 14
group) . )List»:he naces of the two groups in the diagram below.
One characteristic of each group is given below the blank.

Atonmic Structure of Matter

1. definite form 2. shapeless or without

. S -
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¥ i B The Nat‘u.te of Taxes o .

What exactly 13 meant by "ability to pay"? How nuch" more
ability to pay ‘;:ax.es does a person who earns $20,000 a yegr have
than another who earns onlx' $10,0007 Is it twice as much, more
than, twice as much, or perhaps less? Our answer to this question
will indicate whether we prefel.: "proportional,” "progressive,” of

"regressive" taxes. N

Proportionsl Taxes
A proportional tax is one in which the percentage rate of
. taxation 1s the same for everyone.. Assume that the income tax rate
is 20 per cent of taxable income.* The person with a $10,000
tRable income would pay $2,000 in taxes, while the person with
$20,000 would have to pay.Sé,OOO\. " -

Tk
- . ?“T’o Bany people, § propo?tional tax is a fair tax. The person
. Yrice as much jincome, they argue, should ha\;‘é to pay twice as ~
L
ch tax. Others, owe:ler, inaisf that progressive taxes are, best.

4

'rogressive Taxes »
". A ptog‘z-essi;!e tax 1s ome which imposes a higher percentage -
. t rate of taxation on persons with high incames than on shose with
" low incomes. The federsl incomé tax is a progressive tax because
as taxablle fncome increasses, the percentage rate get's higher. Ac-
' cording to,ferderal law, a tax rat¢ of only 14 perwcent s imposed
on_the first $600 of taxable income. The top raté is 70 per cent
on”all taxgble {ncome in excess of $100,000.

Regressive Taxes M

A regressive tax i# one'which imposes a higher percentage rate

of taxation on low incomes than on high incomes. Sales taxes are

Mot all of a person’s income is subject to taxation. The Law
allows certain deductions from'total income to arrive st taxabde
income. Taxable income, <hus, is a person's total income vhich is
subject tb tax a!t'ter certain dgductions have been nade.

. Y

L
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Aruitoxt provided by Eic:
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) 10. Titles and subheadings in the text can help you understand how
the passage is organized. ’
L .
The tit1é of thig passage is "The Nature of Taxes." Three sub-
headings indicate the types of taxes &hat are§xplained.
- ' °
Finish * organization of the pagsage as given by titleés an
subheadings: -
'688 ) 3 -
% 3. The natute of .taxes :
A. Proportional taxes
B.
c. o9 . ©T

- \ )
Cotparing and contrasting is & strategy to help you organize the
information as you read. Compare and contrast the three types

© of taxks.
# "R

The three taxes are defined by how*much tax we pay in relation
te aoount of income. This 18 the percentage rate of ‘tu{

1 * - ‘
As you Tead 1) detersine.the raté fot each type-of vax and {ts’
effect on high or law incomes; 2) compare the three types of
taxes; 3) try to give practical exarples.

s - -
Comparing and contrasting the three .taxes helped you to or-

ganize the passage while you were readi‘ng.

.

- Proportional tax
rate is the for high and low incames'.f
1] ' rd
Progressive tax * .
rate is for,hig‘her ‘than lower incomes.
Exazple: i ¢
o Py .
s . .
Regrédssive tax Iy
rate is for lower than higher incomes,
Exazple:

b1




regarded as regresaive. Those who have very low iancomes must

spend & higher perceptage of their incomes for taxable items.
sons vith high Incomes, however, tend to save a larger part of their
earnings. Th:.gz, the percentage which they spenson :a.xable- goods i3
less than that of persons ui:.h lower incomes.

.

»

Per-

Let

us lock at a specific’ exasple. Suppose that a persom

vith a $5,000 income spent his entire earnings on food, clothing,

Tabls 12-1 . of

An Illustration

Begressive Taxarion ¥

Person with Perscn with

Incoee of

Income of

$5,000

§20,000

Amount spent
subject to tax
Asownt of tax © *

€ 4 per cent

Percentage of total:

$5,000

+

200

42

$10,000

)

22

income paid in tax
S

and shelter for his family.

Suppose that another person had an {n-

¢ come of 520,000. Half of it he spent for the essentials of 1life
““and for lwaury iteds; %& saved the remainder, investing part of it g =

in st.oc}_s and bonds. The state sales tax rate, let us asswe, is
P M

4 per cent. v

*

-
-

>

.

JTable 12-1 shows the sales tax which both individuals paid. | L)
N .
Although the person with the higher income paid more dollars ia

Q
ERIC.

taxes, the percentagds tax rate vas less.

N
a2 regreasive :ax.l .
-

47,

This is vhat ig meant by

.

llrwn, J., & Wolf, H. Economies: Principles and Practices.
Columbus, Ghio: Charles E. Merrill Publishing, Co. (19%8)

£Pp. 36-37.
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Netations 1 - 10 —
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7
Definition, Rause-effect, classification, and compare-contrast are )
examples of organizational schemes provided ia the text that the reader
should recognize. Developmental gloss rells the reader what acheme is -
being used and then requires the reader to indicate understanding of
the scheme by responding to the agtivitjes. In & progression of
activities, developmental gloss woluld require readers to 4deatify the
schemas. Notice that in Notajion 10 the readers’ attentfont is directed®
to the external organization as vell as the schemesof compare and contrast.
o~
- =
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1. Demgnstration . »
. ! * "'4 .
- ¢ - — . ‘ .
NWEED FOR WEATHER FORECASTING 1. To check understanding of pages 233 and 234, the reader should
. . N - . . follow these steps:
Why are weoather, alerts pecessary? ‘
. How do weather forecasts help farmers? )
How do mg: forecasts :iﬁ “3;‘915:5? . f 1. Go baci\to the purpose set for reading. The author of .
. How do weather forecasts P you .
. . ; this section provides a title that helps the reader establish
4
b R R . a purpose: to find out why there is a need for weatber fore-
_ weather alert / < [, N
- casting. .
Have you ever heerd # weather algrt {[vh-LURT} on radio or i .
™v? If you have, you know that such a broadcast ig a warning "about . L/_(
. The reader then asks whether or not the purpose was accom-
the weather that is ‘given to help people. A weathel alert warns of Ltshed .
shed. B
° a storm, very cold temperatures, very warm teé=peratures, flooding, ~ . / 3 .
or drought. The reason for the warning is that i{f people know vhat . 2. o back o tne . Asamfthe-a .
. a o the purpose questions. u
“th4 weather is likely to be, they can better prepare for ir, purp N ’
* L . this section provides the purpose_questions in }I.
- . ’
! ) A veather alert helps people decide whether' or not they , 4
R . The reader attecpts to answer the purpose questions‘given in
should go outside and vhat they should wear. A weather alert also n . - A
* St “ .
helps people decide vhat precautions they dhould take with regard ’
¢ to property and if they should find a2 safe place to stay. As you . 3. It the l‘E’;dEf has problems decernin{ng Le:he: the pur-
~ can see, vhatever the reason for & veather alerti-pecple are helped ! pos ‘was cccsplished or caunnot answer the purpose questions
. e a an swer the
by 1t. Have you ever been helped by a weather alert? If gso, how? . N hen he should . '
. . then he s
' . - 1o £ B . a) study the text agganization of pages 2337and 234--
How forecasts he. ArBEIS
s ¢ - il ¢ C- the four subheadings in this section correspond to the
Weather forecasts are helpful to farpers, These forecasts . . v
» >
help farmers decide when to plant their crops. These forecasts > four questions. = .
- > ‘ b) reread the information under the subheadings of the
also help farmers decide when to harvest certain ¢rops. Weather . . N b1 -
- . questicn or quest{ions that were problens.
forecasts help ’famets in other ways, too. What other ways can N . .
ou think of that eatl‘;et forecasts help farmers? ) . T
7 - . i ? , 4, The reader should think again about hig understanding of
- .
. 4 pages 233 and 234 after following Steps 1-3.
v . “How forecasts help tfravelsrs . s g
° Weather forecasts are very Useful to travelers. FPor exasple, K A )
. ' L 3
suppose yoy know, that there are storms along the route you will be f .
¥ traveling. It might help you decide to spend the night where you ‘
4 - .
, wers. Or suppose you know that an airport might become snowbound. ! 1 )
It might help You decide to postpone a plane trip for a few days. ¢ . . (=4 0'.
. \/. . .
156 ~
vy <o)
. . 4
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Weather forec;s;i also help people who are transporting goods or
people. FPor example, weather forecasts help truck drivers and bus
drivers know what tlfe road conditiocns will be like. Weather fore- ;
casts also help nil‘ro;d engineers,”airplane pilots, and ships',
captains kntw what to expect ahead. Why mdght this be important?

What season of the year do you think s
2 the worst for trav@®iing in your part of -~
the country?

- g7 & |
How forecasts help you
As you may know, people listen to vweather forecasts in the
evening to find out wvhat the weether will be like the 'next day. Or
they listen to weather "forecasts in the moruing before they lldave *
home . "Jhen do you ligten to weather forecasts? Why? ’

X
X

A weather forecast may help you decide if you should wear a
rafactQat or carry an usbrells. It may help you decide if you
should wear boots and gfovu. It may also help you decide if you
an do something outgide or if you should pla\n to do something ip=
sid-, What h‘as a veather forecast helped you to dggide lately?l

. .
——

. £

¢
.

l}hsnoli, M., Douglass, L., & Ellis, D. loring Earth and
Space. River Forest, Il11.: Laidlow Bros. (1578), pp. 233-234.

Hotation 1 -

ERIC

In monitgring comzprehension, the focus of demonstratien gloe& is
" leadinE the readers to an awareness of their underatanding of the
text and the need to evaluate their comprehension. In this exazple,
- ‘the reader is led to monitor/check understanding through the steps
involved in establishing a purpose. In this text, the purpose and
purpose~related questions are given, and the reader is asled to check

‘ ‘ " understandfng by referring to the questions after reading. FPor the

reader experiencing difficulty, demonstration gloss gives alternative
auggestions to be followed in achieving the purpose for reading. .

N
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about 2.25 meters for ’e‘Vety kilometer (12 feet for every mile).

. o . *
‘ Z. Developmental ’

_ THE OCEA§ FLOOR . b'
° what 1s the ocean floor next to the
- continénts like?
.
What part of the ocesan floor is flat?
9

What part of the ocean floos has
mountains and valleys?

At

2

?mtinental shelf and slope

Have you ever stopped to think that most people probably
knowv more about the surface of the moon than they know about the

bottom of the ocean? Scientists have very good maps of the moon's
surface. But Wuch of theﬁocean' floor is either not mapped or only
poorly mapped. Why, do you think, this is ‘so?

o

Suppose the Atlantic Ocean could be drained 80 that you! could
walk from any place on the east coast of the United States to any
place along the coast of Europe. What would your joume.y be itke? *
First, you voJuld walk across the continental {KAHNT-uhn-ENT-al] 2
shelf. The continental shelf 18 an area of the ocean floor next to

a continent that gently slopes downward. In fact, it wsually slope‘s

. N
As you might  guess, ‘the contifental ghelf is not the Bame
A y
width all the way around the United States. Off the coast of San

.

Francisco, for example, the shelf is only about 48 kilometers (30

miles) wide. Off the coast of Boston, however, the shelf is abdut

415 kilometers (260 miles) wide. How much wider is the shelf off
'« Boston? ‘

-
’ ” -

¥ 1f: you continued walking toward Europe, you would eventually *

come to what is called the sholf break. Here, the slope suddenly
A\
begins to get steeper.

This -is where the continental shelf ends.

It e stifl not very deep here compared to the great ocean depths.
It may be

deep 2

om 40 meters (130 feet) deep to 500 mevers (1,600 feet)
the shelf break,

-

1.-8, Honitoring what you read is a gtrategy for‘checking your un-
d®rstanding of the passage.
) *
. 3
In "The’ Ocean Floor" use the passage organization (title and"
subheads) to help check or monitor youn.imderstanding.
1.

The title and the three swheads indicate toptes to
be discussed. Refer to the illustrations on page 416
and 417 to gsee where the areas of the ocean floor are
located.

2,

The questions given in ]1 helped the reader identify a
purpose for reading.

. s b
3. 1In order to check understanding, the reader should try to
answer the purpose questions.
4. Ff11 in the missing information in the following outline
to drganize the information needed to answert the questions.
1. The Ocean Floor (title) :%—; ,
A. Continental shelf and slope (subhead 1)
1. Continental shelf
]2‘ + ) location: next to a continent
. b) description:- 4
-
2. Shelf break
8) location: )
- 13 b) deaéription: g_lgpe ig quite steep
* 3. Continental slope N .
14

a) looation:

b) description: very ste&p downward slope
B. Abyssal plain (subhead 2) 4

}5 1.  location:

2! description: very flat, scattered with geamounts
»

Y

or underwater mountains

.

L 1u0)

»
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The continental slope begins at the shelf break This area _1 l’
drops down about 95 meters per Kilometet (a?out S00 feet per mile). j
It drops down to 4 or 5 kilometers (about 13,000 to 16,800 feer)
£ & below sea Level You might think of the continental shelf and the 4
N continental sfope as patts of a continent that are below sea level.
}f 80, where do You ch‘i_nk the continent reallyfstarts?*
-~ ’ —

Y

.

b Abyssal plain . - ¢ .
. . If you walked al{ the way down the continental slope, you .
’ ' would come’to the abyssal (uh BIHS- uhl) plain. The abyssal plain . 3
. is very flat. It makes up about a third of the ocean floor.
.

If you continued your journey to Europe’, you would probably

sée a few sowgtains rising from the ab;'sqal plain.x These tnder- . “
' vater mountains would be scattered over.the abyssal plain. Such .
mountains are. called geamounts [SEE- Poun:s) They are formed by ’
- undervater volcxnoes. Some seamounts rise. more than a kilometer .
{over 3,000 fetzt) above the abyssal plain. Some of them are so
tall that they extend above the surface,of the water, 5

-

- B . - . )\
v Sometimes there are seamounts with very flat tops. ‘These *
. seanounfs probably looked 1ike most other seamounts at one time.

However, the tops of these seamounts wert worn ava¥ with the & . \ N
passage of time. ’ rI

Mauna Loa is a volcano on Hawail that -
' . M rises 4,170 Deterss (about 13,680 feet) .
above sea level. The part of this vol-
- cano below sea level extends downward
. snother 4,877 meters (about 16,000
- “— % feet). Since Mount Everest is 8,848 4
meters (29,028 feet) tall, .abbut how
. much taller is Mauna Loa than Mount ‘
. . Everest?

. -

ot AN ]Hagnoli. M., Douglass, L., & Ellis, D. Exploring Earth and
N . Space. River Porest, Ill.: Laidlow Bros., 1978), pp. 415-418.
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) 1 ; ] S C. Mountains gnd bhead 3)
, The series of un r mountaing foxm a long ridge, or “r . Mounta ns_an valleya\fsu ea N '
N * range»f mountaims, In ta¥f, Eéiﬁ;ﬁsts ﬁy that there is a long . P v ° . :1d8e . )
ridge of mountains near the center of each of the main oceans. ﬁ LY . J6 < w) location: center of dcean
" The ridge in the Atlantic.Ocean, called the mfa:uunc Ridge, v, ) © b) descriprion: — —
is probably the best known. . . . N 2. rift valley . 3 X
) B . . 17 ~ a) XYocatiom: - A T~

< « LIRS .

N . [4 . .
If you were gf7e, to ‘cross these mountains on your ourney Q.b) deseription: ] _
. ¥ °

tou;rdl;ur/pt/, yo wouldﬁnd that there i&a long, deep valley ia 1 . 3. trenches - - -

the verf middle of Xhe Mid-Atlantic Ridge. This kind of valley is" ) . 18 2) lotatiop: ’L‘“'—e‘m‘w

) s called & ﬁf:’&‘vq.p.eg. Jcientists have’found that the rift valley - . . " B deadrig:ion. - - 2
_ is an area of earthquake In fact, the rift valley seems . .- ' N * ¢ RS
* to'be an area of wiaksbss 1n the sar 's grust. By studying the "y oo . ‘_ T 5. Now %ﬂlk about 2“- questions and indicate how you feel ¢
rocks on each side of the rift valley, scientists have learned many ’ ’ « ' about our ability to answer them correctly: l . .
. . things, about ‘the earth. They have found that the rift valley in {Je -~ 7, @ @ @ ' x
" niddle of the Mid- mtic Ridge is grwins larger. It is’ grm’dns ° d Queation ¥ (etrcle one)

! * gure unsure

gbout 2.5 centimet (one inch) per-year. That amount may not

= - : - L 4 @
_)grvig much, but over thougands of yearu& adds Qptoa . (’p ) , @ . @ -
great «

A

- .y Question 2. sgure? * ‘osure |
. 14 : - i -
. Through the Atlan:'@em, in general; the odean floor . B T4 @ @
follows the kind of pattern described. However, in some places in : . . . Question 3.  sures ? unsure - ’
the Atlantic Ocean there are deep valleys called trenches Trenches 8 , ) ; N . " ’ *
are very deép, V-shaped cuts'in the ocean floor, They are very long - . < L. e . . »
’ and nfffrow and have very Steep sides.l * 2 . ’ w e ‘ S . .
o - N e e -
v . .o . N ) 4 ¢
) X : . . - . . . - »
: @ N NN & « ‘ 2
¢ lHagnoli 4., .Douglass, L., & Ellia, D. @lormg Barth and rb W ‘ " ' ‘- v ‘ . i
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"In this example, the readers are directed to check their understanding
by using the external organization of the text. Responding to the -
glozs "activities should help the reader answer the purpose questiocns.,
Rather than vriting answers to the questions, the readers are agked
to indicate thelr success-in understanding. .
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