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ABSTRACT

This investigation examined whether advance organizers would help learning
disabled (LD) udolescents to more efficiently process information on selected
academic tasks. There were three phases to this study. First, 51 LD and
63 normally-achieving (NA) subjects participated in the development of a
test to measure important and unimportant information. Second, eight LD
adolescents, one NA adolescent, and *un secondary content teachers participated
in a study designed to investigate the use of advance organizers in an '
applied setting. Using two multiple-baseline designs across teachers and
students, teachers were trained to use advance organizers, and students were
trained to listen for advance organizers. This phase generated information
regarding how organizers might be used and constructed in a natural setting.
The third phase involved examining the effects of advance organizers under
more controlled conditions. There were 46 LD and 51 NA adolescents involved
in this phase. The test developed in the first phase of research was used to
measure how adolescents performed on measures of important and unimportant

, information under treatment and control conditions.

Results of the study conducted in the applied setting demonstrated the
efficacy of using advance organizers in secondary classrooms. A1l teachers
learned to use the advance organizers in their classrooms with miniial training,
and all students showed increases in their awareness to teacher use of advance
organizers after training. In the final investigation, the advance organizer
treatment significantly increased test scores of the LD group, but not for the
NA group. A significant interaction was demonstrated for the LD group on the
type of information learned. LD students in the treatment group identified
more important information than the control group, while LD students in the
control group identified more unimportant information than the LD students in
the treatment group. In addition, LD students performed significantly poorer
than NA students on measures of both tmportant and unimportant information.
Howeyer, this distance was minimized when the advance organizer treatment was
present. The results of these investigations support the postulation that
advance organizers can exert a positive influence on the learning of LD
adolescents.
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CHAPTER I

Introduction

- In the subject-centered secondary school setting, academic success
is defined as the ability of a student to acquire and deal effectively
with secondary content (Bent & Unruh, 1969). Learning disabled (LD)
adolescents have demonstrated difficuities in effectively acquiring and
retaining information that meet the content demands of the secondary
school setting (Alley & Deshler, 1979). This is significant because LD
adolescents are generally mainstreamed into regular content classrooms
for more than half of the school day (Brandis & Halliwell, 1980; Deshler,
Lowery & Alley, 1979).

Brandis and Halliwell (1980) reported that reguiar content teachers
were unable to meet the needs of mainstreamed handicapped students
because of lack of information-and training. However, instructivu
received in the special education resource room is often insufficient or
inappropriately designed to meet secondary regular education content
demands. (Wiederholt & McEntira, 1980). Research should be conducted
to determine effective methods for promoting the success of LD students
in the secondary content classroom through the use of existing special
education support personnel.

Overview

A cognitive mediator, the advance organizer, was selected to pro-
mote increased acquisition of information by LD adolescents in secondary
school content classrooms. This intervention was selected because it can
be communicated to secondary content teachers easily by special educa-

tion personnel and, because it is content based, can be independently
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implemented by the secondary content teacher. The purpose of this study

was to determine whether advance organizers would allow the LD adolescent

to more efficiently receive, select and process information on academic
tasks. The purpose of this study was accomplished through the comple-
tion of three phases of study.

First, the literature was reviewed to investigate the components of
advance organizers that had proven most effective. Based on this Tit-
erature review a measure was constructed to assess student reading
comprehension of important and unimportant information. These two
elements of reading comprehension became the dependent measures for the
primary investigation.

Second, a preliminary investigation was conducted to examine the
conditiohs under which advancsz organizers could be successfully imple-
mented in a secondary setting. ~The literature review of the first phase
was used to develop a research based criteria for developing advance
organizers that were judged to most likely facilitate the acquisition of
information by LD adolescents in secondary school regular classroom
settings. Using this criteria, regular classroom teachers were trained
to develop advance organizers for use in their classrooms. T7eacher's
then implemented the advance organizer as a teaching methodology in
their classroom. The use of advance organizers was then observed. An
interview was used to obtain student response to the teacher use of
advanca organizers. This measure provided information on the efficiency
of advance organizers on the siudent's ability to detect the use of
advance organizers in the secondary setting. In addition, the relative
frequency of ten types of organizing behaviors used by teachers and an
estimate of their individual effect on students were exam: ed.
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. Third, a2 primary investigation was conducted to evaluate the quan~
titative and qualitative aspects of advance organizers using the instru-
ment developed in this study for measuring important and unimportant
information. This investigation allowed the comparison of the effects
of advance organizers on LD students with normally-achieving (NA) stu-
dents on the dependent measure.

Rationale

Curricular Approaches for LN Adolescents. Programming for LD

adolescents has been based on one or more of three general goals.

First, LD adolescents should learn those skills .n reading, writing,
math, etc. that they have not mastered. This goal is achieved through
use of remedia: curriculum approaches (Deshler, 1978). Second, LD
adolescents should acquire an alternate set 2f skills that emphasize
functional, vocational, or career related activities. This goal is
achieved through the use of alternative curriculum appreaches. And
third, LD adolescents should master the concepts and principles of each
subject area in the secondary school. This goal is achieved through the
use of secondary content curriculum approaches.

Deshler, Lowery, and Alley (1979) reported that in a national
survey of 98 secondary programs, 55 percent of the programs had remedial
content as their focus, 22 percent of them focused on alternate content,
and 24 percent focused on secondary content acquisition. However, of
those programs focused on secondary conter.t, the emphasis was either
tutorial or compensatory (i.e., taping books, reading students tests).
These approaches did not assist the student in independently meeting the
demands of the secondary content class. Of those program specialicts

using a remedial approach as their focus, 51 percent reported using a

3
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fundamental basic skills approach, while 4 percent reported using a
study skills or learning strategies approach.

The learning strategies approach for LD adolescents, as conceptual-
ized by Alley and Deshler (1979), emphasizes teaching efficient study
and learning techniques that students have failed to learn as they have
progressed in school. Although programs that reported use of the learn-
ing strategies approach in the Deshler, et al., (1979) survey taught
learning strategies to enhance writing, reading, and listening skills
(typically considered basic skills areas), the ultimate goal was stu-
dent's independent success among secondary content classcooms. Except
for programs that have adupted the learning strategies approach, there
has been 1ittle evidence that indicates that LD adolescents have received
assistance from ¢ <ial education in developing skills to 1ndeggndent1y
meet secondary classroom demands (Alley & Deshler, 1979). Therefore,
intervention models such as the learning strategies approach are worthy
3{ research attention.

Learning Disabilities and Learning Strategies. The demands placed

on LD adolescents in secondary content classrooms require the student to
possess and use a broad set of information processing skills. Alley and
Deshler (1979) suggested that learning strategies that promote the use
of specific techniques, principles, or rules could assist LD adolescents
in the acgquisition, manipulation, integration, storage and retrieval of
information across situations and settings of the secondary school. The
learning strategies approach for serving LD adolescents, as conceptual-
ized by Alley and Deshler, is part of a move in the field of learning
disabilities toward a more cognitive theoretical orientation to learning

disabilities.

13
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A cogaitive approach to learning emphasizes what the learner brings
to the learning task (Ausubel, 1969). Reid and Hresko (1981) stated
that it is important to view the learner as the most important element
in the teaching-learning situation, rather than materials, lessons,
teachers, or other .external factors. Jernstedt and Chow (1980) reported
that in a study of the effectiveness of two instructional methods (indivi=
dual versus traditional) teaching method accounted for only 3% of the
total variance, while student input accounted for 25% of the total
variance. However, the interaction between the student and the learning
environment accounted for an additional 30% of learning. Jernstedt and
Chow concluded that the enviromment can only influence behavior to the
extent that it can promote active student participation and involvement
in the learning task. This suggests that the student must realize that.
he/she must take an active part in learning. Therefore, it may be
hypothesized that effective instruction provides activities that promote

or “facilitate the learner's ability to construct meaning from experisnce'
(Reid and Hresko, 1981 p. 49).

Instruction in learning strategies assumes that the student does
not have effective and/or efficient learning strategies. Rothkopf
(1970) called behaviors produced by the learner during the course of the
learring act mathemagenic activities. Dansereau, Actkinson, Long, and
McDonald (1974) and O'Neil (1978) coined the more popular term of learn-
ing strategies for these behaviors. These behaviors include taking
notes, writing summaries, answering adjunct questions, etc. When learn-
ing is affected by these behaviors, researchers have explained these
outcomes in terms of the "learning strategies hypothesis". Mayer (1980)

stated that the learning strategies hypothesis proposes that making the

©

ERIC | 14

Aruitoxt provided by Eic:



learner actively integrate new information with existing information

will affect the learning and use of information. As a result, the in-

efficient use or lack of effective strategies is called the "strategy

deficiency hypothesis."”

Advance Organizers. Identifying variables that make teaching more

effective has long been a goal of educational research. However, present
methods used in teaching learning disabled students in the regular
classroom have not been effective compared to the normal achievement
gains of their peers. Based on the research on strategic deficiencies

of LD students in reading, it is clear that organization of input into
meaningful components is an important skill at the secondary level. The
task is to ident;fy methods that will assist the LD adclescent in regular
classroom learning tasks.

Mann (1970) stated that Qsing normal curriculum in training aca-
demic skills may be advantageous because it is relaevant to the learning
task. Torgesen and Goldman (1977) used a similar approach that incor-
porated the use of learning strategies in training. Torgesen and Goldman
found that reading disabled children could improve their reading per-
formance if environmental supports were provided in the use of appro-
priate reading strategies. Several environmental supports that have
been studied outside the context of the special education classroom have
included adjunct questioning, restructuring of semantic structures,
restructuring of organizational patterns (Gibson & Levin, 1975) as well
as coping skills such as outlining, summarizing, underlining (Alley &
Deshler, 1979). These methods have been proposed as aids in the organi-

zation of information for meaningful representation by the students.

15
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A major problem with many of the methods listed above, however, has
been the difficulty of secondary content teachers in liplementing them
in the classroom. Although many of these methods may be implemented
within a specialized remedial setting, very few classroom teachers are
able to restructure materials or insert questions in text, for example.
Similarly, coping skills demnd instruction in the specific skill to be
used in the task, and régular secondary content teachers not not have
sufficient time available to teach these in their classroom. However, a
very prumising approach that: (a) assists the student in the learning
task, (b) requires minimal teacher preparation, and (c) is easily incor-
porated into the secondary classroom is the advance organizer. The
advance organizer has been proposed by Ausubel (1963) as a means of
strengthening a student's cognitive structures. Ausubel described
cognitive structures as a person's knowledge of a particular subject
) matter at any given time and includes how well organized, clear, and
[_ stable it is. In an applied setting, an advance organizer has generally
taken the form of material that is presented "in advance of and at a
" higher level of generality, inclusiveness, and abstraction than the
learning task itself" (Ausubel & Robinson, 1969, p. 606). An example of
an advance organizer is provided below. This passage would be presented
to a student either verbally or in written form prior to the actual
reading assignment.

Accuituration takes place when the people of one cul ture
acquire the traits of another culture as a result of contact

over a long period of time. The British governed Kenya for

about 80 years. Ouring this period, the direction of cultural

change was largely one way (Clauson & Rice 1972).

716
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After the advance organizer is given, the passage is then read.
The passage would include information about the acculturation process
and the specific forms of acculturation. Ausubel has described the use
of advance organize-s as providing "intellectual scaffolding" for the
student to structure the information obtained form learnirg. He be-
lieved that before new information is presented, the stability and
clarity of a student's prior knowledge must be strengthened to help the
student acquire and retain new information. The hypothesis that advance
organizers can improve learning and retention is a part of assimilation
theory.

Assimilation theory suggests that "learning involves relating new
potentially meaningful material to an assimilative context of existing
knowledge" (Mayer, 1979a). Assimilation theory predicts that advance
organizers will contribute to learning by making available meaningful
context. [t is hypothesized that advance organizers will "activiate"
the LD adolescent in such a way that meaningful learning will occur.
Torgesen and Goldman (1977) and Haines and Torgesen (1979) have called
the learning disabled student an inactive or passive learner. They
contended that it is the task of educators to activate the LD student so
learning will occur. Dansereau (1978) suggested that focusing on im-
proving teaching without considering the way the learner must interact
with the teaching method may 1imit a learner's cognitive awareness.
Therefore, the advance organizer must be used to enlist the aid of the
student in the learning task. |

Advance Qrganizers in the Classroom

Advance organizers may be particularly beneficial to LD adolescents

because they are intended to make the student process information more

17
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efficiently, and can be used by secondary content teachers to independ-
ently promote student success. However, there are two significant

issues that must be addressed before advance organizers can be usaful

with LD adolescents. These issues include the ability and willingness of
content teachers to use advance organizers, and the ability of LD students
to detect advance organizers when they are used.

The implementation of special techniques or procedures in the
regular classroom through a systematic process that includes input fruau
both regular and special education teachers has been called cooperative
planning (Riegel, 1980). However, the success of cooperative planning
has been limited to the time, skills, and willingness of content teachers
to implement specific techniques and procedures i.e., reducing content
demands, using adapted texts, oral administration of tests. The advance
organizer sulves some of the problems cited by content teachers because

it dow:s not require a compromise either on the quantity or quality of

—

content, and requires little time to prepare and deliver. Therefore, the

implementation of advance organizers should be practical and cost effec-

| S

tive for use in the secondary setting.

The ability of LD students to detect those advance organizers used
by teachers is a prerequisite to any benefit a student may receive from
teacher use of advance organizers. Mayer (1979,a) stated that in order
for information to be meaningful it must be received by the learner. If
the student cannot identify cues such as advance organizers that will
help them learn, then the cues are inaffective. Therefore, to determine
whether advance organizers can be detected and used by the LD student is

imperative to their use.
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Research Questions

The purpose of this study was to determine whether advance organi-
zers would make LD adolescents more efficiently receive, select, and
process important versus unimportant information on selected academic

tasks. Answers to following questions were sought:

1. Do advance organizers affect the performance of LD adolescents
differently from the performance of normally-achieving (NA)
students on a nultiple=-choice test?

2. Does the use of advance organizers affect the performance of
LD and NA adolescents differently when compared to no advance
organizer use, as measured by a multiple-choice test?

3. Does the type of information learned due to the presence or
lack of the presence of the advance organizer differentially

affect the performance of LD and NA adolescents?

In addition to the three major questions investigated in tha primary
investigation, several preliminary questions were investigated in order
to more effectively complete the primary investigation. Specifically,

answers to the following questions were sought.

l. Which advance organizer components are most effective with LD
adolescents?

2. Can secondary content teachers be trained to use advance
organizers in their classrooms to assist LD adolescents?

3. Can LD adoiescents detect the use of advance organizers by

secondary content teachers?
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Definitions

Learning disabled. For the purposes of this study, the definition

used was the one adopted by the federal rules and regulations of Public
Law 94-142, the Education for A1l Handicapped Children Act (United
States Office of Education, August 23, 1977). The definition is as
follows:
"Specific learning disability" means a disorder in one or more
of the basic psychological processes involved in understanding
or in using language spoken or written, which may manifest
itself in an imperfect ability to listen, think, speak, read,
write, spell, or to do mathematical calculations. The term
includes such conditions as perceptual handicaps, brain injury,
minimal brain dysfunction, dyslexia, developmental aphasia.
The term does not include children who have learning problems
which are primarily the result of visual, hearing, or motor
handicaps, of mental retardation, of emotional disturbance, or

of environmental, cultural, or economic disadvantage.

Normal Achievers. The term normal achiever refers to those adoles-

cents used in this study who were achieving in the average or ab ve
average range on measures of classroom performance, intellectual ability,
and achievement. In addition, the term normal achiever excludes indivi-
duals who met any criteria for inclusion in a handicapped group, or had
ever received or been referred for services for the handicapped.

Secondary content curriculum approaches. This termm refers to

curriculum approaches for the learning disabled adolescent that emphasize

the acquisition of the normal secondary school curriculum as their
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primary goal. Tutoring a student in a subject area or providing optional
learning methods'(such as tape recording textbooks) are types of curriculum
approaches that can be classified under the general term of seconaary

content curriculum approaches.

Advance Organizers. The term advance organizers refers to a set of

behaviors that precede the learning act and generally incorporate one or
more of the following components: a) announcement of the benefits of

the advance organizer; b) knowledge of topics and/or subtopics; c)
knowledge of the physical requirements needed for the learner and/or
instructor to accomplish the task; d) knowledge of background information
related to new learning; e) knowledgé of concepts to be learned (specific
or general); f) examples or clarification of concefts to be learned; g)
knowledge of the organization or secuence in which new information will
be oresented; h) motivational information; new or relevant vocabuiary;
and j) knowledge of goals or outcomes that should result because of
learning.

Important Information. This term refers to those basic idea units

in a passage that are most related to the reader-identified theme.

Unimportant Information. This term refers to those basic idea

units in a passage that are least related to the reader-identified
theme.

Basic idea units. A basic idea unit is defined as parts of a

passage that contain an idea and represent a place where a reader might
logically pause in reading for meaning. Idea units are 10se intermediate
units usually set apart bv pauses. Johnson (1970) stated that "the

functions served by pausing might be to catch a breath, to give emphasis

to the story, or to enhance meaning", (p. 13).
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CHAPTER II
REVIEW OF THE LITERATURE

The purpose of this study was to determine whether advance organi-
zers would allow the learning disabled (LD) adolescent to more efficiently
select and process important versus unimportant information on selected
academic tasks. A narrative integrative review of the literature cover-
ing the following topics was conducted:

1. Learning Disabilities in Secondary .chools.

Learning Disabilities and Learning Strategies.

The Effectiveness of Advance Organizers.

&~ W™

Advance Organizer Definitions.

o
L]

Advance Organizers and Learning Disabilities.

‘6.  Measuring tne Effects of Advance Organizers.

7. Advance Organizers in the Regular Classroom.

This review of literature was nenerated through computer searches
of national computer data bases in education, special education, and
psycho.ogy, as well as through reviews of selected journals and books.

Learning Disabilities in Secondary Schools

The success of the LD student in the regular secondary classroom is
dependent on the effectiveness of the content teacher to plan appropriate
learning conditions. Facilitating conditions to assure LD students'
success in the content classroom are not always present. Moran (1980)
reported that secondary teachers lectured significantly more nften than
they invoived students in discussion through questioning; they presented
few organizing statements, including advance organizers, to help students
listen more efficiently; and they provided 1imited feedback and checks for
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understanding of directions. Moran also reported that the information
processing demands that they placed on students (measured in morphemes
per teacher uttasirance) exceeded levels for adults to process information
efficiently. Moran also found that content teachers misperceived their
actual teaching behaviors. These teaciers reported that they perceived
that "wh" questions were their most frequent teaching behavior. An
observation of their actual teaching behavior showed that commands,
opinions, and stated facts were the most frequent. Knowlton and Schlick
(in preparation) found that teachers expected LD adolescents to have:
(a) subject matter skills s;ch as reading and spelling; (b) general
study skills such as notetaking, combosition, and reference skills; (¢)
indc 'endent work habits such as locating the correct page, requesting
help; (d) responding appropriately to classroom work tasks; and (e) com-
munication skills such as speaking clearly and seeking 1nformation.

Link (1980) found that content teachers perceived that the five
most essential skills for academic success in the secondary school
included: a) following oral and written directions, b) recalling infor-
mation for tests, c) turning in assignments on time, d) locating answers
to questions, and e) locating information in a textbook. However, these
same students received very iittle direct instruction in the essential
skills (Keimig, 1980).

The najority of adolescents placed in LD programs have basic skill
deficits, as well as deficits in study skills (Carison & Alley, 1981;
Deshler, Warner, Schumaker, Alley, in press; Norman and Sigmond, 1980).
However, often after years of remediation in basic skills, the basic
skills achievement of LD adolescents appears to level off by the time

the student reaches tenth grade (Warner, Alley, Schumaker, Deshler,
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Clark, 1980). Many LD adolescents appear to plateau at about a fifth
grade achievement level in the areas of reading and w-itten language,
and at about sixth grade level in mathematics. These effects appear to
r be consistent for most LD adolescents despite continued remedial efforts
in the secondary school. In addition, Carlson and Alley (1980) found

that LD adolescents tended to score significantly lower on tests of

notetaking, monitoring of written work, scanning a textbook, test taking,
and listening comprehension. These findings indicate that the demands

of secondary school classrooms combined with the learning difficulties

- .

of LD adolescents will result in failure if external supports are not

provided to the student to meet secondary school setting demands.

——

Learning Disabjlities and Learning Strategies

Research in the field of learning disabilities has demonstrated
that learning disabled individuals are less efficient learners and are
de#e]opmenta]]y delayed in learning. (Hall, 1980; Loper, 1980; Reid,
Knight-Arest, & Hresko, 1980; Wong, 1979). The use of increasingly
sophisticated strategies as facilitators of information processing has
generally been accepted as a developmental phenomenon (Chi, 1976; Flavell,
1970). Numerous researchers have asserted that LD students fail to uss
these information processing strategies (Brown & Campione, 1980; Flavell,
1970; Keeney, Cannizzel, & Flavell, 1967; Spring & Capps, 1974; Tarver,
Hallahan, Kauffman, & Ball, 1976; Torgeson & Goldman, 1977; Wright &
Vlietstra, 1975).

The failure to use strategies, therefore, will impact dramatically
on the ways that an LD student learns, and the types of information ac-
quired. Skills directly affected by efficient use of strategies include

reading and listening. LD adolescents must interact with textual and
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oral information on a daily basis in the secondary classroom. However,
a series of prerequisite conditions must be 1g££gguced before the adoles-
cent can take advantage 3f the information to be learned. These condi-
tions comprise the information that must be processed correctly, and on
which decisions are made. This is the application of the learner's
strategy. Such conditions in preparing to read textual information
include: (a) recognition of prior knowledge, (b) anticipation of forth-
coming knowledge, (c) knowledge of the purpose of the activity, (d)
awareness of relationship to larger contexts, and (e) self-awareness of
abilities to complete the task (Ausupe1, 1963; McKnight, Schick & Cleaver,
1975). The student must quickly attend to each of these prerequisites
before, during, and after the listening or reading task.

The ability of the LD adolescent to learn from listening and reading
and to retain that information is of primary importance in the success
of the LD student in the secomdary setting. Lindsey and Kerlin (1979),
in a review of literature related to secondary learning disabilities,
suggested that disorders in reading may be thc most notable academic
deficiency in LD adolescents. Smiley, Drew, Worthen, Campione, & Brown
(1977) found that students who were poor readers were also poor listeners.
They conciuded that either the processes necessary for reading and
listening are highly related, or that a general processing deficit
exists possibly delaying the development of strategic thinking. Yet,
the mainstreamed LD adolescent is expected to be relatively independent
in accumplishing these tasks. However, regardless of the amount of
assistance received through special education services, only a small
portion of programming can be provided through direct instruction to
increase the ability of a student to deal with secondary content infor-

mation (Alley & Deshler, 1979).
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Cognitive based instruction in listening and reading has focused
primarily on assisting the LD student to more efficiently select and
organize information. Most studies in this area have been limited to
elementary age children. This requires researchers interested in the LD
adolescent to rely on inference and an intuitive appeal that the secondary
LD student's learning can be explained in a sim{ilar fashion. However,
the information available on elementary age LD students provides helpful
information for pursuing this approach with secondary age LD students.

Katsonis and Patterson (1980) found that LD children demonstrated
deficits in their ability to monitor their own comprehension in reading
tasks. Torgesen, Murphy and Ivey (1979) demonstrated that LD children
failed to employ efficient information organizational strategies. This
study replicated an earlier study (Torgesen, 1977) based on a sample
from a different geographical and cultural region. In an earljer study,
DeHirsch, Jansky, and Langford  (1966) found that reading success at the
end of second grade correlated with the ability to organize a story.
Gibson and Levin (1975) suggested that a child's awareness of the way
he/she efficiently and strategically organizes a task may be important
in developing general reading skills.

Substantial gains in comprehension have been reported using methods
that have required LD adolescents to attend to information focusing
highlights of textbooks (e.g., table of contents, chapter headings,
section headings, summaries) (Schumaker, Deshler, Denton, Alley, Clark &
Warner, 1981). Additional studies on listening have indicated that
listening skills car also be increased by teaching students to listen
for cues and taking notes (Deshler, Schumaker, Alley & Warner, in pre-

paration). Although this approach appears promising, the majority of
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information presented in secondary schools often depends on more- rigorous
analyses and integration of textual content and oral presentation.

Direcf instruction in learning strategies assumes that LD adoles-
cents will use these skills in secondary school settings. Schmidt,
Deshler, Alley, & Schumakei: (in preparation) found that learning strate-
gies taught in the LD program do not automatically generalize to secondary
content classes. This finding suggests that, in addition to instruction
in learning strategies, secondary content teachers must facilitate the
learning of the LD adolescent by assisting in the activation process of
the learner.

The Effectiveness of Advance Organizers

The concept of advance organizers was first introduced by Ausubel
in 1960 in a study of 120 college students. Since that time hundreds of
studies have investigated the concept of advance organizers. However,
most reviews of studies involwing advance organizers argue that research
on advance organizers has been fraught with problems in methodology that
confuses the interpretation of the effects of advance organizers (Barnes
& Clawson, 1975; Lawton & Wanska, 1977; Mayer, 1979%a; Mayer 1979b;
Tierney & Cunningham, 1980). For example, Barnes and Clawson (1975)
provided one of the most damaging reviews of advance organizers. They
analyzed the results of 32 studies. Their finding was that the efficacy
of advance organizers had not been established. They reported that only
12 of the 32 studies reviewed demonstrated that advance organizers
facilitated learning. In addition, they found no clear patterns in the

studies that indicated why advance organizers did or did not work.

Lawton anc¢ Wanska (1977) in a reply to Barnes and Clawson seriously

questioned the procedures used in arriving at their findings. Lawton
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and Wanska argued that: a) Barnes and Clawson had been selective in
their choice of studies to review and gave no rationale for selecting
those 32 studies out of the hundreds conducted; b) only nine of the
studies reviewed had been published; c) the studies were not reviewed
for inconsistencies in methodology; d) data represented in the tables
were represented inaccurately; e) the studies were not independent
(i.e., the results, of one research project having three parts could
appear three times); and f) some data pointing to the positive effects
of advance organizers were ignored, while the negative effects were
reported. Mayer (1979a, 1979b) also attacked the Barnes and Clawson
review, but on more conceptual grounds. Mayer argued that Barnes and
Clawson were not sensitive to whether or not the studies they reviewed
used advance organizers under conditions where assimilation theory
predicted that advance organizers would facilitate learning, nor did
they examine whether the studies actually measured the specific elements
of learning that assimilation theory predicted would be affected by
advance organizers.

Mayer (1979a) countered Barnes and Clawson's review with a review
of his own. Mayer reviewed 44 published research studies that included
(minimally) a control group. Mayer's findings refuted the Barnes and
Clawson review. Mayer concluded from hié review that advance organizers
can positively affect learning, and the conditions-under which advance
organizers can be predicted to be beneficial can be specified. Luiten,
Ames, & Ackerson (1979) also addressed the Barnes and Cla.son review.
Luiten and his collegues ucing meta analysis examined trends in the
effects of advance organizers across 135 advance organizer studies.
They concluded from their findings that advance organizers tended to

increase learning over control groups.
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In one of the most recent reviews of the literature on advance
organizers, Mayer (1979a, 1979b) addressed many criticisms expressed by
previous researchers on the effectiveness of advance organizers (e.g.,
Barnes & Clawson, 1975). Mayer, in a review of advance organizer studies
since 1960, identified forty-four published studies that met minimal
experimentdl conditions (contained a control group and had been published
in a book or journal). He concluded, from the combined results of the
studies on advance organizers, that the research tended to support these
conclusions:

l. There was a consistent advantage for the advance organizer groups
over the control group. The aanntage was diminished when the
materials were familiar, when learners had a richer background of
knowledge, when learners had higher IQs, and when tests failed to
measure breadth of transfer ability.

2. When the advance organizer treatment was compared to a treatment
where an organizer was presented after the learning experience,
the advance organizer group out performed the other treatment
group.

3. Advance organizers were more effective when the material was
poorly organized than when it was well organized (e.g.,
spiral format).

4. Advance organizers improved the performance of learners with
less background knowledga more than learners who had more
extensive background knowledge.

5. Advance organizers ajded lower ability students more than
higher ability students.

6. Advance organizers improved far transfer of learning more than

specific retention of details.
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The general purpose of Mayer's review was to investigate advance
organizers as an application of assimilation theory. Assimilation
theory has iunu ween taken for granted as & pillar of modern cognitive
psychology. Essentially the concept is one of connecting new ideas with
old knowledge (Mayer, 1979a). However, the effectiveness of advance
organizers is based on the potentiality of meaningfulness. Learning
will only be facilitated when the learner possesses a cognitive struc-
ture to which substantive aspects of information can be related (Lawton
& Wanska, 1977). As a result, information can only be considered poten-
tially meaningful. Mayer adopted Ausubel and Robinson's (1969) definition
of meaningful Tearning by 1dent1fy1n§ the following three conditions for
"meaningfu’":

1. Reception: the new material must be received by the learner

2. Availability: the learner must possess, prior to learning, a

meaningful assimilative context for integrating the new

materials

3. Activation: the learner must actively use this context

during learning to integrate the new and old information

Advance organizers are concerned with meeting the conditions of
availability and activation. Specifically, advance organizers give the
learner a context in which to integrate new material and «id the student
in identifying and relating this information to old and new informaton.
Ausubel pointed out that the meaningfulness of material depends on the
learner and the material, not on the method of present&tion.

The advance organizer reviews also addressed the methodological
problems in advance organizer research. Mayer (1979a) suggested that
studies should examine the effects of organizers under conditions where

background knowledge or prior knowledge could be ascertained. Studies
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should also investigate the effects of advance organizers cn subjects
with varying abilities. In addition, he suggested that tests measuring
advance organizers should be sensitive to the structural differences in
what is learned. Lawton and Wanska (1977) recommended that the construc-
tion of the advance organizer treatment be carefully defined dccording

to what is predicted by assimilation theory. Mayer (1979a, 1979b),
Lawton and Wanska (1977) and Barnes and Clawson (1975) were all in
agreement that the major difficulty with advance organizer studies was
the inconsistencies in defining advance organizers in various studies,
and the lack of an operational definition that could be used across
studies. Kozlow and White (1979), in another selected review of research
on advance organizers from 1960 to 1977, recommended that future research
studies specify a basic definition of the advance organizer.

Advance Organizer Definitions. Almost all researchers who have

studied the advance organizer concept agree that the advance organizer

is something that occurs before a learning ‘experience. Beyond this
point there is wide disagreement. Advocates of the advance organizer
concept would add that the organizer is designed to enhance learning
(Mayer, 1979a). Opponents have argued that the advance organizer may
do nothing for the learner, (Petersen, Glover, & Ronning, 1980) and may
even inhibit learning (e.g., Christie & Schumacher, 1976; Schumacher,
Liebert & Fass, 1975)

Most organizers in advance organizer research are variations on the
two basic types of organizers that Ausubel (1963) identified: the exposi-
tory and comparative organizers. The expository organizer provides new
or unfamiliar background information to the learner as an anchor in
preparation for a new or unfamiliar learning experience. This type of

organizer might be presented prior to the introduction of a completely
LS
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new concept or topic. The comparative organizer identifies relation-
ships that exist between what the learner may already know or be
familiar with to what will be learned. This type of organizer might be
presented to bridge yesterday's lesson, or an earlier lesson, to the
present learning task. According to Ausubel, these organizers should:
(a) point out similarities and differences between what has been learned
and what is to be leaned, and (b) increase the student's ability to
discriminate between a variety of ideas or concepts that the student
might possess, but are not consistent with the present information to be
mastered.

Researchers have implemented Auﬁube]'s advance organizer in a
variety of ways. Lawton (1977) introduced higher-order concepts and
rules in order to accelerate the acquisition of concrete operations, as
described by Inhelder and Piaget (1964). He found that he could facili-
tate the learning of social studies subject-matter concepts and logical
operations oF six year old children by presenting higher-order concepts
and rules. Additionally, he found that the students transferred what
they had learned to dissimilar test materials in the area of social
studies. Thompson (1%,7) obtained positive results using an expository
advance organizer that progressed from a detailed concept to a more
general and abstract concept. Roper (1980) was successful in facilita-
ting learning of science material by first presenting new concepts,
pointing out confusing aspects of the new concepts, and illustrating
similarities and differences between old and to-be-learned concepts.
Roper argued that an analogy might be used to demonstrate to the learner
how the to-be-learned concept related to prior knowledge.

Advance organizers have also been defined in more concrete terms.

Peterson, Glover, & Ronning (1980) found that behavioral objectives
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facilitated the learning of specific important information. Schallert
(15/5) found that titles that provided a context for ambiguous materials
positively influenced reading comprehension of memory. Kneen (1979)
compared guide material to a structured overview using seventh grade
students. She found that the structured overview was superior. Bluestone
and Kerst (1980) used a preview of the structure of a passage as an
advance organizer. They found that explicit identification of a well
organized text aided learning. Hall (1977) found that graphic organizers
(diagrams) of main ideas significantly improved the performance of ninth
graders on a multiple-choice comprehgnsion test.

Fleming and Levie (1978) stated that an advance organizer may be
achieved through the use of a topic sentence, directions on how to
perform a task, presentation of cues to listen for as learning progresses,
and through motivational statements. They also suggested that advance
organizers are similar to establishing "set". Fleming and Levie defined
set from a perceptual approac® as a method of influencing how an indiv-:
idual perceives, categorizes, organizes and interprets the environment.
[f set can be controlled, what is learned can be controlled.

The type of advance organizer may also have a negative effect on
learning. Schumacher, Leibert and Fass (1975) found that when the
experimenter provided organization or structure for a learning task to
college students, Students performed more poorly than a group who had n»
organizational aids. They hypothesized that providing 4 structure to a
task changes the type of activity that the learner engages in, a
effects recall., Christie and Schumacher (1976) found that advanm
organizers did not increase the total amount recalled, but increasei the
amount of irrelevant information recalled. Peterson, Glover, and Ron-

ning (1980) used- objectives as advance organizers and found that they
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improved intentional learning, but at the expense of incidental learning.
In addition to the specific research on advance organizers, there
have been many additional studies that have provided indirect information
relevant to the advance organizer concept. Dee-Lucas and DiVesta (1980)
found that a variety of organizational contexts and orienting tasks
resulted in increased learning of focused material, but a trade off was
encountered because incidental learning decreased. Rothkopf and Billing-
ton (1975) found that as the number of directed reading objectives or
goals presented in advance of a lesson increased, the amount of learned
per goal decreased. Frase and Kreitzberg (1975) concluded that providing
learning goals may provide information about how to process the goal-
relevant material. In additipn, they found that more control ovef
learning processes could be gained if the directions referred specifi-
cally to words used in the text. Arkes, Schumacher, and Gardner (1976)
and Geise]man'(1977) concluded-"that successful retention of prose material
was based on the quality of the interaction with the material and the
duration of contact. In addition, the more specific the directions are
about what to learn, the higher the recall (Rothkopf & Kaplan, 1972).
Studies by Balser (1972) and Frase (1969) indicated that the organizati.n
of an initial passage that provided advance information about subsequent
passages aided memory. Finally, a study by Nugent, Tipton and Bruoks
(1980) found that advance organizers used prior to television instruction
significantly increased comprehension and facilitated discussion.
However, they found the organizers limited the personal value that
students attached to the instruction. The investigators hypothesized

that the advance organizer set up boundaries which inhibited individual=

istic thought.

o 3 4
ERIC | 25

Full Tt Provided by ERIC.



In general, the term advance organizers has different meanings for
different researchers. No single definition has emerged that embodies
the wide variety of interpretations of the advance organizer concept.
Ten major themes emerge across the advance organizer studies. Advance
organizers appear to refer to a set of behaviors that precede the learn-
ing act and generally incorporate one or more of the following compo-
nents: a) announcement of the benefits of the advance organizer; b)
knowledge of topics and/or subtopics; ¢) knowledge of the physical
requirements needed for the learner and/or instructor to accomplish the
task; d) knowledge of background information related to new learning; e)
knowledge of concepts to be learned (specific or general); f) examples
or clarification of concepts to he learned; g) knowledge of the organi-
zation or sequence in which the new information will be presented; h)
motivational information; i) new or relevant vocabulary; and j) know-
ledge of goals or outcomes that should result because of learning.

Advance Organizers and Learning Disabilities. A major limitation

of the advance organizer studies have been that only a few have been
conducted outside of a university context. Studies comprises of high
school students have not generally included or have not reported LD
students in their sample. However, there are indications that advance
organizers should be beneficial to LD adolescents.

Mayer (1979a) found after reviewing advance organizer research that
advance organizers should have the most facilitating effects with stu-
dents with limited background knowledge or ability. While most LD stu-
dents identified for special education services are served on the basis

of average ability, Warnmer, Alley, Schumaker, Deshler, and Clark (1980)
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found that the average ability level of LD adolescents was closer to a
mean IQ of 90 on an individually administered IQ test, than to the
general population mean of 100. In addition, LD adolescents who are
poor readers, may also be poor listeners (Smiley, Drew, Worthen, Campione,
& Brown, 1977). Poor reading and listening skills in content classes
1imit the amount and type of information that the LD adolescent can
effectively store and use as a knowledge base. As a result, prior
knowledge or background information may be limited across content areas.
This condition meets one of the criteria for the predictability of
usefulness for advance organizers.

Some research in the area of 1e$rning disabilities has indicated
that LD students may be characterized by field dependence (e.g., Keogh &
Donlon, 1972; Tarver & Maggiore, 1979). That is, that they are unable
to ignore intrusive information and have difficulty focusing on a central
task (Ausburn & Ausburn, 1978). Satterly and Tefler (1979) found in a
study of normal adolescents that field dependent subjects were signifi-
cantly aided by advance organizers. However, they also reported that
subjects had to be made aware of the advance organizer and its facilita-
ting properties in order to perform better on the ouccome measures.

. Satterly and Tefler stated that the use of advance organizers with
.adolescents should be accompanied by instruction in a strategy that
assisted the student in using the organizer.

Several studies with LD students have direct implications for the
use of advance organizers, although no studies were found where the
advance organizer construct was specifically applied. Cartelli (1978)
found that preorganized material aided recall in LD students. He con-

cluded that the ability to organize information differentiated LD students
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from normal learners. In another study, Wong (1979) used advance ques-
tions as preorganizers to passages to be read. The advance questioning
nearly doubled the number of main ideas produced by the LD students, but
produced no improved performance for the normal achievers. Maria &
MacGinitie (i980) identified a subgroup of LD children that could not
process irformatian in a story that they had read because of the in-
ability to relate their prior knowledge to new information. Their prior
knowledge actually handicapped them as they read. For these learners,
the advance organizer concept may be particularly helpful.

Mayer (1980) used advance organizers as a direct test of the learn-
ing strategies hypothesis. The hypothesis tested was that "activities
aimed at making the learner actively integrate new information with
existing knowledge will affect the encoding, storage, and eventual use
of new material on performance tests (p. 770)." Mayer's results supported
this hypothesis. Therefore, if a "strategy deficiency hypothesis" is
accepted for LD adolescents, advance organizers should have positive

effects on learning.

Measuring the Effects of Advance Organizers. The effects of advance

organizers can be measured in terms of the quantity of information
learned or in the type of information learned. These distinctions are
important because the quantity of information learned is not necessarily
tied to the quality of information learned. For example, Christie and
Schumaker (1975) found that their advance organizers diminished the
ability of students to discern relevant from irrelevant information.
Peterson, Glover, and Ronning (1980) found that objectives improved
intentional learning, but reduced incidental learning. These studies
suggested that advance organizers restricted the type of learning that
occurred. 37
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One problem with using measures that are based on variables such as
relevant/irrelevant and intentional/unintentional is that they do not
always correspond to typical reading tasks. For example, Brown and
Smiley (1977) pointed out that the units that made up the relevant/
irrelevant scale used by Christie & Schumacher (1975) resulted in an
unnatural reading flow. The stury became more difficult to read and to
understand. The measure of intentional/unintentional learning used by
Peterson, Glover and Ronning also has limitations for use with LD stu-
dents. Their measure was based on teacher judgement of learning. They
ignored the possibility that learners act on information in different
ways, and that learner judgment of the importance of the information to
the task at hand may include both components of intentional and incidental
learning.

Another approach to examining the type of information learned is by
structural importance. This method for objectively rating the importance
of structural units of prose passages was developed by Johnson (1970).
The structural importance of a passage is determined by dividing verbal
materials into subunits possessing psychological significance. Johnson
accomplished this by having 23 judges (college students) segment idea
units resulting from pausal judgments. Judges were told to put a slash
after any word in the passace where they might pause. The judges were
told that "the functions served by pausing might be to catch a breath,
to give emphasis to the story, or to enhance meaning" (Johnson, 1970 p.
13). A second group of judges we:re asked to rate the importance of each
pausal unit in relation to the whole story. The judges rated the units
into four groups of importance (high to low). Johnson was able to
demonstrate a consistent relationship between structural importance and

recall.

ERIC 29
R



Brown and Smiley (1977) used the technique developed by Johnseon to
examine the metacognitive development of children. Using this system,
Brown and Smiley found a strong developmental trend. The ability of
students to judge and rate the importance of the pausal or idea units
was found to be a late-developing skill. Skill at determining and re-
membering the most important units increased with age. Brown and Smiley
(1978), in a related study, validated their original findings, and
concluded that the ability of a student to identify the importance of
idea units was closely related to effective strategy use. Brown and
Smiley suggested that if the student is "to be an advanced organizer the
child must have some knowledge concekning the importance of sections of
the text he is required to study," (Brown and Smiley, 1977 p. 2)

The use of a measurement system based on structural importance to
measure the effects of advance organizers with LD adolescents includes
three mjor advantages. First, if the structural importance of 1&ea
units is used as the basis for constructing test items, the integrity
and reading flow of the original reading passage would not be threatened.
Second, because ratings are based on judgments of mature readers as to
unit importance, experimental bias is avoided. And. third, since the
ability to rate unit importance is developmentally based, and is closely
tied to the use of effective strategies, the advance organizer should
counter the effects of poor strategy use. A measurement system based on
idea units should indicate whether the use of advance organizers can
counter the effects of a strategy deficit.

Advance Organizers in the Reqular Classroom

The effects of advance organizers can be measured from two per-

spectives. One perspective is that the effects of advance organjzers can
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be examined through the rigors of a controlled scientific expzriment.
This apprnach can be used to determine whether the advance crganizer can
affect learning in the absence of other factors. The impact of the
classroom environment is not considered.
The other perspective is that the effects of the advance organizer
can be examined in the natural setting. This approach can provide
evidence as to whether advance organizers can be implemented in the
content classroom. It can alsoc be used to determine whether student
r learning can be affected in the natural setting. The external validity
of an experimental treatment is whether effects can be replicated in
another natural setting. The implementation of advance organizers to
improve the pertormance of LD adolescents is contingent upon the ability
of teachers to promote learning in a setting other than the special

¢ education classroom.

Focusinghintervention efforts solely on the learning difficulties
of the LD adolescent without considering the effects that environmental
factors have on that learning does not facilitate optimal learning.
Schumaker, Warner, Deshler, and Alley (1980) reported that such attempts
have resulted in only limited progress. Lewin (1935) explained the
relationship that environment has to an individual, and to the indivi-
dual's behavior, in his formulation, B = f(PXE), where.B = behavior, P =
- person, E = environment, and f = frequency. This formula has important
. implications for conceptualizing and providing sound intervention strat-

egies for LD adolescents. Using Lewin's approach, Schumaker, et al.,
(1980) conceptualized learning disabilities as a condition that occurs
as the result of a complex interaction between the learner and the
enviromnment. In the case of the learning disabled adolescent, the most

predominant educational environment 15435e regular classroom,
Q
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An assumption of most special education programs is that learning
will transfer across settings. However, communication between the
special education program teacher and the regular classroom teacher 1is
needed to determine whether the student generalizes what he or she has
learned. The problem is to operationalize che ccncept of mainstreaming.
A number of authors have attempted to operationalize this concept by
focusing on the training of LD teachers as consultants to regular teachers
so that instructional considerations can be made (e.g., Christie, McKenzie,
& Burdett, 1972; Laurie, Buchwach, Silverman, & Zigmond, 1978; Prouty &
McGarry, 1973; Zigmond, 1978). Laurie et al. identified three prere-
quisites for establishing such an arfangement between the resource
teacher and the regular teacher. These prerequisites are: (a) admini=-
strative support of cooperative planning, (b) available time, and (c) a
commitment by special educators and regular classroom teachers to work
together. If these prerequisites can be met, the task becomes one of
creating changes in the regular classroom.

In addition, Laurie et al. (1978) identified eignt steps to create
such changes. These steps included:

1. Determine the requirements for "making it" in the particular

mainstream class

2. Specify which of these course requirements the LD student

is not meeting

3. Hypothesize the causes of failure

4. Brainstorm possible classroom modifications

5. Overcome the regular teacher's resistance to change

&. Select an action plan

7. Implement the plan

8. Evaluate the changes 41
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Deshler, Schumaker, Warner, and Alley (1980) contended that this
model of cooperative planning relied on intervention within the LD
classroom for one or two hours a day, in addition to planning with
regular teachers to change the demands or approach to a content area.
Deshler, et al., (1980) argued that this approach had not proven suc=
cessful at the secondary school level. They stated that a LD program
based on assisting the adolescent to develdp strategies for organizing,
selecting, and using information would take another approach. They
cuntended that a strategy development program would focus on assisting
the adolescent to meet the demands of the secondary classroom. Deshler
et al., (1980) stated that the following steps may be identified in
comparison to those of Laurie et al.:

1. Determine the requirements for "making it" in the particular

mainstream class

2. Specify which of these course requirements the LD student

is not meeting

3. Hypothesize the causes of failure

4. Teach the students the appropriate strategies

5. Inform the regular teacher of skill'acquisition

6. Cooperatively plan to promote student's generalization of

the new skill

7. Evaluate generalization

8. Maintenance and follow up

By following these steps the LD teacher initiates changes in the LD
student rather than in the regular teacher. The regular teacher's
responsibility rests in Step 6. Deshler et al. (1980) stated that in

this phase the regular teacher may need to facilitate the LD student's
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use of a strategy. This is particularly important since the LD student
has been described as a passive or inactive learner (e.g., Haines &
Torgesen, 1979; Torgesen & Goldman, 1977).

This approach has visible advantages over attempting to dramatically
change the student's learning enviionment, especially for regular class-
room teachers who may be reluctant to make substantial changes in class-
room procedures. [n addition, this approach protects the integrity of
the con.ent of the regular classroom by not asking for possible sacrifices
to general instructional objectives. In contrast, however, a cooperative
planning model in which the regular classroom teacher merely reports on
the progress of a student may have limited impact on student learning.
The environment of the regular classroom must actively support the
learning of efficient strategies through prompts, checks, cues, and
modeling of appropriate strategies. As a result, the implementation of
Step 6 in the learning strategies cooperative planning model should be
centered on helping regular classroom teachers develop effective teaching
skills that will promote the acquisition and generalization of stra-
tegies once the strategies have been taught to the student.

Brandis and Halliwell (1980) reported that a major contributor to
the regular classroom teachers' inability to assist in the mainstreaming
process was their lack of information and training, which in turn gen-
erated suspicion and apprehension. In addition, as Deshler, Schumaker,
Warner, and Alley (1980) pointed out, the inability to appropriately
change the learning environment to accommodate the range of abi]ities in
a secondary classroom makes the mainstreaming task appear formidable.

If the ability and willingness of a teacher to implement a program for
an LD student were measured against this criteria, the prerequisites to
ERIC w
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cooperative planning, cited earlier, would never be met. However, the
cooperative planning model for the learning strategies approach proposed
by Deshler et al. (1980) combined with a training program to opera-
tionalize the teacher's role in this process provides a promising alter-
native.

Specifically, this type of cooperative planning model would not
require changes in the content of the course, nor major environmental
alterations. The role of the teacher would not be remedial, nor merely
evaluative. Specific responsibilities would be known, and information
would be available for the regular classroom teachers througn the LD
teacher in order to promote understahd1ng and knowledge of methods that
facilitate appropriate strategy use. In this manner, the ability to
implement a cooperatiée planning model would be available, and the
willingness of the teacher would be acquired by focusing attention on
the minimal amount of teacher time and work required.

By adopting the steps identified by Laurie, Buchwach, Silverman, &

——

Zigmond (1978), and Deshler, Schumaker, Warner, and Alley (1980), the
steps of the cooperative classes process needed to implement advance
organizers in the secondary content classroom might look something 1ike
this:

1. Determine the requirements for "making it" in the classroom

2. Specify which of these course requirements the LD adoledcent

- is not meeting
3. Determine the causes of failure (e.g., students ability to
organize information)
4. Target specific strategies with teacher and student (e.g.,

reading and listening skills)
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5. Begin strategy interventions
a) Teach teacher to cue students (advance organizers)
b) Teach students listening and reading strategies
6. Inform the regular content teachers of skill acquisition
7. Cooperatively plan to promote students' generalization of the
new skill
a) Increase use of advance organizers by content teachers
b) Student should be taught/prompted to begin developing
his/her own advance organizers (adapting the strategy
to meet individual needs)
8. Evaluate generalization
9. Maintenance and follow up
The advance organizer concept could easily be incorporated into the
cooperative planning model, and has several advantages. First, the
advance organizer is content based, and as such, is dynamic because of
its flexibility and relevance to the classroom. And second, it can be
prepared in advance of the class in a variety of ways and can be reused
in subsequent classes. One possibility for the use of the advance
organizer is through an oral presentation prior to a reading assignment
or lecture. Schallert and Kleiman (1979) found that teachers who verbally
presented information had four Qenera] advantagés over written material.

The teacher could: (a) tailor the message to fit their class, (b)

activate prior knowledge by reminding students of old information relevant

to new information, (c) focus attention and increase interest and moti-

vation, and (d) monitor comprehension to check understanding of task or

information. Luiten, Ames, and Ackerson (1979) found that the most

effective use of advance organizers was through oral presentation. This
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approach would be highly conducive to the secondary classroom. A few
remarks prior to a reading task or lecture could easily be implemented.
Finally, it is important to note that LD adolescents comprise the
largest number of handicapped students in the secondary school. Brandis
and Halliwell (1980) have reported that 45% of the handicapped students
in their study of mainstreaming were learning disabled, 40% educable
mentally retarded, and 6% emotionally disturbed. In addition, they
reported that LD students comprised the largest group of handicapped
Students mainstreamed into the regular curriculum. These figures indi-
cate that an emphasis on assisting the LD adolescent succeed in the
regular classroom is justified. Howéver. the success of the LD adoles~
cent in the regular classroom is contingent on their ability to meet the
demands of that setting. By initiating cooperative planning through
sound educational approaches that assist the LD student in meeting these
deﬁands, progress is made toward addressing the complex array of vari-
ables that interact between the student and the environment and, ulti-

mately, result in learning.
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CHAPTER III
METHONS AND PROCEDURES
Purpose
The purpose of this study was to determine the effects of advance
organizers on learning disabled adolescents under both controlled and
natural conditions. First, a test was developed and validated to mea-
sure the quantity and quality of learning that might be affected by
advance organizers. Second, a preliminary investigation was conducted
in order to develop and validate criteria for constructing effective
advance organizers. This pilot study investigated the procedures neces-
sary for training teachers to use advance organizers, the types of
advance organizers most readily adapted to the regular classroom, and
the effects of advance 6rganizers on students in secondary school set-
tings. Third, a control group study was conduzted using the validated
test instrument. This investigation examined the experimental effects
of advance organizers as a cognitive mediator with LD adolescents as

compared to normally-achieving adolescents.

Subjects

All student subjects for this study were selected from a target
population of students enroiled in grades ten, eleven, and twelve,
across three school districts in eastern Kansas, and one school district
in westarn Missouri. The three school districts in eastern Kansas were:
Unified School District 497, Lawrence; Unified School District 501,
Topeka; and Unified School District 233, Oiathe. The school district in
western Missouri was the School District of St. Joseph, St. Joseph. The
teacher subjects for this study were all selected from Olathe North High

School and Olathe South High School in Olathe Kansas.
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A total of 227 high school students and 10 teachers participated
across all components of this study. There were 105 LD students and 115
normally-achijeving students. Criteria and valiuation criteria for
- selecting subjects used by the University of Kansas Institute for Research
in Learning Disabilities were adopted for this study.

The criteria used for identifying LD subjects were ones of exclu-

sion. A student who demonstrated one or more of the following condi-
tions was excluded from the sample:

( 1. Demonstrated reading ability above the 7th grade reading level

rar—

or a discrepancy between grade placement and reading achievement
of more than four years as measured on the most recently
administered individual achievement test.

( 2. Students whose verbal and full scale intelligence scores were

( | one and a half standard deviations below the mean.

3. Students who fit the  definition o% "children with personal and

{ social adjustment problems" which were manifested before the
student evidenced learning problems. Personal and social
adjustment problems typically manifest themselves as marked

behavior excesses and deficits which persist over a period

of time. Behavior excesses and deficits include the fol=-
lowing: |

’ a. Agressive and/or anti-social actions intended to agitate
‘ and anger others or to incur punishment

b. Inappropriate and/or uncontrolled emotional responses

c. Persistent moods of depression and unhappiness

d. Withdrawal from interpersonal contacts

48
39




e. Behaviors centrally oriented to personal pleasure-seeking

with 1ittle or no regard to the consequences of any acts
Singly or in combination, behavior excesses and deficits may
be indicative of emotional disturbance, mental iliness, or
social maladjustment if they are manifested over an extended
period of time in various environments, and may interfere with
social interactions and learning.

4. Students who were economically disadvantaged. To be included
in this category, a student's family must have had financial
difficulties so severe that they required substantial assis-
tance from a government soéial service agency. Examples of
youths in this category were youths whose parents were on
wel fare, or youths whose parent received ADC payments.

5. Students who were envirommentally disadvantaged. To be included
in this category, a student's home environment must have been
substantially different from the family environment of most
children and must have represented a severe level of depriva-
tion or neglect before learning problems surfaced. Examples
of youths who in this category were youths who had been formally
placed outside the natural home, youths who were abused or
neglected to the extent that formal inquiry was made, youths
who were isolated from any life outside the home, or youths
whose parents were killed and who had lived in several homes
since the death of their parents.

6. Students who were culturally disadvantaged. To be included in
this category, a youth must have been raised in a culture

aither within or outside the United States which was substan-
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tially different from traditional American public/private
school education. Examples of youths in this category were
youths raised within a "cult" or religious sect with schooling
which did not approximate public school edusation today, or
youths raised in another country with 1ittle or no training in
reading, speaking, or writing English.

7. Students who were sensorially handicapped. Hearing Impaired

The definition for a primary disability in hearing was the
p loss of 26 or more decibels in one ear or both ears. This
indicated that a youth needed help from a professional and was
considered a primary impaifment by audiologists. Visually
Impaired The definition of a visual impairment which may
necessitate special programming was visual acuity less than
( | 20/70 in the better eye with correction, or evidence of chronic
narrow field of vision or any other chronic visual problems
i other than those that had been corrected with glasses or
contact leéns.

d. Students who were physically handicapped. This category
included any student with a physical impairment (e.g., heart
ailment, orthopedic handicap) that had resulted in the student
not being able to participate in regular school programming
and activities.

In summary, students with no severe deficits and students whose deficits
might have been linked to some other disability or disadvantage were not
to be considered as members of the LD population.

The criteria used for selecting normal achievers were any student

who had never received or had been referred for special education ser-

Eﬁﬁ&;‘ 4P ()



vices, did not meet any criteria listed for thz learning disabled, and
did not meet the criteria listed below:
1. Had received an F in the most recent grading period in an
academic subject other than math (e.g., social studies, science,
English).
2. Scored below the 33rd percentile on the mos. recently adminis-
tered group achievement test.
3. Could be classified as having average IQ by either a group or
individual measure.

Learning Disabled population. The sample of learning disabled

students was drawn from a total popuiation of approximately 460 learning
disabled students. Approximately 410 of the total population met the
selection criteria (Appendix A). These students were currently being
served in resource rooms for one to three hours each day. The 410
learning disabled students and- their parents were contacted and asked to
participate. There were 112 students who returned the parent/student
consent form and were present at the time of the test administration.
Therefore, the LD students were not randomly selected, and should be
considered volunteers.

To insure that the selection criteria were strictly adhered to, the
112 students were validated as learning disabled students by a validation
team consisting of two school psychologists and two LD spacialists.
This validation team independently rated students based on information
collected from school records to determine whether each ;tudent met the
selection criteria for inclusion in the LD sample. Of the 112 students

there were 105 who were validated as LD by the validation team.
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Normally-Achieving Population. The sample of normally-achieving

students was drawn randomly from the Topeka, Olathe, and St. Joseph
school districts. Using the attendance rosters for each school, each
student was assigned a number. The students were selected using a table
of random digits (Minium, 1978). Students who did not meet the selec-
tion criteria (Appendix A) were dropped out of the sample and a new
student was selected. This gross screening process was repeafed until
approximately 400 subjects were selected. These students were then
contacted regarding participation in the study. There were 115 students
who returned the consent form and were present at the time of the test
administration. Therefore, the normﬁ]-achieving sample was not randomly

selected, but should be considered volunteers.

Participating samples. For those students participating in the

study background information was collected for each student. This

- ———

information included achievement and ability test scores, race, sex, and

A

birthdate. This information is represented in Tables 1 through 5. The
form used to collect this information is included in Appendix B. The

participating school districts, the University of Kansas Institute for
Research in Learning Disabilities had reviewed and approved the consent

and data collection forms.

Measure Development. There were 51 learning disabled students and

63 normally-achieving students who participated in the development of
the Advance Organizer Test. The school district of Topeka USD 501 and
the St. Joseph School District agreed to participate in the test valida-
tion phase. Lawrence USD 497 agreed to participate in this study by
virtue of an agreement with the University of Kansas Institute for
Research in Learning Disﬁbi1ities.
o i3 9%
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TABLE 1

Descriptive Data for 50 LD Subjects:
Test Validation

APTITUDE DATA

Test N Mean IQ SD Median Mode Range
WISC-R
Verbal 45 89.51 10.96 88.00 85.00  *68-123
Performance 4  101.70 10.71 100.00 100.00 82-126
Full Scale 49 95.06 8.79 94.00 89.00 78-119

ACHIEVEMENT DATA (Reading Comprehension**)

Mean

Test N Percentile SO - Median Mode Range
Woodcock-Johnson 47 13.17 7.29 11 8 1-27
Piat 3 15.33 2.31 14 - 14-18

Total 50 13.52 7.09 11.5 8 1 1-27
AGE GRADE SEX CE

N MEAN N MEAN N N
15 4 16.8 10 27 10.6 Female 15 White 37
16 16 11 15 Male 35 Black 7
17 20 12 8 Hispanic 6
18 7
19 3

* The student with a verbal IQ of 68 was accepted for this study because the
test administrator recorded that the student did not cooperate during the
verbal portion of the IQ test; and that the IQ of 68 greatly underestimated
vercal IQ. The performance IQ was measured at 98.

** Comprehension had been measured by either the Woodcock-Johnson Psycho-
educational Battery or the Peabody Individual Achievement Test,
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TABLE 2
Descriptive Data for 63 NA Subjects:
Test Validation

APTITUDE DATA

Mean
Test* N Percentile SD Median Mode Range
CAT 62 62.26 20.61 61.50 - 25-99
No data 1 ‘
Total N= 63
i ACHIEVEMENT DATA
- Mean .
Test* N Percentile SD Median Mode Range
A Y
TAP 27 66.96 21.75 68.0 - 33-99
, SRA 27 64.44 19.38 61.0 61.0 34-97
( ITBS g 69.22 23.18 - 71.0 - 36-99
_ Total N= 63 66.20 20.69 69.00 61.0 33-99
[ .
AGE GRADE : SEX RACE
{ N  Mean N Mean N N
l6 27 16.8 10 29 10.7 Females 38 White 42
17 25 11 22 Males 25 Black 12
18 10 12 12 Hispanic 9
19 1
‘ * CAT = Cognitive Abilities Test
TAP = Test of Academic Proficiency
SRA = Science Research Associates Achievement Test
ITBS = Jowa Test of Basic Skills
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TABLE 3

Descriptive Data for Subjects:
Preliminary Investigation

Readina
Full rade
Subject Grade Age Scale I0 Equiv. %ile Sex  Race

1 11 16 101 5.0 8% Female White
2 12 19 87 6.2 16% Male  White
3 11 17 -- - 70% Female White
4 10 16 104 6.8 16% Male  White
5 10 16 90 6.2 21% Male  Black
6 10 16 96 6.8 28% Female White
7 11 17 102 4.2 3 Male White
8 10 16 109 6.8 22% Male Uhite
9 10 17 87 7.0 25% Female White
Means.  10.5 16.3 97(sD=8.3)  17.4% (SD=8.5)

*Subject 3 was the non-LD student who participated in the study. Means have

been computed without the data from Subject 3. The Iowa Test of Basic Skiils
Reading Subtest was available fcr a reading measure.

" reading measure for LD students was taken from either the woodcock-QOhnson

Psychoecucational Battery or the Peabody Individual Achievement Test. Where

recent test information was not current or not available, the Woodcock-
Johnson Reading Subtest was administered.
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TABLE 4
Descriptive Data for 46 LD Subjects

Primary Investigation

APTITUDE DATA

Test N _Mean 10 S Median Mode Range
WISC-R
Verbal 40 87.4 7.49 86.50 91.0 77-108
Performance 40 97.3 10.13 98.00 98.0 80-"1
Full Scale 42 g2.0 7.80 92.00 91.0 80-109
‘ DAT*
‘ Verbal 4 19.75 7.32 17.50 - 14-30
Numerical .
Ability 4 26.50 18.77 25.50 - 5--30

ACHIEVEMENT DATA (Reading Comprension**)

Mean Mean
{ Year N Grade Percentile SD Median Mode Range
: 1982 28 10.6 10.11 6.03 9.50 6.0 1-24
.- 1981 1 11.0 12.00 - - - - -
[ 1580 6 11.3 17.67 10.59 18.5 - 5-30
1979 5 11.8 10.60 5.41 13.0 - 3-16
1978 6 11.3 8.83 4.40 8.0 - 4-15
Total N= 46
AGE GRADE SEX RACE
N Mean N Mean N N
15 4 16.7 10 16 10.9 Females 19 White 44
16 16 11 18 Males 27 Black 2
17 1 12 12
18 10
- 19 ]

* Developmental Aptitude Test

** Comprehension had been measured by either the Wcodcock-~Johnson
Psychoeducational Battery or the Peabody Individual Achievement Test,
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TABLE 5§
Descriptive Data for 51 NA Subjects
Primary Investigation

APTITUDE DATA

S

Mean
Test* N Percentile S Median Mode Range
DAT 36 67.42 20.76 72.50 80.0 20-97
CAT 7 69.43 16.70 60.0 57.0 53-96
PSAT 6 78.0 17.46 73.0 71.0 54-99
SAT** 1 50.0 - - - - -
Totals 50 68.6 19.8 71.0 80.0 20-99
No data 1
Total N= 51
ACHIEVEMENT DATA
Mean
Tes t* N Percentile SD Median Mode Range
ITBS 43 73.77 15.71 78.0 93.0 39-96
Stanford
Ach. T. 4 52.0 3.37 53.50 54.0 47-54
ACT** 2 91.0 8.48 91.0 - 85-97
CTBS 2 73.5 19.09 73.5 - 60-87
Total N= 51 '
AGE GRADE SEX RACE
N Mean N Mean N N
14 1 16.3 10 26 10.7 Females 29 White 47
15 7 11 16 Males 22 Black 3
16 25 12 12 Hispanic 1
17 13
18 5

* DAT = Differential Aptitude Test
CAT = Cognitive Abilities Test

PSAT = Perliminary Scholastic Aptitude Test
SAT = Scholastive Aptitude Test

ITBS = Iowa Test of Basic Skills

Stanford Ach. T. = Stanford Achievement Test
ACT = American College Test

CTBS = California Test of Basic Skills

** Questions as to whether these college placement test are aptituds tests
were not raised in this study, Performance on these tests were used as
l indications of aptitude and/or achievement where such information was
\‘ “
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The 133 subjects were selected and asked to participate according
to the Selection and Validation Criteria described in Appendix A. Students
in the St. Joseph school district sample were paid two dollars each as
an incentive to participate in the study. The Topeka schools did not
allow the payment of money to students as incentives for participation
in research. The students in the Lawrence schools were not paid because
the data collection was part of a larger study, and was considered part
of routine program evaluation procedures. Descriptive data for student
subjects involved in validating the advance organizer test are shown in
Tables 1 and 2.

There were several advantages for including these three school
districts in the test validation: a) the districts represented both
urban and suburban geographic areas, b) various family socio-economic
levels were represented, c¢) since districts covered two states, and
therefore, two identification <riteria for learning disabilities, the
2 generaiizability of the data was increased, and d) the districts were

relatively close for data collection efforts. Once the selection cri-
teria described in Appendix A were applied to subjects across the dis-
tricts, these factors provided a larger, more representative population

of adolescents from which to sample.

Preliminary Investigation. Eight learning disabled students one

normally-achieving student and ten high school teachers participated in
the pilot study. The school district of Olathe USD 233 agreed to parti-
cipate in the preliminary study. The eight LD c.udents were selected
and asked to participate according to the selection criteria and proce-
dures described in Appendix A. Students were paid ten dollars each a3
an incentive to participate in the study. The ten teachers were ran-
| 58
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domly selected from a 1ist of teachers who were known to have LD stu-
dents in their classrooms. Each teacher who was contacted agreed to
participate. Teachers were paid a $50.00 incentive to participate in
the study. Oescriptive data for student subjects involved in the preli-
minary investigation are shown in Table 3.

Primary Investigation. The school district of Olathe USD 233

agreed to participate in the primary investigation. There were 46
learning disabled, and 51 normal achieving students who participated in
the primary investigation. The 97 subjects were selected and asked to
participate according to the seiection and validation criteria in Appen-
dix A. Students were paid two dollars each as an incentive to participate
in the study. Descriptive data for student subjects involved in the
primary investigation are shown in Tables 4 and 5.

Use of the Olathe school district had several advantages for. use in
the pilot and investigative study: a) the district represented a cross
section of students from various family socio-economic levels, b) the
criteria for placement in the LD program was the same for students in
both the preliminary study and the primary study, and c¢) data collection
efforts were ajided because of the close proximity of schools.

Instrumentation

Measurement Systems

Measurement systems were developed for both preliminary and primary
investigations. The measurement system for the preliminary investigation
will be described as part of the procedures used for the preliminary
investigation. The measurement system for the primary investigation is

described in this section.
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The construction and validation of the test to measure the effects
of the advance organizer treatment in the primary investigation were
accomplished through .he completion of six tasks. These tasks were as
follows:

Passage Selection and Modification

Identification of Passage Idea Units

Determination of Idea Unit Importance

Test Construction

Test Administration

Data Analysis and Final Item Selection
Each of these tasks will be described below.

Passage Selection and Modification. The selection of the reading

material to be used in the test was based on three criteria. First, the

f content of the reading material had to represent information that in
form reflected secondary school content, but in substance was unl ikely
to be covered in a typical secondary school sequence of studies. Second,
the reading material had to be of a length that would be reasonably well
received by LD students with reading difficulties. However, the length
of the reading material had to be of sufficient length to contain enough
content for the development of an advance organizer, and to allow a
measure of the retention of information. Third, the reading material
had to be at a readability level that most secondary LD students would
be able to read. VYet, the material had to be at an interest level that
would engage the normally-achieving student despite the lowered read-
ability level.

To fulfill these criteria, six high interest, novel passages were
selected from general social studies works from the Lawrence Public
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Library in Lawrence Kansas. Each of these passages ranged in length
from 1500 to 3000 words. These passages were modified to correspond to
tha stimulus materials described by Brown and Smiley (1977). Modifi-
cation of the materials according to the Brown and Smiley criteria was
justified on two counts. First, the materials used by Brown and Smiley
had proved successful across groups of students that had included third
graders, fifth graders, seventh graders, and college students. Second,
in the Brown and Smiley study the intended use for the materials was
similar to the use intended for this study.

The process of modifying the passages caused the elimination of
three of the passayes because of the.1n1t1a1 difficulty of the reading
selactions. The remaining modified passages were entitled "Tulipmania,"
"Aborigines," and “Greece" (see Appendix D). The three passages were
reduced to approximately the same length of 517, 508 and 508 words
respectively. The reading levels of the passages were altered by reducing
sentence lengths, deleting words, and substituting synonyms. The passage
alterations reduced the readability indices to 5.436, 5.446, and 5.444
respectively, as judged by the Dale-Chall readability index.

Identification of Passage Idea Units. The procedure used for

identifying the idea units was originally described by Johnson (1970)
and later applied to children's recall of information by Brown and
Smiley (1977). Fifteen graduate students in education were asked to
first read the entire text and then go back and divide the text into
idea units or pausal units. The graduate students divided the passages
by placing slash marks with a pencil between wcrds. A pausal unit was
defined as one that contained an idea and/or represented a place where a

reader might logically pause in reading for meaning. A sample of the

idea units identified for each passage is included in Appendix C.
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The fifteen graduate students identified a total of 137 possible
pausal units in the "Tulipmania" passage. Fifty-six or 40% of the
pausal units were selected by all fifteen of the graudate students.

-~ Applying a criterion of 50% agreement for acceptance as an idea unit, 78
(57%) idea units were identified for "Tulipmania."

The 15 graduate students identified a total of 158 possible pausal
units in the "Aborigines" passage. Sixty-four or 40% of the pausal
units were selected by all 15 of the graduate students. Applying a
criterion of 50% agreement for acceptance as an idea unit, 70 (44%) idea
units were identified for "Aborigines."

The 15 graduate students identified a total of 152 possible pausal
units in the "Greece" passage. Fifty-four or 36% of the pausal units
were selected by all 15 of the graduate students. Applying a criterion

of 50% agreement for acceptance as an idea unit, 64 (42%) idea units

¢ —

were identified for "Greece." -

l Determination of Idea Unit Importance. To determine the importance
,- of the idea units for each passage by "good" readers, another separate

sample of 17 graduate students was asked to rate the idea units of each
passage. Each story was retyped with one idea unit per line. A rating
form used for this task is included in Appendix D. Raters were asked to
read each of the passages and then identify the passage theme. Raters
then rated each idea unit according to the identified theme. The pro-
cedures for rating the idea units are included in Appendix E.

The raters were first asked to rate all idea units into one of two
levels of importance, either most important or least important. Then
using those idea units in the most important group they were asked to

subdivide this group into two additional subgroups of most important and
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important. Next, raters were asked to subdivide those idea units grouped
earlier as least important into two more subgroups of the least important
and slightly important. The result was the identification of four

levels of importance for the total idea units in each passage.

Once the idea units were rated, quantitative importance ratings (1
through 4) were assigned and totaled for each idea unit to obtain get a
grand total importance weighting for each idea unit. The idea units for
each passage were then ranked from the highest grand weighting to the
lowest grand weighting. The standard deviation for the grand ratings on
each idea unit was then computed. Table 6 shows the weighting gnd
standard deviations for each of the ranked idea units.

Any idea unit that was deemed a non-content unit e.g., however,
also, this, etc. was deleted. Since the grand importance ratings were
to be used as the basis for constructing a test with sets of questions
to measure important and unimpertant information, it was important to
maximize the distance between the idea units rated as important and
unimportant. To accomplish this the middle 20% of the ranked idea units
was dropped out of the rankings. This middle 20% is represented in
Table 6 by the boxed area. Finally, to further control for rater agree-
ment, only those idea units with the lowest standard deviations were
used. Only those standard deviations that fell below the computed
random for each passage were selected. After applying this criterion,
the data were visually inspected in order to identify, a break in the
standard deviations. Standard deviations below this break were the ones
finally accepted. The standard deviations accepted for "Tulipmania"
ranged from .34 to 1.05. The standard deviations accepted for "Abori-

gines" ranged from .73 to 1.07. The standard deviations accepted for
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"Greece" ranged from .74 to l1.1l1. The remaining idea units that are
indicated by asterisks in Table 6 became the content for writing multiple-
choice test jtems on the measure of recall for important and unimportant
information.

Test Construction. The multiple choice item type was selected as

the means of measurement because of its potential to measure comprehen-
sion and application (Tuckman, 1975). Mulfip]e choice items were writtén
from criteria supplied by Wesman (1971) and Tuckman(1975).

During the item writing process several idea units had to be com-
bined in order to construct a single multiple choice item. This combining
occured when separate idea uits were either judged to be highly dependent
on each other for meaning, or were parts of a list of related items.

This process yielded thirty-six items written for "Tulipmania", forty
items for "Aborigines", and thirty-seven items written for "Greece".
These three prototype tests were then submitted to three expert judges
with substantial educational measurement graduate training. One judge
was a professor in the Department of Educational Psychology and Resea~ch
at the University of kansas. The remaining two judges were post-compre-
hensive doctoral students in measurement in the Department of Educational
Psychology and Research. Each review was independent, and changes were
made based on the reviewers comments. When inconsistencies in the
reviews occurred, the professor in the Department of Educational Psycho-
logy and Research was consult=za for a final decision.

Each of the three passages was typed on a separate piece of paper.
Each passage was entitled "Tulipmania", "Aborigines", or "Greece" along
with the identifying word STORY. These passage identifiers were kept

simple in order to prevent the title from acting as a type of advance
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organizer. Appendix F includes the package of test materials as it was
finalized for administration. The test materials package contained:
(a) a set of directions, (b) the passages and (c) questions covering the

respective passages.

Test Administration. At the tnree test sites the administration of

the tests was done in groups. Four schools were involved across the
three school districts. In two of the four schools only LD students
- participated in the study. In one of these schools the LD students were
‘ administered the tests during their normal attendance time in the LD
resource room. If students needed extra time to complete the test they
were allowed to remain and finish the test. In the second of these
schools, all participating LD students were assembled at one time to

take the test. The test was administered in a normal high school class-

( room. In the other two schools both normally achieving and LD students
) wefe administered the test together. Students were dismissed from their
{ normal classes and were assembled in a large classroom for the test

r administration. Any student reporting to the test administration site

late was asked to take the test on a "make-up" day that had been set for
each site. All testing for the four sites was done in the morning, and
was done within a three week period. Even though variations occurred
across the test sites, these variations did not appear to affect the
test results.

Once students were assembled for the testing, the students were
given envelopes by the investigator and a research assistant with the
test materials in them. Once all the envelopes had been distributed,
students were asked to put their names on the envelopes. Directions

for the test were then distributed. The directions were read orally to
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the subjects. The directions are included in Appendix F. References to
payment of the two dollar incentive was deleted from the diractions
given to the subjects at the two schools where no incentive payment was
permitted.

Subjects were allowed to work at their own speed. They were ine
structed to circle responses directly on the test forms. As students
finished they brought their test materials to the administrator. The
complevion time in hours, minutes, and seconds was put on each envelope.
This allowed the computation of a gross time estimate of tes. .aking
time.

Data Analysis and Final [tem Selection. Student responsaes were

subsequently transferred to a separate answer sheet by a research assis=-
tant for machine scoring. A second research assistant checked the data
transfer to insure accuracy. The reliability of each of the tests was
determined by computing a Kuder-Richardson No. 20 coefficient and split
half (odd-even) coefficient for each of the three passages test and
student group. Reliability coefficients were obtained using each compu-
tation for each group, by passage, on each of the two importance levels
of test questions. Student data was collapsed across the four schools.
The split half coefficients ranged from .58 to .88, and the KR20 coeffi-
cients ranged from .53 to .86 (Table 7).

Final item selection for the advance organizer test was based on
analysis of item difficulty and item discrimination. [tem difficulty
ranged from .16 to .97 (Table 7), and itén discrimination ranged from
-.19 to .73. Itcms were selected for the final advance organizer test
if the difficulty ranged between .20 and .80 inclusively, and the dis-
crimination was at or above .20. These two criteria were judged to be

67
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TABLE 7

Ruliabliity Coafficients for Advance Organizar Test: Valldatlon Phise

Learniny Dlssbled Adolescents Rl tabi1ity Confticlents
i Standard Item BIFfI- ltew Discrimi- Qumber of

Nusber it Half Standard
Test Passage  of [tems -e frror &%ﬂ Hrrop  Mean  SD  _cully Ramge patlonfanee  _Subjects
lmpor tant |, [ 22 .00 1.8 86 1.96) .92 .23 .20-.0 Je -0 5
lmportant |. 2 2 .89 1.907 86 2.2 14.04 6767 .N0- .82 -0l - .68 )
lwportant (. 3 19 .81 1.8 80 1.88) 0.90 4207 .20- .82 A2 - .67 sl
Uninpurtant I, ) 1 4 1.556 J3 0 1.582 6.76 3.06 .26 - .63 2-.n 51
Unlsportant I. 2 14 IR i.489 n 1.610 9.20 13.17% .41 - .08 .29 - .69 ]
Uniwportant §. 3 I8 .87 1.46¢ ° .0 1.80) 9.63 4.160 .20- .00 16 - .62 81
Narma)ly-Achleving Adolescents Rellanility Coefficients

Numder 'Sslll. ilalf Standard Slm‘ardl (lem DIFFI-  Biew Discrimi- Mr.ol
Test Passage  of ltews (Odd-even]  Eyror = KA-20 _Error = Hesn $B  cully Range pallon Range  Subjects
Important I. | 22 .19 1.490 .70 1.770 663 3203 . -.9 .05 - .58 6
lmportant | 2 26 .87 1.606 .84 1.85) 19.70 4.626 .30 - .M -9 -.7 6
lmportant |, 3 19 .84 1.502 .81 1.642 % 30 -9 -.02 - .68 6)
nimportent 1. ) 3] .58 1.368 53 .46 0.68) 2,152 .6-.% A4 - .82 6
Unisgpurtent 1. 2 [ R L .68 1.245 1.810 2,156 .70 - .94 A5 - .67 «Q
Unimportent |, 3 8 .67 1.613 .68 1.602 12.254 2,039 )2 - .94 .23 - .68 6
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adequate for "Tulipmania" and "Greece" for both the normally-achieving
and LD grcups. However, on the "Aborigines" pussage very few of the
items measuring unimportant infcrmation met the selection criteria. On
10 of the 14 items measuring unimportant information the item difficulty
level was greater than .80. In general, the normally-achieving group
found these items too easy. In order to obtain 2quivalence on unimpor=-
tant items with the other two tests, jtems with the highest jtem discri-
mination values were selected. As a result, on the unimpurtant items
selacted for "Aborigines" the item difficulty ranged from .76 to .94,
and item discrimination ranged from .39 to .65. As a result, the unim-
portant test items for the Aborigineé passage were fairly easy for the
normally-achieving students, but provided adequate discrimination betweer
high and low achievers.

Application of the selection criteria on "Tulipmania" and "Greece,"
and the single criterion on "Aborigines" resulted in a 20 item test for
each passage. Gn each test 10 items measured unimportant information
and 10 items measured important information. This representation resulted
in a comprehensive 60 item test to measure the effects of advance organi-
zers among the three passages for the primary investigation.

Pruindures

Preliminary Investigation

Overview. The purpose of the preliminary investigation was to
investigate the ccnditions under which advance organizers could be made
operational in the secondary content classroom. A criteria was developed
for constructing advance drganizers for content classroom use. A series
of observations was made to determine the types of organizational beha-
viors that teachers used in. These observations served as both a base-
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1ine within a time-series design (Hersen & Barlow, 1976) *o precede
teacher training in advance organizers, and to assist in the identifica-
tion of appropriate instances where advance organizers might be most
effective. An obse vational system was developed to record these teacher
behaviors (Appendix H). After baseline, teachers were trained to mastery
in the procedures for constructing advance organizers. Teachers were
then observed. Student learning under the advance organizer condition
waS measured through interviews (Appendix J). Finally, students were
trained to listen and use advance organizers, and information learned

was assessed through the interviews. The pilot study provided informa-
tion regarding the construction and implementation of advance organizers
across secondary content settings.

Subjects. Eight LD students and nine secondary content teachers in
two senior high schools in the Olathe, Kansas school district were
contacted and agreed to partiéﬁpate. Teachers were offered a $50.00
incentive payment .Jr participation. Teachers were randomly selected
from a 1ist of content teachers known to have LD students in their
classes. Once teachers had agreed to participate. Learning disabled
students in each of the classes were randomly selected and asked to
participate until an LD student for each participating classroom had
agreed to participate. LD students were offered a $10.00 incentive
payment to participate. Parental consent was obtained. An additional
teacher with no LD students volunteered to participate. A normally
achieving student was selected for participation in place of an LD
studert. It was determined that this data could be useful in comparing
LD student prngress to a norm. As a result, a total of nine students
and ten teachers participated in the pilot study.

/()
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There were four females and five males. Eight of the students were
white, and one student was biack. The range of student ages was 16 to
19 with a mean age of 16.3 years. IQ scores for the LD students ranged
from 87 to 109 with a mean of 97 (SD = 8.3). Reading for LD students,
as measured by individual achievement tests ranged from 4,2 to 7.0
(Table 3). The mean percentile for the eight LD students was 17.4 (SD =
85). The Peabody Individual Achievement Test and the Woodcock-Johnson
Psychoeducational Battery were the two tests that had been used to
assess comprehension. The one normally-achieving student scored at the
70th percentile in reading on a standardized group achievement test.

Setting. The schools in which the students were observed were in
Olathe, Kansas. Olathe has a population of about 28,000 and is a fast-
growing, suburban community of urban Kansas City, Missouri. Qlathe can
be characterized as having a relatively homogenecus middle-class popula-
tion. The regular classrooms of the students were the settings for the
observations.

There were eight different classrooms involved in this study. Two
sets of teachers team taught in two of the content classes. Therefore,
in six classrooms, one teacher gave instruction, and in two classrooms,
two teachers gave instruction. In each of these team teaching situa-
tions, the second teacher was an LD teacher who typically played a
support role, rather than being responsible for primary instruction.

One teacher taught two of the target classes. A different LD student
was selected for participation in these classes. Although the same
teacher taught both classes, the two classes were considered independent
of one another for mea.uring student progress since they covered dif-
ferent content areas, were held different times of the day (morning

o 7 1
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versus afternoon) and involved two different LD students. Therefore,
across 10 teachers, nine different classrooms were involved. Table 8
demons trates the types of subjects taught, and the respective teachers
involved. The number of students 1h each class ranged from 17 to 28.
A1l of the classrooms were furnished with chalkboards, teacher and
student desks, and instructional materials. The observers sat at the
rear or the side or the side of the classroom for the observations.

Advance Organizer Criteria. Based on a review of the literature

on advance organizers and the organizational difficulties of LD adoles-
cents, a ten component criteria was developed for constructing advance
organizers. This criteria was inforﬁa]]y submitted for review to experts
in the fields of curriculum and instruction, educational psychology, and
special education. The experts were asked to review the criteria for
their effectiveness at orienting mildly handicapped adolescents to a
forthcoming learning task. Based on the reviews of the experts, the
criteria was revised three times before a final draft was developed. A
manual was developed (Appendix G) to train teachers in developing advance
organizers for their specific content classes.

Measurement System. Based on the ten advance organizer criteria,

an observational system was constructed. Table 9 lists the ten cate-
gories and subcategories that were involved in the observations. A
complete description of the observational system is included in Appendix
H. A recording from (Appendix I) was developed to record the target
behaviors. Each time a target behavior was observed, the actual time of
occurance to the nearest minute was recorded. Therefore, several beha-
viors could occur within a 60 second interval. The method by which the
organizational information was delivered was also recorded. Several

2



TABLE 8

Teachers, Students, and Subject Groupings

Classrooms Teachers STUDENTS Subject
Class totals Subjects Area

First Design

Classroom 1 Teacher 1* 20 1 American History
Classroom 2 Teacher 2 18 1 English
Classroom 3 Teacher 3 20 1** Anatomy
Classroom 4 Teacher 4 15 1 English

Second Design

Classroom 5 Teacher 5 16 1 Physical Science
Classroom 6 Teacher 5 25 1 General Science
Classroom 7 Teacher 6 18 1 Geography
Classroom 8 Teacher 7 18 1 Biology
Classroom § Teacher 8% 40 1 English

* An Lu .eacher was in the classroom acting in a support role.

*x This/waa the aormally-achieving student used for comparison purposes.

©
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TABLE 9

ADVANCE ORGAMIZER OBSERVATION COMPONENTS

learned

1

5. Clarified the
concepts

Pravious lesson

g. Stated the con- Content based
cepts tc be

Contant free

I S——

Examples

Non-examples

Cautions

10. Stated the
general out-
coms desired

COMPONENT SUBCOMPONENTS COMPONENTS SUBCOMPONENTS
1. Informed of pur- AD will provide 7. Motivated Positive
pose of AD some benefit studants consequences
_——* Negative
2. cu:u"m t?o ] Tacher's At consequences
tasks' physica sacher's tions Interest
parametars statements
Student's Actions %
3. el Major topics words Repeated terms/
rask words
Subtopics eesssee———————e—————————
9. Provided or- Outline
r-‘—_ g.m th:‘: nal -
. Providad back- rRROW0 sts
ground informa- New I"f°"'§3‘°“
tion Narrative

Other

Knowledge

Comprehension

Application

Analysis

Synthesis

Evaluation
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modes were allowed to be scored for a single behavior. The possible
delivery modes were as follows:
Verbal: spoken, cassette, video or tape recording of
teacher
Visual Aid: chalkboard, overhead projector pictures
Writing: paper, book
Elicited: student response to teacher's question
Other: film, song
In order to determine the general configuration of organizational
behaviors used by teachers over .ie total class hour, the class hour was
divided into three separate observationa] periods for recording occur-
rences of the target behaviors. These three periods were defined as
follows:

Pre~.lesson Period: The period of time beginning as soon as the

first student entered the classroom until the Lesson Period began. All
comments of an organizational nature prior to the actual lesson, but not

part of the actual lesson were included in this period (i.e., overviews,

presummaries, lesson directions).

Lesson Perjod: The period of time beginning when the teacher began

to give the class new content specific information related to the present
topic or activity (i.e}, began lecture or learning activity).

Post-lesson Period: The period of time beginning when the teache-

stopped presenting new information, and began to repeat, summarize, or
make assignments. The post-lesson period ended when the teacher dis-

missed the class or announced that lesson was finished, or the bell rang

and students left withrt direction(s).
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In addition to the observational system, a student interview Ques-
tionnaire was constructed. For each of the advance organizer components
one or more questions was written to elicit siudent awareness and/or
understanding of that component. The questions were submitted to a
panel of ten experts who included graduate students and professors in
special education. The experts were given the yuestions in random order
and were asked to match the question with the most related advance
organizer category. A 90% agreement level was set for acceptance of a
question. Questions not meeting the 90% agreement level were either
deleted or rewritten and resubmitted to the experts for approval. Using
this procedure, wording changes were made on three questions, one ques-
tion was deleted, and one Question was resubmitted and subsequently
approved. The interview questions are included in Appe..dix J.

At the end of the observed class each student was interviewed in an
quiet location as close to the class as possible. The interviews lasted
no more than three to four minutes. The observers interviewed the
students and recorded student responses verbatim. Students were encour-
aged to use any notes that they nad taken during the class period to aid

in their responses.

Reliability. Reliability was determined by calculating the percent

of agreement between observers during the trainiig session, and then on

10% of all subsequent observations. Observer recordings were compared

occurence by occurrence for agreement. To have an agreement on a given

behavior, both observers had to record the same time, within one minute,
for the occurrence of the behavior. The recorded occurences had to
occur in the same order for each observer. If these conditions were not

met, a disagreement was scored. The percentage of agreement was cal-
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'culated by dividing the number of agreements by the number of agreements .
»1us disagreements and multiplying by 100 (Hall, 1974).

There were f~ur observers trained in the observation system proce-
dures. The percent of agreement during training was measured at .96,
.87, .91, and .90, respectively. Across all observations (n = 129)
there were 14 reliability checks. The inter-observer agreement across.
the four observers was 95 percent. For the advance organizer period
alone, the inter-observer reliability was 95 percent. Agreement was
calculated for each of the ten categories related to the o¢~janizational
behaviors. For catejories 2, 3, 4, 6, 7, 9 and 10 (see Table 9) the
interobserver agreement were all above 92 percent. However, for cate-
gury 8, [ntroduced New Terms, agreement was 77 percent, for Category 1,

[Informed of Purpose of Advance Organizer, agreement was 67%, and for

Category 5, Stated the Concepts to be Learned the reliability was 50

percent. Because of the low frequency of the zategories any minor dis-
agreement (e.g., one or two behaviors difference) resulted in a low
percent agreement. Therefoare, a better indication of reliability is
obtained by examining total observations, which was calculated at 95
percent. The percentages are listed in Appendix Q.

Procedures. Each teacher received training in developing advance

organizers for their particular content area. The training session
consisted of five phases. First, prior to the training session, a
manual for developing effective advance organizers was provided to the
teacher. Second, within two days a training session was held. The
training session began with a brief review of the stucy, and a review of
the advance organizer training manual. Third, the observational system

was described for the teacher, and the teacher's baseline data was
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reviewed. Every attempt was made to make the teacher aware of his/her
status regarding use of organizational behavictrs., A strong rationale
was made for the use of advance organizers. Fourth, the researcher
modeled the construction of advance organizers across various content
areas, and the content area of that particular teacher. The teacher was
then asked to construct an advance organizer on the Advance Organizer
Worksheet for his/her coniaent area (Appendix K.) Feéedback was provided,
and th2 training session was concluded. Fifth, the teacher was observed
using advance organizers in his/her classrooms. Observers provided
feadback to the teacher on each observation related to the use of advance
organizers. Feedback was provided in the form of frequency of use for
each category.

As teachers began using advance organizers in their classrooms,
r students were interviewed to determine if the use of advance organizers
‘ affected what information they cuuld identify related to the advance
( organizer categories after observed class periods. No specific inter=-
vention was planned for students.

. Experimental Design. The teacher's and student's responses to

training was evaluated using two multiple Jasel . ne design across subjects
{Baer, Wolf, & Risley, 1968). There were four classrooms and four students
across the first multiple baseline design, and five classrooms and five
students across the second multiple baseline design (Table 6). Organi-
zational pehaviors were analyzed across classrooms and not teachers.
Therefore for those classes where there were two teachers, there was no
differentiation as to which teacher engaged in the behavior. Ouring
baseline taachers were observed and were asked not to change their

normal teaching behaviors. A minimum of five baseline points indicating




a stable or descending baseline slope was required before training was
initiated (Parsonson & Baer, 1978).
Teacher Training Findings. Figures 1 and 2 show the baseline and

training results for teacher use of advance organizers. Figures 3
through 6 repeat this data, and add the baseline and after training
results for teacher organizational behaviors recorded during and after
the actual lesson. Figures 7 and 8 show teacher use of advarnce organi-
zers compared to student performance as a result of the implementation
of advance organizers in the classroom. The number of organizational
behaviors that teachers engaged in for each observation period is shown
by a closed circle. A mastery level of ten was set as a decision cri-
teria for mastery. This is demonstrated by a dotted line on the figures.
The data for classrooms five and six (C5 and C6) have been combined in
Figure 2 since they are based on the observatiuns of one teacher, but
across two separate classroomst The data for C5 is represented by ti.=
closed circles. The data for C6 are represented by the double circles.
Before training the teachers across the classrooms observed angaged
in ne more than five or six organizaticnal behaviors for any single
classroom. Across classrooms one through four (Cl, C2, C3, C4 Figure 1)
the average number of advance organizers used during baseline was 2.97.
(n =32, SD = 1.06). Across classrooms five through nine (C5, C6, C7,
C8, C9, Figure 2), the average number of advance organizers used during
baseiine was 2.57 (n = 33, SD = 1.96). After training, these averages
increased to 8.94 (n = 33, SD = 2.46) and 9.57 (n = 33, SD = 1.71),
respectively. After training, mastery was met in Cl by the fourth
observation, in C3, L4, and C7 by the second observation, and in C2, C8,
and C9 immediately after training. The teacher for C5 and C6 had dif-

ficulty implementing the training in C5, but not in C6. In classroom six
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Figure 1

Teacher Use of Advance Urganizers
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Figure 2
Teacher Use of Advance Organizers
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Figure 3

Teacher Use of Lesson Organizers
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Bigure 4

Teacher Use of Lesson OQrganizers
compared to Advances Qrganizers
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Figure 3

Teacher Use of Pust-Lesson Organizers
Compared to Advance Organizers
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Figwe @
Teacher Use of Post=Lasson Organizers
Compared to Advance Organizers

ADVANCE ORGAN'ZER CATEGORIES

kI
i

it
N

&S
Yoiadl {JJ_LI
A

L O
OBSERVATION 0OAYS

g USH of ASSERIS QryRNISere
L300 L) U of Puel « Lonssn QremTere

S T e
76

| Y



(Figure 2) the teacher taught a science lab. The course and text book
relied heavily on studert independence and discovery. As a result, the
teacher had difficulty implementing the orienting activity because he
felt the students should do that for themselves. A second training
session was held with the teacher. The advance organizer procedures were
then adapted for a discovery/lab situation. The only major adaptations
that were made that the taacher was to'd to give a purpose For the lab,
rather than stite the concept. to be learned. In addition, since the
teacher felt the bcok provided the advance organizers for the lesson, he
was asked to point the students' attentiun to these.

As demonstrated in Cl of Figure 2, after the initial training
session (labeled A), advance organizer use did not significantly increase.
However, after the second training session (labeled B), the use of
advance organize:s increased, and mastery was met by the third observa-
tion. This problem was not demonstrated in Cé6, bécause this class was
taught ucing a more traditional lecture approach to science. However,
the second training session did appear to increase the use of advance
organizers. In C6, mastery was met in the first observation after the
second training even though this ob<-rvation was not made until three
weeks after the training.

In general, the findings across & nine classrooms demonstrated
that the training was effective. Across all obseirvations, only one

observation recorded use of less than six types of advance organizers

after the teacher had met mastery. This observation is indicated by an
arrow in classroom 2 (Figure 1). However, upon inspection of anectdotal
information, the comments inade by the research assistant recording the

behaviors indicated that a film running the entire period had been

shown. The film had been started before the bell rang in order to show
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the entire film during the class. period. As a result, there were few
teacher comments of any nature.

Figures 3 and 4 show the use of organizational behaviors during the
actual lesson (indicated by squares). Across the six classroom no clear
pattern emerged that indicated that the use of organizational behaviors
during the lesson was consistently affected because of the advance
organizer treatment. In fact, the use of organizing behaviors are
e: - :mely erratic from day to day across all classrooms. Figures 5 and
6 shuw the organizational behaviors during the post-lesson period
(indicated by triangles). In general, no clear pattern emerged across
classrooms that ir~icated that the u§e of organizational behaviors after
the 1gsson was completed was consistently affected because of the ad-
vance organizer treatment. However, in specific classrooms different
affects were obsarved. In C2 the use of prst-lesson arganizational
behaviors appear to be increasing. However, in C3 and C9 the use of
post-lesson wrganizational behaviors diminished atter the advance organi~
zer training. The means and standard deviations for the use of organ.-
zatinal behaviors duiring and after the lesson prior to and after the
advance organizer training are included in Table J.

Student Response Findi.gs. Figures 7 and 8 shuw the <esponse of

students to the use of teacher cryanizational behaviors. Student response,
as measured by student interviews after the class period, indicated
whether students were aware of the organization of the lesson and/or

class pericd. Student responses are indicated by the larger open circles.
Since student response to teacher behavior was measured on a different
scale (amount of organizational informatinn produced versus numter of
categuries uscd), a multiple scale graph was used. The scale to the left
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Figure

Student Response to Teaclher

Use of Advance Organizers

SI - ILVD HIZINVOUO IONVAGY OL QILVTIZY SININILVIS JO UIESWN
- ”~n - - - o @» [ - - - Lo [ - - - [ [ u “ “
T.3.7 1.1 5 IS I SN AT

o = gl B e - h -

o S ' [ 4 o'

TREeIUALYD  HIAZINVOHO IDNVAGY

i D i

~—.

RN E
. &

40 48

38

v a8
OBSERVATION DAYS

18

e U0 of ASvaRe Qrowuse
Owme, Stugnen Rospanns Sovres

9

88




Figwe 3
Response to Teacher
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of the graph indicatec the number of statemencs or pieces of information
that the student verbally produced in the interview that could be scored
in one of the twelve categories used in the observation system.

An initial inspection of student data after the teachers in Cl and
C5 were trained indicated that the performance of students did not
significantly improve as a result of training. Therefore, a student
training session was implemented to increase Student awareness of the
use of advance organizers by their téachers. Each student was trained
to listen for questions in each of the advance organizer categories.

Students were told that teachers would be providing the answers to these

questions during the first five minutes of the class period, but before
the lesson began. Students were encouraged to write down the answers to
the questions on a Using Advance Organizers worksheet (Appendix L.).
Students were allowed to use the advance organizer worksheets to answer
the interview questions in the-same way that they had used their nocles
to help them.

The initial observation that the use of advance organizers alone
was not assisting students to identify organizational information was
not demonstrated across 211 students. In C3, C7, and CS all student
response scores were above baseline scores. In C2, C4, and C5 the
majority of student response scores are above baseline scores. Only in
Cl and C8 are student response scores unchanged. Therefore, for some
students use of advance organizers alone affect the organizational
information that students get from the lesson.

After training to identify advance organizer information (indicatad
by a dotted line in Figures 7 ana 8) all students' response scores

increased. In general, the findings for student response to teacher
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training and student training indicate that some stidents independently
identified cues regarding information to be learned in the lesson, and
demons trated marginal progress. However, all students were able to
benefit from training to use the advance organizer categories in order
to organize information. However, conclusions based on this data must
be drawn tentatively. Although behavior changes across students were
replicated, limited response scores for students were obtained after
student training, especially for students in C3, C4, C8, and C9. Addi-
tional data could not be collected because of the close of the school
year. Lack of this data raises questions as to the durability of student
gains since the 1e§e] of performance'was rat demonstrated over a longer
period of time.

In addition to evaluating student response to organizational infor-
mation by the number of scorable statements, the percent agreement with
teacher organizational bahaviors was calculated. For each observation
where an audible tape recording and a student interview was available,
the student interview responses was matched with what actually occurred.
Computation of agreement was done by dividing the total number of agree-
ments by the total number of agreements plus disagreements, and multi-
plying by 100 (Hall, 1974). These percentages provided an indices of
how much of the students' interview responsas were connected to what
actually occurred in the classrcoms. The percentage of agreement also
indicated the degree to which the student response scores (as repre-
sented in figures 7 and 8) were reliable representations of what students
actually received from that classroom, and not from guessing and/or

general knowledge of the class.
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Figure 9 shows the percent agreement between LD students and their
teachers for each of the ten advance organizer categories before and
after the advance organizer training. The percentages were computed on
32 out of the 68 (51%) teacher observations model during baseline, and
on 34 out of the 61 (59%) teacher observations model after training.

Tha difference between the two percentages is indicated by a "D" above
each category on the graph.

Across all but two categories there were increases in the amount of
agreement between teachers students. A total increase of 25 percent was
found for all categories. The largest increases after training were in
category ten, knowledge of desired oﬁtcomes (51 percent gain), category
one, knowledge of an advance organizer (68 percent gain), and category
five, knowledge of background information (46 percent gain). The only
categories where increases did not occur were in category three, knowl-
edge of Tesson organization, and in category eight, knowledge of motiva-
tional elements. In these two categories, no change between baseline
and training was found in teacher-student agreement. The student-teacher
agreement for the one normally-achieving student (Figure 1, C3) was 80%
before teacher training and 100% after teacher training. The only
category where the student had difficulty agreeing with the tcacher
during baseline was on knowledge of outcomes. The teacher-student
agreement data is not included in Figure 9.

The teacher-student agreement data indicates two possible conclu-
sions. First, the reliability of the student interview data during
baseline may be questionable. The total teacher-student agreement
percentage during baselina was only 66 percent. However, the agreement

of 91 percent after training was very good. Therefore, the poor agreement
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during baseline may indicate that the baseline scores were inflated, and
that in reality, the true baseline for students was lower. The organi-
zational behaviors that were being used by teachers were not being
detected by students. Therefore, 44% of what students provided in the
interviews were "guesses" at what actually happened. Second, the increase
shown in each category may indicate the powers of that category in the
total advané; organizer construct. Because a 25 percent increase was
seen in teacher-student agreement overall, the training appears to have
positively affected what students picked up in classes, in general.
However, because the greatest agreement percentages were seen in the
categories related to knowledge of outcomes, presence of advance organi-
zers, ond background information, it can be reasoned that advance organ-
izers are most powerful when thesc elements are present. It is also
reasonable to predict that advance organizers are the least powerful
when the categories related td’top1cs, lesson organization, teachers and
student actions, and rationales (motivation statements) are emphasized.
For these categories, it appears that students may pick up information
related to these categories at the same rate, regardless of the presence
of the advance organizer.

Advance Organizer Category uUse rindings. As shown in Figure 9, the

advance crganizer categories appeared to have had differential effects
on student performance. The advance organizer training appeared to have
affected general teacher organizational behaviors as well. While no
cledar patterns were observed across teacher organizational behaviors for
the lesson and post-ilesson periods (Figures 3, 4, 5, 6), the frequency
data for each period indicates effects. Figure 10 shows the total use
of organizing behaviors across all teachers for all three periods befora
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and after teacher training. The graph represents the number of organizers
used per observation.

Figure 10 shows that while advance organizers increased, lesson and
post-lesson organizers decreased. Figure 11 shows the change across the
three periods for each ourganizer category. The most dramatic decrease
in organizers was in the number of topics used per observation during
the lesson pericd (category two). A substantial decrease also was 3een
in the number of organizers used for teacher and student actions (cate-
gory four). In almost all other categories related to lesson organizers
there was either an increase or very little change after training.

Thie number of organizers used during the post-lessan period was
almost nonexistent both prior to and after teacher training. Only in
the category of topics (category two) did the nimber used per observa-
tion approach 1.00. This finding indicates that teachers did not use
review techniques across the ciassrooms observed. regardless of teacher
training. While this may be discouraging from an educational point of
view, this strengthens the findings of this study because it eliminates
the possibility that the information obtained from students in the
interviews was based on data provided to students in a post-lesson
review, These data indicate that the effects of the changes recorded in
teacher organizational behaviors across the lesson and post-lesson
periods did not appear to generally affect student performance. Studei.¢
response szores (Figures 7 and 8) did not decline, and teacher-student
agreement (Figure 9) either went up or remained the same.

Implications for Primary Investigation. Based on the cata from the

preliminary investigations, several deductions werc made for use in the

primary investigation. First, teachers were able to use advance organi-
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Figure 11
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zers in their typical secondary school classrooms with very 11Ft1e
training. This finding confirms the contention that the use of advance
organizers is a practical technique for use in secondary classrooms, and
for ease of use in a cooperative planning model. Second, while some
students showed gains just when advance organizers were used, student
training and knowledge of the benefits of listening for advance organi-
zers appéared to increase awareness 6f organizational behaviors across
all classrooms. Third, the effectiveness of advance organizers may be
contingent on the cateyories used to construct the advance organizer.
The most powerful advance organizer categories indicated by teacher-
student agreement were knowledge of the advance organizer, outcomes,
background information, vocabulary, and concepts. Fourth, while advance
organizers appeared to affect organizing behaviors in other parts of the
instructional period, the advance organizer behaviors appeared to counter
any negative effects on learning.

Primary Investigation

Subjects. Forty-six learning disabled and fifty-one normally=-achiev-
ing students participated in the primary investigation. The two groups
of students were randomly divided into treatment and control groups
using a table of random digits (Minium, 1978). There were 23 LD students
in the treatment group, and 23 LD students in the control group. There
were 27 normally-achieving (NA) students in the treatment group, and 24
normally-achieving students in the control group. Unequal NA group
sizes resulted from student absences on the days of the testing.

Setting. The testing was done at two high schools in QOlathe,
Kansas. A date was set for each school for data collection. One make-
up date was set for each site for additional data collection efforts.
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Social Studies Test. All students were given the Social Studies -
subtest of the Woodcock-Johnson Psychoeducational Battery (Woodcock and
Johnson, 1977). This test is designed to be an individually admin-
istered test. The test measures social studies background knouwledge
from kindergarten through aZ4lt levels. The test was adopted for group
administration using the following modifications:

1. Student responses were self recorded on lined paper provided

by the researchers. Numbers for each response were included.

2. An opaque projector was used to project the stimulus items
onto a screen. The researcher read the items to the group.

3. A1l items were administered to all students.

4. While students were taking the advance organizer ;ests, the
Social Studies tests were scored. Any responses on the social
studies test that need clarification were obtained after the
Advance Organizer tests were completed.

Treatment condition. Advance arganizers were constructed for each

of the three reading passages based on the ten component criteria vali-

dated in the pilot study. Three of the advance organizer criteria

(Appendix G) were not used in the construction of the advance organizer

passages. Step 4, Clarification of Action to be Taken, was not done

because the test directions for both groups had to clarify what the

students had to do. Second, Step 8: Motivate Students To Learn, was

not done because students had been paid to participate, and the passages
were too short to attempt specific motivational statements in the advance

organizer. Third, Step 9: Introduce Vocabulcry was not done because

the reading level had been controlled, and almost all new vocabulary was

measured directly on the Advance Organizer Test. Presenting any informa-

©
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tion in the advance organizer that could directly provide an answer to a
test item was avoided. In addition, knowledge of actions and motivational
statements had proved to make little difference in student response to
advance organizers in the preliminary investigation. Appendix M contains
the complete test package, with the advance organizers, that was distri-
buted to students. Each advance organizer contained an opening and a
closing paragraph that were similar across the three passages. The

middle three paragraphs provided information relevant to each specific
passage.

Results from the preliminary study indicated that students must be

made aware of advance organizers in order to maximally profit from them.
Two procedures were employed to actively engage the student in the use
of the advance organizers. First, a short training session was held.
Using an overhead projector, advance organizers were defined, and the
components of advance organizers discussed. The seven categories used
to consfruct the advance organizers were presented. Students were told
that an advance organizer would be read to them before each reading
passage, and that if they listened for the information presented in the
advance organizer it would help them to do better on the test. The
training narrative is provided in Appendix N,

A second procedure was used to make the student interact with the
advance organizer. Students were asked to underline the parts of the

advance organizer passage that they thought would help them when they

read the reading passage. As the researcher read the advance organizer

passage, students were asked to underline. Students were told that they

could use the advance organizers as they read the story, but not while

they answered the test questions.
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Therefore, the treatment condition was comprised of a short train=
ing session on advance organizers immediataly following the Social
Studies test. Before each reading passage and test, an advance organizer
was read to the students while they followed along. Students wer2 asked
to underline what they felt were the most important parts of the advance
organizer.

Control Condition. The control group was given the Social Studies

subtest, and after being civen the general directions, read each passage
and answered the test questions. Students were not given any advance
information about the passages. The test package included in Appendix M
(minus the advance organizer passages) was used for the control group.

General Procedure. The data collection took place in a large

classroom and/or an auditorium. Each student had his or her own work
space. As each student entered the testing area he/she was handed a
large envelope and was told not to open it until directed. Once all
students were present, students were instructed to put their names on
the envelope. In addition, a verbal roll call allowed the construction
of a seating chart for recording test taking times for each student.
Students were directed to carefully remove the set of test materials
from the envelopes. The Social Studies test was on top, and was admin-
istered first. Once the Social Studies test was completed, all test
protocols were collected and two research assistants began scoring them
immediately. The general cirections were then read to the students
(Appendix M). Students in the treatment and control groups were in
separate rooms, and engaged in the treatment or control conditions

described earlier.
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Students in both groups were instructed to put the passage (and
advance organizers for the treatment group) back in the envelopes before
they took the corresponding test. The time that each group began the
reading passage was recorded. Students were told to raise their hand
when they finished taking each test. Using the seating chart the time
that each student took for each test was recorded. Students were
directed to sit quietly and wait until all students had completed the
test.

When all tests had been completed, students were paid the two
dollar incentive and they returned to class. Those students who needed
to clarify their Social Studies test were retained until the responses
- had been clarified according to the test responses directions. They

were then paid, and returned to class.

Experimental Design. A posttest only, control-group design as

described by Campbell and Stanley (1966) was used in this study. As a

[ control variable for background information, the Social Studies subtest
e of the Woodcock-Johnson Psycho-Educational Battery {Woodcock & Johnson,
1977) was administered. Preliminary inspection of the data indicated the
possibility of sex differences. T-tests were used to determine if sex
was a factor. The t-tests indicated that sex differences were present
in the LD group. As a result, sex was used in subsequent analyses as a
covariate.

The independent variables were subject groupings (LD versus NA),
and the experimental conditions (treatment versus control). The de-
pendent variables were the types of information recalled (important

versus unimportant) as measured by the Advance Organizer Test.
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The three null hypotheses tested in the primary investigation were
as follows:

Hypothesis I: There is .ynificant difference between the
classification of students as LD and NA and performance on the dependent
variables.

Hypothesis II: There is no significant difference between students
in the experimental and control groups as measured by the multiple-choice
taests following the treatment.

Hypothesis IIl: There is no significant interaction between the
classification of students and the type of information learned as a
result of the treatment.

The hypotheses were tested using mu]tivariate analysis and covar-
iance procedures (Finn, 1976). Wilks' Lambda was test of significance
used. An approximate F was calculated for each test value. A .05
probability level was used for-tasting the significance of F.

Test Reliability. The internal consistency reliability of the

tests was determined by computing coefficient alpha for each test and
group. Since coefficient alpha is equivalent to the reliability coef-
ficient resulting from the use of the Kuder-Richardson No. 20 formula
when dichotomous data is used, the computed reliabilities could be
compared tc the reliability coefficient computed for the test valida-
tion. Reliabilities were not computed for each passage test, as was
done during test development, but were computed for important and un-
important information across the three passage tests for each group.
This was done because statistical analysis was done on important and
unimportant information, and not by individual passage tests (repeated

measure design).
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The reliability for the test of important information across all
subjects was .84, and .83 for unimportant information. For the LD
group, the reliabilities for important and unimportant information were
both .78. The reliabilities for important and unimportant information
for the NA group were .81 and .65, respectively. These reliabilities
are presented in Table 10. The reliability of the tests were all well
within the range obtained during the test validation phase. Therefore,
it was concluded that the tests were nighly reliable for the purposes of
measuring and interpreting the effects of the experimental conditions.

Cc ol of Other Factors. The time that it took studencs in both

experimental conditions to read each passage and take the test was

recorded. An estimate of the difficulty of the tests across groups was
indicated by the amounf of time it took students to complete each passage
and test. For the LD treatment group the average time was recorded at 9
minutes, 27 seconds (SD = 1 mif. 34 sec.). The average time for the LD
control group was 10 minutes and 30 seconds. (SD = 1 min. 41 sec.).

For the NA treatment group the average time was 9 mintues 2 seconds /SD
= | min. 49 sec.), and for the control group, 9 minutes and 32 seconds
(SD = 1 min. 47 sec.). The tests did not appear to require a signifi-
cantly greater amounts of inspection and response time for any specific
group of students. This finding may indicate that the reading Qnd
interest levels viare adequately controlled across students.

In order ton determine whether students actually received the advance
organizer treatment, the average number of words underliined and the
number of different continuous underlines were counted. This measure
allowed comparison of the LD and NA groups to determine whether perfor-
mance on the dependent measure could be explained in terms of receiving
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TABLE 10

Reliability Coefficients for Advance Organizer
Test: Primary Investigation

LD SUBJECTS (n = 46)

Alpha

Important Information (30 items) .78

Unimportant Information (30 items) .78
NA SUBJECTS (n = 51)

Important Information (30 items) .81

Unimportant Information (30 items) .81
TOTAL FOR ALL SUBJECTS (n = 97)

Important Information (30 "items) .84

Unimportant Information (30 items) .83
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or not receiving the information in the advance organizer. Analysis of
the underlined protions of the advance organizers indicated that LD and
NA received similar information from the advance organizer, and at
similar rates. Across the three passages LD students underlined an
average of 73.2, 77.5, and 52.4 words per story. The average number of
different continuous underlines counted were 8.4, 7.7, and 7.8. For the
NA students the average number of words per story was 74.8, 87.8, end
56.6. The average number of different continuous underlines counted
were 10.6, 9.7, and 10.9. Very 1ittle variation was found between
groups on similar passages.

As a result of the consistency in the test reliabilities founa
between the test validation sample and the primary investigation, the
level of these reliabilities, the small differences in test-taking
times, and the small differences in the reception of information in the
advance organizer (as measured by underlines), the effects of the test
and the environmental conditions at the time of the treatment were
Judged to have had 1ittle influence on the treatment effects. Control
of these factors allowed for a clearer interpretation of the effects of

the experimental conditions.
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CHAPTER IV
RESULTS

The purpose of this study was to determine the effects of advance
organizers on learning disabled adolescents, processing of verbal infore
mation under both controlled and natural conditions. First, a test was
developed and validated to mezsure the quantity and quality of learning
that might be affected by advance organizers. Second, a preliminary
investigation was corducted to develop and validate criteria for construct-
ing effective advance organizers. This pilot study investigated the
procedures necessary for training teachers to use advance organizers
most readily adapted to the regular class-oom, and the effects of advance
organizers on student in secondary school settings. Third, a control-g3roup
study was conducted using the validated test instrument. This inQestigation
examined the experimental effééts of advance organizers as a cognitive
mediator with LD adolescents as compared to normally-achieving adolescents.

The test developed to measure the effects of advunce organizers,
and the findings of ®he preliminary investigation described 1p Chapter
[II were used in designing and implementing the primary investigation.
Three hypotheses were tested in the primary investigation. They were as
follows:

Hypothesis [: There is no significant difference between the
classification of students and performance on the dependent variables.

Hypothesis II: There is no significant differznce between students
in the experimental and control groups as measured by *he multiple-choice
tests following the treatment.

118§
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Hypothesis II1I: There is no significant interaction between the
classification of students and the type of information learned as a

result of the treatment.

The results of the multivariate analysis of covariance (MANCOVA)
indicated that all three-null hypothesis be rejected. The means and
standard deviations are reported in Tables 11 and 12. Wilks' Lambda was
the tests of significance used in the multivariate analysis (Table 12).
The results of the MANOVA for the covariates are reported in Table 14.

Hypothesis I. The multivariate test indicated a significant dif-

ference in the distribution of group‘centroids (Table 13) based on
classification across both dependent variables. (Wilks' Lambda = .82837,
F-value 9.32335, p .001, df = 2, 90). The univariate analysis indicated
significant di““:rences between groups for each of the two dependent
variables, impc. nt and unimportant information. For important informa-
tion the difference was significant at p .00l (F-value = 4.58552, df =
1, 91). Unimportant information was significant at p .04. (F-value =
18.67326, df = 1, 91). Based on these analyses, null hypothesis I was
rejected. The classification of students as LD or NLD affected total
test performance, and performance on each type of information measured.

Hypothesis II. The multivariate test indicated a significant

difference in the distribution of group centroids (Table 13) due to
treatment across both dependent variables (Wilks' Lambda = .73446,
F-value = 16.26948, p .001, df = 2, 90). The univariate analysis in-
dicated significant differences between groups for important informa-
tion, but not for unimportant information. For important information
the difference was significant at p .00l (F-value = 15.36126, df = 1,
91). The level of significance for unimportant information was cal-

culated at p = .247 (F-value = 1.36022, df = 1, 91). Based on these
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TABLE 11

Cell Means and Standard Deviations for Dependent Variables by Experimental Concition

ADVANCE ORGANIZER CONDITION

LD Subjects

Important Information
Unimportant Information

NA Subjects

Important Information
Unimportant Information

CONTROL CONDITION

LD Subjects

Important Information
Unimportant Information

NA Subjects‘

Important Information
Unimportant Information

Total Sample Important Information

Total Sample Unimportant Information

ERIC

Full Tt Provided by ERIC.

MEAN

18.95652
14.43478

22,11111
23.33333

12.73913
18.08696

20,87500
22.58333

18,83505
19,79381

STANDARD

DEVIATION

4.62678
5.27280

5.04848
4.16949

3.99110
4,68957

5.05029
2.66893

5.87665
5.565641

N

23
23

217
27

24
24

97
97



TABLE 12

Cell Means and Standaru Deviation for Covaric tes

SEX
LD Subjects

Advance Organizer Condition
Control Condition

NA Subjects

Advance Organizer Condition
Control Condition

SOCIAL STUDIES SUBTEST

LD Subjects

Advance Organizer Condition
Control Condition

NA Subjects

Advance Organizer Condition
Control Condition

ERIC

Full Tt Provided by ERIC.
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MEAN

1,52174
1,30435

1.70370

1.41667

175,34783

177..43478

183.81481
184.83333

STANDARD

DEVIATION

4704/
51075

- .046532

.50361

4,21694

4.92513

3.63780
4.39037

|==

23
23

27
24

23

23

27
24



TAME 13
Suamary of HANCOVA and MANOVA for Primary Advance Orgainzer Investiyation

SIGNIFICANCE
TREATHENT VALUE F df of F
Multivariate less
llotelling's T .36154 16.26948 2,90 0,000 *
Wilks' Laubda ' 73446 16,26948 2,90 0,000 *
Important Inforwmation 15,36126 1,91 0.000 *
Unimportant Information 1.36022 1,91 0.247
CLASSIFICATION
Multivariate Tes
Hotellln,'s T .20719 9.32335 2,90 0.006 *
Wilks' Laubda .82837 9.32335 2,90 0.000 *
Important Information 4.58552 1,91 0.035 *
Unimportant laformation . , 18.67326 1,91 0.000 *
CLASSIFICATION BY TREATMENT
Mul tivariate Jes
Hotellina 's T .37478 16.86504 2,90 0.000 *
Hilks' Lanhda 12739 16.86504 2,90 0.000 *
lipo-tant Information 8.72198 1,91 0.004 *
Unimportant Information 5.84511 1,91 0.018 *
TREATHENT FOR LD CLASSIFICATION )
Multivariate Iess
Hotelling's T 72710 32.71951 2,9 0.000 *
Hilks' Laubda .57901 32.71951 2,9 0.000 *
Important Inforwation 23.57921 1,91 0.000 *
Unimportant Information 6.44192 1,91 0.043 *
TREATIENT FOR HA CLASSIFICATION
Hultivariate Igs&
Hotelling's ' 1 01996 .44836 2,90 .640
Hilks' Lanbda .99013 ,4483¢ 2,90 .640
lwportant Inforuation .81266 1,91 370
Unimporiant Information .59269 1,91 -443




SEX

Important Information
Unimportant Information

SOCIAL STUDIES SUBTEST

Importént Information
Unimportant Information

ERIC
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BETA

WEIGHTS

. 14835
-.0N240

.30970
.18402
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TABLE 14

Summary of MANOVA Results for Covariates

STALDARD

ERROR T-VALUE
.97293 1.47639
.91824 -0.02307
0.11046 3.08322
0.10425 1.76470

SIGNIFICNACE
oF T

0.143
0.982

.003
.081



analyses, null hypothesis Il was rejected. The treatment condition
significantly affected the test performance of students as a whole.
However, the treatment significantly affected the recall of important
information, but not unimportant information.

Hypothesis IIl. In addition to the significant main effects, the

multivariate test indicated a significant interaction (Table 13) between
classification and treatment (Wilks' Lambda = .72739, F-value = 16.86504,
P .001, df = 2, 90). The univariate analysis indicated significant
differences for both important (F (1, 91) = 8.7%, p .0l) and unimport-
ant (F (1,91) = 5.85, p .02) information. The presence of the inter-
action makes the interpretation of the main effects demonstrated under
the first two hypotheses difficult. Therefore, in this investigation

the interaction is of primary ii.portance. This interaction is graphi-
cally illustrated in Figure 12. For the NA group the advance organizer
consistently increased the grbhp means for both important and unimpor-
tant information. For the LD group the interaction effects were dramatic.
Students not given the advance organizer passage recalled significantly
more unimportant information than important information. The reverse
occurred for students who received the advance organizer treatment.

More important information was recalled than unimportant information.

The advance organizer treatment significantly increased the total recall
of information for all students, and also increased the amount of impor-
tant information recalled by LD students, but decreased the amount of
unimportant information recalled by LD students. The type of information
recalled by the NA group was not affected by the advance organizer

treatment. 1 1 4
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Figure 12

Graphic Representation of Interaction

between LD Classification and Performance on
Dependent Variables based on Cell Means
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A multivariate analysis nf variance was used to determine the
simple effects of the treatment for the LD group and NA (Table 13). For
the LD group (trwatment versus ontrol), the multivariate test was
significant at p .00l (F-value = 32.71951, df = 2, 90). In addition,
significant differences were found for both important (p  .001) and |
unimportant (p  .02) information. For the NA group the tests sf signi-
ficance for the treatment condition were not significant for either
test, or overall (p .05). Therefore, while the three major hypothesis
were not rejected, the treatment affected the LD group, but not the NA

group. Although the means for the NA group showed an increase, this

increase was not statistically significant.
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CHAPTER V
SUMMARY AND CONCLUSIONS

Summary |

The success of current efforts to maxim.ze the experience that LD
adolescents receive in the sacondary content classroom is dependen: on
three factors. First, special education programs must develop curri-
culum approaches that promote independent success of the student in the
secondary content classroom. Second, envirommental supports must be
available to the LD adolescent in the secondary content classroom that
interface with skills learned in the special educition setting. Third,
teachers must enlist the student's active participation in the learning
process.

In the past twenty years,- there have been seve}al curriculum
approaches developed for effeeting change in the LD adolescent. However,
only one model, learning strategies, has attempted to define the outccmes
of their curriculum as the independent success of the student in the
normal secondary curriculum. Empirical research has demonstrated that
the learning strategies approach can affect LD adolescents approach to
reading, writing, and listening tasks required in the secondary class-
room (Deshler, Schumaker, Alley, Warner & Clark, 1981). This data lends
support to the theory that LD adolescents who approach tasks inefficiently
i.e., possess inefficient learnin? strategies may be t¢ ,ht strategies
that will make them more efficiently respond to learning tasks. However,
actual increases in classroom performance as an effect of this training
has had only limited success. This limited success may be due to an
over emphasis on the student, and not enough emphasis on the environ-
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mental conditions affecting the student in the secondary content classroom.

The environmental supports made available for LD adolescents may
affect how well a student learns and generalizes skills that have been
learned. However, environmental supports can only exist if classroom
teachers are able and willing to provide such supports. In special
education, %“he ability and wil]ingneés of teachars to assist mainstreamed
students has been addressed pr%mari]y through c~nperative planning
(Riegel, 1980). Yet little research exisis related to how cooperative
planning should be initiated, and what skills content teachers should
have as a result of cocperative planning. One technique, the advance
orgariizer, has been proposed as a skill that secondary content teachers
could use that might benefit LD adolescents.

The present investigation examined whether advance organizers would
make the LD adolescent more efficiently receive, select, and proéess
important versus unimportant information on selected academic tasks.
There were three phases to this study. First, 51 LD and 63 NA subjects
participated in the development of a ls:5i to measure important and
unimportant information. This test was used to evaluate perfo-mnance of
LD and NA adolescents on the two dependent variables (important and
unimportant information) in the third phase of the study. Second, eight_
LD adolescents, one NA adolescent, and ten secondary content teachers
participated in a preliminary study designed to investigate the use of
advance organizers in an applied setting. Using two multiple-baseline
designs across teachers and students, teachers were trained to use
advance organizers, and students were trained to listen for advance
organizers. This phase generated information regarding how organizers

might be used and constructed in a natural setting. Third, the primary

-—
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investigation examined the effects of advance organizers under more
controlled conditions. There were 46 LD and 51 NA adoTescents involved
in this phase. The advance organizer test, developed in the first phase
of research, was used to measure how LD and NA adolescents performed on
measures of important and unimportant information under treatment and
control conditions.

A post-test only design was used with sex and social studies know-

ledge as covariates. Students were randomly assigned to treatment and

control conditions. Students in the treatment condition were briefly
oriented to the use of advance organizers as an aid to learning, and
were then given the advance organizers befcre reading a passage and
taking a test.

Results of the preliminary investigation demonstrated the efficacy

of using"advance nrganizers in secondary classrooms. All teachers were

able to learn to use advance organizers in their classrooms with minimal
training, and all students showed increases. in their awareness to teacher
use of advance organizers after training.

The primary investigation addressed the more substantive issues of
the quantity and quality of information learned as a result of advance
orgar izers. In order to explore these issues three null hypotheses were
tested:

Hypothesis I: There is nc significant difference between the
classification of students and performance on the dependent variables.

Hypothesis II: There is no significant difference between students
in the experimental and control groups as measured by the tests following

the experimental condition.
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Hypothesis III: There'is no significant interaction between the
classificatic of students and the type of imformation learned as a
result of the treatment.

The data were analyzed using multivariate statistics. The results
of the analysis indicated that all three null hypothesis should be
rejected. Across all students, the advance organizer treatment signifi-
cantly increased test scores. However, when the data were analyzed for
each group, the difference was significant for the LD group (p .08),
but not for the NA group (p .05). A significant interaction was demon=
strated for the LD group on the type of information learned (p .05. LD
students in the treatment group identified more important information
than the ;ontro] group. Students in the control group identified more
unimportant infonnatioﬁ than students in the treatment group. In addition,
LD students performed significantly poorer than NA students on measures
of both important and unimportant information. However, this distance
was minimized when the advance organizer treatment was present.

Conclusions

The results of this investigation support the postulation that
advance organizers can exert a positive influence on the learning of LD
adolescents. This influence can be described in two ways. First, the
advance organizers used in this study increased the amount of important
information that they could identify from the reading material. Second,
the advance organizers diminished the amount of unimportant information
that they detected. VYet, of practical significance is the fact that NA
adolescents were not negatively affected by the treatment. I[n fact,

increases were seen in the amount of information learned by NA adoles-

cents, although this was not significant.
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These findings also lend support to the "strategy deficiency hypo-
thesis" as applied to the learning disabled adolescent. LD adolescents
in the control condition attended to more unimportant than important
aspects of the material. The advance grganizer countered this perfor-
mance. Brown and Smiley (1977, 1978) suggested that the ability to
discern important from unimportant information is developmentally based
and is closely related to effective strategy use. If this is true, then
the poorer performance of LD adolescents on this task suggests that LD
adolescents are developmentally delayed in developing strategies to
effectively select and organize information relative to the learning
task.

The finding that LD adolescents may be developmentally delayed on
this measure when compared to NA adolescents is contradictory to the
findings of Tarver and Maggiore (1979). Tarver and Maggiore found that
the cognitive difference between LD students and NA students diminished
as LD students approached adolescents. However, the differences in
findings may be attributable to the fact that Tarver and Maggiore used
tasks that were not parallel to the demands of the secondary sectting.
If this explanation is accepted, then this finding illustrates the
importance of considering the impact of the environment of secondary
schools on the learning of adolescents. Tasks appropriate for measuring
the learning of younger students may not accurately represent the pro;
cessing demands that LD adolescents must face in secondary schools.

- The advance organizers used in this study produced such dramatic
changes in the type of information recalled by LD students. This finding
reinforces the notion that strategy training can impact the performance
of LD adolescents. The advance organizer, as conceptualized in this
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study, was able to promote more efficient processing of information by
LD adolescents on tasks closely related to what is required of them in
the secondary content classroom.

Educational Implications

The experience of LD adolescents in the mainstream can be maximized
only if special education programs are designed to promote the independent
success of students in the mainstream, and environmental supports are
made available to LD adolescents that correlate with learning and skills
learned in the resource room. Advance organizers is a technique that LD
teachers can easily present to secondary content teachers as one type of
envirommental support. Additionally, the LD teacher can train the LD
student to listen for ;dvance organizers in the content classroom in
order to more efficiently identify and process the to-be-learned informa-
tion. This cueing of students.to announce the presence of advance
organizers, and the training to identify and use advance organizers may
be the most critical factor in affecting student performance. These
factors incorporate the aid of the student in learning. Changes in
teaching behavior alone, without considiring what the learner brings to
the learning task may not influence student learning (Ausubel, :969;
Jermstedt, 1976). If special education instruction is designed to
promote the independent success of the student, and envirommental supports
are present in the secondary content classroom, then the effects of

advance organizers, as conceptualized in this study, should be positive.

Limitations

There were several limitations in this study.
1. The participation of research subjects in this study was

greatly affected by three factors. First, not all students in the test
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validation phase were paid incentives. This may have affected their
performance on the tests. Second, there was a high rejection rate for
the number of students who were asked to participate, especially in the
district where no incentive were allowed. Participation was on a volun-
tary basis rather than on random selection. The expense of obtaining
subjects in terms of time and money in future research must be weighed
against the generalizability of the data that is generated. Third, the
number of LD adolescents who fit the LD identification criteria was
Timited. Originally, the investigators had proposed using a group of
low-achieving students as a comparison group. However, the numbers of
students who fit the low-achiever criteria were either in an LD program,
or were characterized as being truant. Therefore, those students who
actually participated in the phases of this study are a sub group of
those students actually served-in the LD programs. Furthermore, results
are based on LD students in eastern Kansas and western Missouri. This
limits the generalizability of the data.

2. The dependent measure used in this study was developed for
this study, and was not a standarized test. Therefore, the results of
these tests rmay not be generalizable to other populations.

3. The findings of the preliminary study may not be generalizable
to other populations since a single-subject methodoloqy was employed,
and time limitations prevented the collection of data that would have
documented the durability of training effects.

4, Analysis of student performance on the tests indicated that
the test passages were not equivalent in terms of Jifficulty. The
passage on the Aborigines was much easier for all students, especially
for NA students.
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5. The identification of idea units for the development of the
test measure was &one by adults who were good readers rather than adoles-
cents who were good readers. Ideally, the identification of the idea
units for subsequent item writing should have been done with normally-
achieving adolescents.

Future Research

Advance organizers represent only one area that relates to skills
needed to assist LD adolescents in the mainstream. Other research to
develop a set of techniques that might be available for secondary content
teachers via a cooperative planning model or through teacher training
programs would be worthwhile.

In the area of advance organizers, research needs to be done on the
categories and combinations of categories used to develop advance organi-
zers. [t may be that single categories may not influence performance as
much as the interaction of these categories.

Finally, a critical element in this study was the training of the
student to be aware of advance organizers. Further research and develop-
ment in training materials for the student are needed. The ultimate
goal of research, however, should be on teaching the LD adolescent to
generate his/her own advance organizers in the absence of teacher formu-
lated advance organizers. The ability to do this may well be what

separates LD adolescents from their normally-achieving peers.
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Selection and Validation Criteria

Sclection of Subjects

Learning Disabled Students. Subjects for this study will be selected
Trom a %irgnf population of secondary LD students currently served in
senior high school programs. Participants will be enrclled in grades
10-12 and will ba recaiving special sarvicas at least one hour a day

, .. in the resource room'from a teacher who mests Xansas certification in
the area of learning disabiltties. No participant will be enrolled
in the rescurce room for more than 3 hours each day. Information regard-
ing age, I[Q, grades, retentions, absentseism, academic achievement
and other marker variables listed below will be collected. A Valida-
tion Team consisting of one school psychologist and two LD specialists
will independently rata the information from school records to deter-
mine that their sole handicap is learning disabilities. This aporoach

*  will insure that all subjects participating in the study are commonly

defined using a specified criteria. The criteria to be used will be
nne of exclusion. Students who demonstrate one or more of the follow-
ing condfitions will be excluded from the sample:

1. Oemonstratss reading abiiity above the 7th grade reading
level gr has a discrepancy between grade placement and
reading achievement of 4 or more years as measursd on the
most recently administared individual achievement test.

2. Students whase intslligence scores fall below one and a
half standgrd deviations from the mean. .

3. Students who fit the definition of “children with personal
and social adjustmant problems” which were manifested pefore
the student evidencad learning problems. The definition of
these children which will be used by the Validation Team is
as follows: Persomal and social adjustment probiems typicaily
manifest themselves as marked bshavior excesses and deficits
which persist over a period oF time. Genavior excasses and

deticits include the rollowing:

a. Agressive and/or anti-social actions waich are intended
to agitate and anger others or to incur punishment.

b. Inappropriats and/or uncontrollable emotional responses

c. Persistent moocds of depression and unhappiness

d. vithdrawal from interpersonal contacts

e. Behaviors centrally oriented to personal pleasure-seeking
with little or no regard to the consequencas of any acts

Singly or in combination, behavior excesses and deficits may
be indicative ¢f emotional disturbance, menta]l illness, or
social maladjustment if they are manifestsd over an extended
period of time in various environments, and may intervars with
social interactions and (earning.
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4. Students who are ecoromically disadvantaged. In order to fit this
catagory, a student's family must have financial difficulties so
severe that they require substantial assistance from SRS or other
government agencies. Examples of youths who may fit this categury
are: Youths whose parents are on welfare; a youth whose mother
receives ADC payments.

S. Students who are environmentally disadvantaged. In order to fit this
category, a stodent's home environment must have been or be sub-
stantially different from the family environment of most children
and represent a severe level of deprivation or negiect before the
learning problems surfaced. Examples of youths who may fit this
category are: A youth who has besn formally placed outside the
natural home; a youth who was abused Or neylected to the extent
that formal inquiry was made; 2 youth who was somehow isolated from
any life outside the home; a youth whose parents were killed and
has 1ived in several homes since then.

6. Students who are culturally disadvantaged. In order to fit this
category, a youth must have been raised in a cultyre either within
or outside the Unitad States which is substantially different from
public school education. Examples of youths in this category are:
A youth raisea within a "cult* or religious sect with schoeling
which does not approximate public education today; a youth raised
in another country with 1ittie or no training in reading, speaking,
speaking or writing English.

7. Students who are sensorally handicapped. Hearing Impaired. The
definition for a primary disability in hearing w1i'l'l & a 10ss of

26 or more decibels in one ear or both ears. This indicatas that
a youth needs help from a professional and is considered a primary
impairmant by audiologists. Visually Impaired. The definition

of a visual impairment which may necessitate special programming

is visual acuity less than 20/70 in the better eye with correction,
or evidence of chronic narrow field of vision or any other cnronic
visual problems other than those that have been corrected with
glasses or contact lens.

8. Students who are physically handicapped. This category would
include any student with a physical impairment (e.g., heart aiiment,
orthopedic handicap) that has resulted in the student not being
able to participate in regular school programming and activities.

In sumary, students with no severe deficits and students whose deficits might
be linked to some other disability or disadvantage will not be members of the
LD population as determined by Validation Team.

Normal Achievers. The criteria for selecting normal achievers will be any stu-

dent wno has never received, or has been referred for special education services,

does not meet any criteria listed for the learning«disabled.and does not meet
only critaria 1isted below:
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l.

2.

.

Has received an F in the most recent grading pericd in an

dcademic subject other than math (e.g., social studies,
science, English.)

Scored below the 33rd %ile on the most recently adninistersd
group achievement tast.

Classified as having average [Q by either a group or individual
measure.,
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flate:
Recorder:

SCHOOL RECOROS DATA SHEET

SECTION I: BASIC INFORMATION

1.
2.
3.

8.

10.
1.
12.
PR
14.

15.

Youth.s cad. No..tl“‘.t-tul.tlt'cotltct".tu'o'otuc.tloiu

Youth.s B1rth mu.'l‘l.l..ll.llll‘tl.“l..0.“.“‘-‘....- / /

Youth's Sex Mal@eeesennononcencal
" - Fwal.CUCCOCCUUUQClOZ

Ycuth's Rac' llihit.llll‘ll..l.l...l

BlaCK.ceeeeoeoanaaced
HISPANICeeeeseancceed
Native American.....§
AS{aN.cscecacereoneed
Other (explain)..... 6

Youth's Grade Lavel 158_-8_ SChool YRAr.,...c.cevenconcs
Circle the gradas that this subject has repeated.
Nore K 1 2 3 &4 -5 6 7 8 9 10 11U 12

Circle the grades in which tﬁ?s%sgbiect formally roceived special
education sarvicas,

Nore X 1 2 3 4 5 8 7 8 9 1 11 12
[s a lanquage cthar than £nglish the typical ianguage spoken in the home?

(Circle one) MO.....1 YESeeeoel BILINGUAL......3
If ves, what language........
Youth's Dtagnosis ) No Yes QOate of Diagnosis

Learning disabled 1 2
Emotionally disturted 1 2
Mentally retarded 1 2
Multiple handicap 1 2
Physical handicap 1 2
Non-catagorical 1 2
Other ( ) 1 2

Total nunber of elementary schools attended (graces 1-6)

{elementary scnools)

Total number of junior high schools attanded (grades 7-9)
{JumiQor highs)

Total number of high schools attended (grades 10-12)

{(high scheois)

Total nymber of grade retentions

(retantions)
Total number of suspensions (7th grade & up)

{suspensions;}
Number of principai/counsalor contacts for disciplary
purposes in the 1981-82 schaol year

{contracts)
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16, s there evidence of any of the following in the student 's record?

No Yes
Convulsive disorder 1
Physical handicap 1
Serious fliness 1
Serious accident 1
Orug Therapy )

LAS TN A BN oS TN AN TN oV )

Please explain each "yes" :

17. For each of the conditions below are there indications that =he concdition
pertains to this student? These indications would be cbtained from
sources such as school records or teacher, parent, or other informants'
reports. See the Instructions sheet for the definitions of these
conditions.

For esach condition circle the number under the appropc~iate column.

No Information [nformation Information
is Available Indicates Indicates

No Problem & Problem
Imotional QOisturbance or . .
dersonal & Social

Adjustment Problems 0 1 2
Aearing Impairment 3 1 2
Yisual Impairment 92 1 2
Shysically Handicapoed 4] 1 2
Zultural Jisadvantage 3 1 2

«
~y

Zavironmental Jisadvantage
zconomic QOisadvantage 0 ' 2

vauth Cbtained a very Low Score

an an Ability or [Q Test

‘+,e.,-2 SD's Selow the mean,

ar worse) s ) 2

1€ any of “he above conditions are indicated for cthis subjecs, what information
so1nts %0 the oresence of these conditions? ‘Plesase indicate €or aach whether
the sroblem occurred befars or after LD was Jiagnosed.
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Course grades and atteNdANCE..cccoviveeaviciescicrscorsscnseses

—

Subject Title . . . Subject Title “e Y ]
25 35 § 23 &2 3
!
l
|
1

Ab11ity/Aptitude/Intelligence Test Score
"1 Name af Test | Yame of Standard | Grade | Age %ile %ile Grade Qata(s) of
~¢luaing Fom) Subtast(s)| Score Score | Score | Scare | Score | Place= Administraticn
. by Aqe | by mnt at m. | dcay| yr.

- Grade | Testing
Reading/Achievement Tast Qata

"V Name of Test | Namg of Standard | Grade | Age <ile ile Grade Dace(s) of
~¢lydaing Form) Subtest(s) | Score Score | Score [Score |Score |Place- Administracion
by Age |by mnt at ma. | day| yr.

Grade |Testing
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Tyliomania

Unell 16 S/Ehe favorite of all flowers in Eurspe was the rose, /Out in
1 short timefpublic opinion changed in favor of the tulip./ Tulips Aad #irst
been brougnt to Germapy from Turkey in 1559./ They were first brought into the
Netherlands in 1593./ The general pubiic began to *ake an ifntarest in this
new flower/as the result oY a sudden craze for tulips {n Paris./ Suddenly
the %ulip found {tseif considered an important f1cwer/hnd d sign of wealth.
At that very monent,/the sudden spread of a plant disease produced several
strange cnanges in its petals./ People took advantage of this plant disease
by producing many new kinds of tulip./

The rush for tulips had now sgread througn Europe. /The !ietnerlands,fand
in papticular the town of liaarlem,/became the main supplier of Bulbs./ In
1625/the bulb of a favorite tulip was already worth {ts weight in gold. /The
experts creatad o nk.éziolet. yellow tulips,/and ozhers jusjng many colors
in saveral ways./ Hunlreds of differenz kindS were grown. / The bulds sold
for nign prices. A1so./1t wds @asy 0o grow :them/on the smallest pieca of
land./ Everyone wanted to get in aon this new adventure./j .

The weavers of Haarl ,/Lho rad an {mportant trade in this :cwn./éhrew
themselves into Shis work/even though they knew nothing of tulips./ Tn
fower trade grew and grew t0 an all time hign in the wintar of 1636./ It
er.ded quickly just a few montns later./This craze has sinca been named
“tulipman a.;é;ivorybody became involved. Gutcners./irrand-boys. innkeepers,
Sarbers, chimney-sweeps ,/and tax-cpllectors,/were struck with “tu 1:mania.;/ ot
one class af people was 'eft out. / The few Citizens wno kept their neac .
calied 2he rest /'the hooded ones.'/hThis refarred to the noods worn Dy
macmen.

[n the tawn of Hoorn/a house was bougnt for the orice of taree tulio
silbs./ tinen several buyers were 3fter the same >dulb/they did not resitate
to offer the sailer nuge bribes. /They mignt offer him a coacn,/or a fine
team of horses./ 3uyers and sellers met twa Or inree evenings 2ach week.
They met in dark /wneie their trading lasted lats into the nigntv/ The same dulb
mignt se sold as’ many as ten timas in a single day./

any pecole nad bougnt on credit.(/!f they were not able %3 sell the Sulbds /
h

*hey fqund themselves not 3ble %o pay their 5iils. / Suddenly the public hecame
scaredzbecause che zsuntry's wealth came from a system dased on credit./ On the
24th of fenruary/a grouo met in Amsterdam and aecided from tnat aay eq/.nly
~antraces drawn o Jefore -he 10th of .ovemner L5636 /vere %0 e piyed. /Cartier
~antracss ~ere cancellpd./ The nuyer could ‘ree nimsal? of ais cantradt dy
faying 3 small moun;é%o the sel!e;/énd returning %ne Sulb * ﬁimq/TOn e
27%n,of Aoril Ane States a¥ ‘loliand/ approved :his Zacision. ' Jn tde foiiowing

:a¥/4he srice/ f3r the mest zostly Julbs drooped from one stousand 3 ten
10 1ars./734n1:7 nad returmed }/{: tne orica 3f many individual :raqedies.//
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APPENDIX D

e Passages and Idea Units Rating Forms




The Passage used for constructing the tests of important and unimportant in-
formation were taken and adapted from the following sources:

Aborigines

Reader's Oigest. Great adventures that changed the worid. Pleasantville,
New York: The Reader's Ligest association, Inc., 1378, 227-230.

Tul ipmania

Zunthor, P. 0111; 1{fa in Rembrandt’'s Holland. MNew York: The Macmillan
CO.. 196 s Q¥e24.

Greece

Eliet, A. The horizon concise history of Greece, New York: American Heritage
Publishing Co., 1372, LB5-154.




*I DREAMED THAT GREEZZ MIGHT STILL BE FREE"

The Turks referred to their alien captives as rayan. The word means “catile.®
[t was not an insult to the Greeks or any other conauered people. !* was
simply the expression of an atiitude. The Turks nad long been people wno
roamed the Eurasian plains. They lived togetner with Zheir flocks and nerds
4s long as conditions permitted. ilow Constantinoole, together with a growing
empire, beionged to them. They were very devoted to the spread of lslam. Tne
Christians that they ruled felt no such devotion. Christians within ®he
Turkisn ruie were seen by their Turk masters as lacking true religion or spirit.
That made them "cattie” from the toslem viewpoint. Christians within the
empire were forbidden to carry wedpons or to ride on horseback. The Turks felt
such things would not be natural for them.

Every Cnristian had to pay a yearly "head tax“ 2o keep his head on his
shoulders. [f they didn't they were beheaded. Every Christian family that
had five male children had to give one son to the Turks to be raised as a
Janissary, an important soldier in the Turkishn army. The word comes from
the Turkish yeniceri. The word means “rew soldiers." Janissaries formed a
special army. (Mosiem parents used to sneak their children into Christian
homes in the nope that they would be officers in the army.) They couid not
marry. All their loyalty was at the kings command. They were the most im-
portant guards fn Turkey. The only other Christian soldiers were the Knights
Templars. This cruel tax at least guaranteed & job for sons who were taken.
Christians could only watch wnen they saw their mos: beautiful daugnters taken
dway to the Turks” to be harem slaves. llarem slaves were kept in luxury, and
mignt even become the mothers of important Turks and «xings.

The prophet !ohammed directed his followers to allow religious freedom
to tne "Pecple of the Book.” That included Jews and Christians. Therefore, the
Greek Christian archbisnop wdas carefully respected by the Turks.

Jith the exception of some taxes on a son or daugnter, Gresks of this
“ime gave to the sultan the things that were :he suitan's, They gave to God
the things that were God's. They were not made -0 pray to false gods. They
were not made to 9o against the teacnings of Jesus and "live by tne sword."
The Christians' lands were their own to use. They were allowed to teachn
the cnildren who were not taken away. This protected :the growth of the Grasek
language and faith. Even tne gods of old Greece returned as saints and
angels ready to heip the humblie and the wise.

“rom this view of nistory, Greece had al! but disappeared denind Turkey's
heavy gurtain, Yet for the Greeks, !1fe went on in a new miod of quiez,
peace, smail! joys, and family sorrows. You mignt say that Turkiss rule actuaily
neiped Greexs practice wnat Christ nad preacned. They were made :5 live as a
mild flock, 'ike sheep--or "zattle," as the Turxs said.

Theme-
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64 total fdea units
32 in each nalf
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*1 DREAMED THAT GREECE MIGHT STIL. B8E FREE"

The Turks referred to their alien captives as rayah.

The word means “cattle.”

[t was not an insult to the Greeks

or any other conquered leopie.

it was simply the expression of an atiituda.

The Turks had long been people who roamed the Eurasian plains.
They 1ived together with their flocks and herds as long as conditions permitted.
low Constantinople,

togathar with a growing empire,

bealonged to them.

They ware very devoted to the sproad of [slam.

The Christians that they ruled felt no such devotion.

Christians within the Turkish rule were saen by their Turk masters
as lacking true reiigion or spirit,

That made them "cattle”

from the ffoslem viewpoint.

Christiang within the empird were forbidden to carr, weapons

or ride on horseback.

The Turks felt such things would not be natural for thenm.

Every Christian had to pay a yearly "head "ax" to keep nhis nead on nis shoulders
[f they didn't they wers beheaded.

Every Christiam family at had five male children nad o give one son 0 the
Turks to be raised as & janissary,

an inpartant soldier in the Turkish army.

The ~ord comas from the Turkisn yenicert,

The word means "new soldiers.”

Janissaries formed a special army.

(Moslem parsnts used 30 sneak their children into Christian nomes
in =he nope :hat they would be officers ‘n she army.)

They could net nmarry

All their loyalty was at the xings command.

They were the m0st important guards in Turkay.

The oniy ather Christian soldiers were the <{nignts Temolars.

This zruel tax at least juaranteed a1 (00 “Ir sons ~no were taken,

Taristians could only ~aten wnen <hey saw tnefr cost Seautifyl jaugnters
TAKeN wdy 3 ZTuw rulad e W3 alrI slaves.
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Harem slaves were kgpt in Tuxury,
and might even become the motners of important Turks and kings.
The prophet !lonasmed directed his followers to allow religious freedom
to the “People of the Book.*™

That included Jews and Christians. '

Therefore, tne Greek Christian archbishop was carefully respected 3y the Turks.
With the exception of some taxes on a son or daugnter,

Greeks of this time gave to the sultan

the things that were the sultan's,

They gave to Gad

the things that were Goc's. ,

“hey were not made to pray to false gods.

They were not made to go against the teaachings of Jesus

and "live by the sworg. "

The Christians' lands were their own to use.

They wers allowed to teach the children wno were not taken away.
This protected the grawth of the Greek language and faien,

Even the gods of oid Greece returned as saints and angels

ready to help the humple And the wise,

From this view of history,

Greece had all byt disappeared behind Turkey's neavy curtain.
Yet for the Greeks,

I'fe ~ent on in a new Mmod of quiet,

peace,

small joys,

and famiiy sorrows.

You mignt say that Turkisn rule actually nelpeg Gireeks practice wnat
Christ nad preacneq.

They were made to live as a mild flock,

like sheep--

or “cattle.”

ds Ihe Turks said.
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Tuliomania

Until 1615 the favorice of all flowers in Surcpe was the rose. 3Jut in
a short time public opinion changed in favor of the tulip. Tulips had first
been dbrougnt to Germany from Turkey in 1559, They were first brought fato the
Netherlands in 1593. The general public began to take an intarest in this
new flower as the resylt of 2 sudden craze for tulips in Paris. Suddenly
the tulip found itself considered an impartant flower and a sign of wealth.
: At that very moment, the sudden spread of a4 plant diseass produced several
- strange changes in {ts petals. People took advantage of this plant disease
by preducing many new Xinds of tulip.

The rush for tulips had now spread through Europe. The !letheriands, and
in particular the town of liaariem, Became the main supplier of bulbi, In
1625 the bulb of a favorite tulip was already worth its weight in gold. The
experts created gink, violet, yellow tulips, and others using many colors
in several ways. Hundreds of different kinds were grown, The bulbs sald
far hign prices. Also, it was easy to grow them on the smailest pieca of
jand. Everyone wanted to get in on this new adverture. .

The weavers of Haariem, who had an important trade in this town, threw
themselves into this work even though they knew nothing of tulips. The
flawer trade grew and grew tao an all time nign in the winter of 1636. It
ended quickly just a few months later. This craze has since Jeen named
“vylipmania." Evervbody became invelved. GButchers, errana-d0ys, innkeepers, -
barters, chimney-sw<eps, and tax-collectors, were struck with “tulipmania.” Net
one class of people ~as left out. The few citizens who kept their neads
called the rest 'tne hooded ones.' This referred o the noods worn Dy
madmen.

In the town of Hoorn a house was bought for the price of three tulip
Julbs. linen several Juyers wers aftar the samé dulb they did not hesitata
*g gffer the saller huge dribes. They mignt offer him a coach, or a fine
rsam af horses. Suyers and seilers met two ar three evenings each week.
They met in dars whers their trading lasted lace into tne night., The same dulb
might e sold as many as ten times in a singlie day.

tany people nad Sougnt on credit. [f they were not able %o sell the Bylbs
they found themsalves nat able %o pay their 2ills. Suddenly the public decame
scared Jecause che country's wealth came from a systam dased on <redit. On tha
26th of February a group met in Amstardam and decided from that day on oniy
~antricts drawn up Sefors the 30th of lovember 1536 were 0 be payed. Carlier
contracss were cancelled., The buyer could free nimself of nis contract dy
saying a smali amount Z0 the saller and returming the Suld ta nim. Qn the
27%n of Aprii she States af ‘lolland approved :nis dacision. Qn tne Following
day she Jrice ‘or ine most costly bulbs drooped “rom Jne lnousand 0 ten
aallars. Sanity had returned - at che price of nany individual ctragegies.

"heme-
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ABORIGIMES

An author once described the Australian outback as “either a desert or
¢ flood." In some years it only rains three inches. Temperatures climb
nign inco the 100's. In otner years, nesvy storms turn the desert into sandy
swamps. Few early Eurcpeans darsd search out this world of stagnant water
and dwarf trees.

Until the 1870'3 only aborigines were aple to survive in the bleak deserts
of Australia. With their great knowledge of the desert's changing seasons,

- these people moved constantly to different places for fresh water. They
carried almost no belongings with them, Botn men and women went naked and
slept in simple windoreaks or out in the open. Their food was mostly roots,
berries and insects, as well as rats, snakes, and 1izards. Food often was
eaten raw, From a flour of pounded seeds, women made small cakes that added
very little nourishment to their food., ‘hen hunting was gcod, men were able
to hunt for meat, usually a large bird or a kangaroo. They also fished.

Hunters drew pictures of the animals on bark shields to insure a large

supply of game, They also imitated animals in dances. Charles Oarwin watched

; one such dance in 1336. "One man", he wrote, "acted out the movements of a

y kangaroo grazing in the woods while a second crawled up, and pretended to spear
nim.” Wnen the expiorers Robert JQurke and William Uills were in Australia, they
were even invited to join a dance. They refused. They did, however, use ab-
origines as guides. Trips by Europeans into the desert brought about the end

. of the avorigines' way of life. Smallpox and other new sicknesses killed a
great many of them. :

Greater damage was done by the shock that the European way of 11{fe nad on
these orinitive people. I/hite farmers violated holy places without knowing
it. Hunting grounds became large sheep runs. 0lc laws were replaced by new
ones tnat the natives did not understand. To defend their dying worid, some
nunters fougnt armed white intruders with their Stone Age spears. But few
could re-create the simple existence that Captain James Cook nad described
in 1770. "They may appear to some,"” Cook observed, "to be the mos: wretched
people on earth. But really they are far happier tnan we Europeans. Being
unacgquainted not only with the unnecessary but with the necessary comforts so
much sougnt after in Europe, they are happy in not knowing the use of them.
They 1ive in peace wnich is not disturbed by the inequality of their condi-
tion. The Earth and Sea give them everything they need for life. They do not
wish for great houses or nice furniture, They live in a warm and fine cli-
mate, and enjoy clear air. They see no use for clothes. They left benind
the cloth that we gave them., [n short, they seemed to set no value on any-
thing of their own or any one article we could offer them, This, in my
3oinjq:. shows that they think themselves orovided with all things tney need
or life, . ... "

\ Theme-
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{dea units

ABORIGIIES

An author onca described the Australian cutback is “either a desert or
a fleod.*”

[n some years

it only rains three inches.

Temperatures c¢limb high {nto the 100's.

In other years,

heavy storms turn the desert into sandy swamps.

Few early Europenas dared search out this world of stagnant water and
dwarf trees.

Until the 180C's _

only Aborigines were able to survive in the bleak desarts of Australia
With their great nowledge of the desert's changing seasons,

these Pecpie moved constantly to different places for fresh water,
They carried almost no belongings with thenm,

goth man and women went nakad

and slept in simple windbreaks

or out in the cpen

“heir food was mostly roots, .

berries

and insects,

as well as rats,

snakes,

and 1izards.

Faod often was eatan raw.

From a flour of pounded seeds,

woren made small cakes that added very little nourishment 20 their food.
Anen hunting was jood,

men were able 20 hunt for meat,

usually a large bird or a kangaroo.

They also fished.

suntars drew pictures aof tne animals an 2ark snields to insure a

large supply of qame. .

Thay also imitatad animals in dances.

Chales 2arwin watcned one such dance in 1336,

"One man“,

ne wrota,

'3ctad out Tne movements of 4 <angared Jrazin~ in the woods
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35, wnile a second craw!'ed up,
__J6. and pretended to spear him. "
____37. Uhen the explurers Robert Burke and William Wills were in Australia,
38, they were even invited to join a dance.
35, They retused.
- 50. Thev did,
. -4l Dhowever, _
. - 52, use Aborigines as guides.
—.+3. Trips by Europeans into the desert brougnht about tne end of the Aborigines’
way of life.
44, Smallpox and other new sicknesses killed 2 great many of them.
45, Greater damage was done by the shock that the Eurcpean way of life had on
these primitive pecple.
___46. thite farmers vioclated holy places without knowing it.
47, Hunting grounds became large sheep runs.
48, 0id laws were replaced by new ones that the natives did not understand.
49, To defend their dying worid,
50, some hunters fought armed white intruders with their Stone Age spears.
51. But few could re-create the simple existence that Captian James Cook
- had described in 1770.
52, "“They my appear to some,”
S3. Cook observed, .
4. “"to "e the most’ wretched pecple on earth. T

8ut really they are far happier than we turopeans,

6. Being'unacqua_i_rg.e_d not only with the unnecessary

but with the necessary comforts s¢ much sought after in Eurvpe,
they are happy in not knowing the use 3f them.

359, They live in pezce
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—_—sc. which is not disturbed by the inequality of their condition.
51, The Earth and Sea give them eserything they need for life.
___f2, They do not wish for great houses or nice furniture,

___63. They live in 2 warm and fine climate,

___64, and enjoy clear air.

____65, They see not use for clothes.

___66. Tney left behind tne cloth that we gave them,

67, In short,

€8. chey seem to set no value on anything of their awn

___65. or any one article we could offer them.
____70. This,
71, in my opinion
:72. snOws that tney think nemselves grovided with all tnings trey need

for 1{fe."
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OIRECTTONS

You will find three (3) 500 word passages

1)
2)

3)

4)

5)

Read through the passage.

At the bottom of the Dane, write what you feel {s the theme of
the passaqge.

On the following psces, you will find the same nassage broken
down into "{dea units."

Rate each {dea unit according to its importance t He passage
on a scale from 1 to 4. (1 being of low importancu and 4 being
of high importance). Follow the steps listsd below {n rating
the idea units,

STEP A. Check-off half of those fdea units that you feel are the
Teast imoortant as compared to the other half of the idea units.
In other words, you should rate 50% of the units as least import-
ant and 507 as most important to the theme that you hiave staced.
or your reference the number of unitS you should have in these
two groups is printed in the uoper corners of the first page of
{dea units for each passage.

STEP 8. Using only the group of {dea units that you have ident-
777ed as lesast important to the theme in D A, rate 50% of thssa
unfts.a§ a1 (the least important), and 5%% as a2 2 (slichtly ime
portant).

STEP C. Now, using onlyithngro:p of idea units that ,ou indent-
1f7ed as most immortant in p rate S0% of these units as a
3 (important), and 50% as a & (the most important).

STEP 0. Review your ratines. In the uoper cormers of the #irst
page of idet units for each oassage i{s a list of ides units that
you should have in each rankine (1 thru 4), The number will varv
s1ightly between passages and witnin passaces. (i.e., One passaae
has 64 idea units, therefore an ecual number of 16 {dea units are
in each of the four rankings. However, another passage has 78
1g¢a un;gsi therefore the number within rankinas varies between
and .

In summary, you should have rated the {dea units into two levels

of importance, and then subdivided these into two additional

Tevals of importance. The result {s the identification of 4 levels
of importance for the idea units in each passage, The number of
{dea units at each level should match the numbers 1{sted in the
upper right hand corner of the first page of {dea units for each
passage.

The time that it takes for you to compiete this task may vary.
The first oassage may take you from 20 to 45 minutes. Practice
should make the second and third passages g¢ more guickly.

[f you have any auestions olease contact Xeith Lenz, Rick Marrs,

or Vieki Colburn for clarification at the Universitvy of Kansas
Institute for Research in Learnino DJisabilities, (913 864-4780
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As part of your participation in this University of Xansas Study, you
7;;; be reading three stiort stories and answaring sutliple cheics quast-

8y cooperating, you will help provide answers o important Questions.
Confidemtiality will be guarded. Your nase will not be onnectad wih
your answers .n any public or privata raport gf tha results.

1. This envelope hag the matartals you will need to taks dart {n this
study. Do not get thes out of orcar. 00 not look ahead.

2. Carefylly remove the materials from the enveloue. There should
be 2 page with tfie word STORY on top of the mztartals. Do not
read the story until you are 20l to begin, This {s not a timed
te3t 30 you will not have to rusi,

3. Each story has a stapled set of guesttons that goes with it, Check
to mke sure that you hive three storfes and thres sets of gquestions.
Check to make sure that the title of the story matches the title
of the sat of quastions,

4. Put your name on the 1 sets of questions right now. Be careful
not to mix up the order.

5. You are going ©0 read each story and answer a set of mulitiple
choice questions on each story. As soon as you have read the first
story carefully you should put the Stery back in the envelops. Do
not look back.

§. Onza you have put the story in the envelops, taka ths set of
quastions for that story and inswer them,

7. Multiple choice questions require that you select fme best answer
from severa] answers. For each multiple choice quastion you will
have § cnoices. FPlease CIRCLE the lettar of the one answer that
best answers or completas the multiple choice item,

E_QUESTIONS AND ANSWERS:

Who discovered America .. Spain?

* mw
& Biumus
. Magellan

d. Vespucc
¢. Washington
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The fMr3t presidant of the Unitad Statas was

Adams .,
kashington.
¢. Lincoln.
d. Jefferson.
. Franklin,

8. Make sure you CIRCLE a Tettzr for each Gquestion,

9. As soun a3 you answer all1 the questions for that stary, put your
sat of questions in the enveicpe:

10. Read the next story, and put it {n the envelope aftar you have
read it carefuliy. Answar the set of questions that goas with
that story as before. When you are Mnished, put the questions
'n the envelope ind go on to the third and final story. Answer
S mitiple choica questions in the sape manner i3 before.

1l. When you are fMnisheq with all three passaqes, bring your envelcge
of compieted matartals ts the person monitaring the study.

12. t.fore you Teave be sure o gat our S$2.0Q1! You must sign a re-
leasa farm before you are paid.

THANKS! !




STORY

Tultomanta

Until 1815 the favorite of all flowers in Europe was the rose. But in
4 short time public opinion changed in favor of the tulip. Tulips had first
been brought to Germany from Turkey in 1559. They were first brougnt into the
Netheriands in 1533. The generai public began 5 take an in*arest in this
new flower as the result of 4 sudden craze for tulips in Paris. Suddenly
the tulip found {tself considered an important flower and a4 sign of wealth.
At that very moment, the tuddan spread of & plant disease producad sever:]
stienge changes in its cetdls. People took advantage of this plant diseasas
by producing many new kinds of tulip.

The rush for tulips had now spread through Europe. The Netherlands, and
in particular the town of Haarlem, becams tne main supplier of bulbs. In
1625 the bulb of a favorits tulip was aiready worth its weignt in gold. The
experts creatad pink, violet, yellow tulips, and others using many coiors
in severa! ways. Hundreds of differers kinds were grown. The bulbs soid
for hign prices. Also, it was easy to grow them on the smmilest plece of
land. Everyone wantad to get in on this new adventure.

The weavers of Haariem, who had an importint ¢ ude in this towm, thresw
themsalves {nto this work even though they knew nothing of tulips. The
flower trade grew and grew o an a1l time high in the wintar of 1638. It
ended quickly just a few months latar. This craze has sincs been named
"tul ipmania.” Everybody becamm involved. Butchers, errand-boys, {nnkespers,
barters, chimney-sweeps, tax-collectors, were struck with “tulipmania.” iict
one class of peoplie was Teft cut. The few citizens who' kept their heads
cz;:‘d the rest ‘'the hoodad cnes.' This referred to the hoods worn dy
n .

In the town of Hoorn a1 house was bought for the prica of three tulip
bulbs. When ssveral buyers were aftsr the same bulb tley did not hesitate
o offer the saller huge bribes. They might offer him a coach, or 2 féne
team of horses. Buyers and sallers met two or three evenings each week.
They mat in bars wnere their tnd1n$ lastad lats ints the night. The same buid
mignt be soid as many as ten times in a single day.

Many peaple had bought on credit. If they were not able to sell the bulbs
they found themselves not able t8 pay their b{lls. Suddeniy the public became
scared because the country's wealth came from a System based on credit. On the
24th of Fedbruary & group met in Amstardam and decided frop that day on only
cantracts drawn up before the 30th of Hovember 1635 were 0 be payed. L(atar
contracts were cancelled. The buyer could free himself of his contract by
paying a small amount to the seller and returning the bulb <0 nim. On the
47th of April the States of Holland approved this decision. On the follewing
day the price for the most costly bulbs dropped from one thousand to ten
dollars. Sanity rad returmed - 4t the price of many individual <ragedies.
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QUESTION - Tulipmania
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-

Tulipmania

L

“hat

group of Lacple tock an intersst in tulips after they were first

brought to the Netherlands?

‘.
b -
c.
d.
e.

the city woman

the country farmars
the flower growars
the gsneral public
the foreign traders

wWhy were pecple in the Netherlands intercsiad in the tulips?

.‘
b.
c‘
d‘
“

wWhat

“
b.
c.
d.
e.

people could buy the tulips more cheaply than rosas

people could mke tulips into perfumes

pecple wantad to follow & craze that had started in Par{s

the tulip had just been namad the national flower of Holland
the Germani had begun to use the tulips as a tyse cf medicine

was the tulip best known for in the Netherlands?

1 vary fast qrowing flower

a sign of the new GOvernmant

a sign of peacs, love, and simplictity

a flower that wouid not get diseasad easily
a sign of wealth and importance in society

did the plant disesse first spread to the tulips?

at the Cime they first came to Germany

when they became popular in the Netherlands
at the tima they were popular in Paris

at the time of “<¢ylipmania.”

when the town o' Haariem began supplying bulbs

How did the disease to the tulips affect the psople of the Netherlancs?

a.
b.

people were able o oroduce many kinds of tulips
people lost their jobs and their homes

pecple lost a lat of their savings

pecple were able tobuy the tulips cheaply
people could no longer use tulips cheaply

nappened throughout all of Europe as a resylt of the tulip olant disease?

roses became popular once again
tylips were sold very guickly
tulips were in a great demand
tulics got the dissase anc¢ died
tulios became very cheap to buy
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3y 1629, a little over 10 years aftar the wiip had first been drought ta
the Netherlands, what had happened to tulip Sulbs?

‘.
d.
c.
d.
B

many ¢could not bde found
many could be gottan cheaply
many weuld not grow wall
many had nat grown {n cost
mARY wers very wxpensive

*“tiligmania® 1ists three colors that the ulip axperts croatad. These
three calors included:

‘-
d.
c.
d.
‘.

yellaw, pink, and viclet
red, yellow, and pink
vislet, oringe, ind whita
pink, orange, ind red
yellow, viclet, and oramge

According ts "Tulipmania® in addition ta creating new colors for tulips,
the experss 313a cruatad tulips with

‘.
8.
CC
d.
e.

bulbs that ware of di1fferent sizas
stams that were mich stranger

colors usad in many different ways
flowers that lastod lomger on the stam
leaveg that wers of different shapes

what was one of the results of the davelopment of the new tulips?

‘!
5.
<.
d.
..

Aczarding %8 “Tulipnania” what was cne of the reasaons wiy auli{ps hecame pouular’

. anuUe
s o o o o

the prica of tylips saon went down

she pecple bought anly one <alor

the old tulips were oftan dastroyed
the new tulips did not last as long
the tulip bulbs sald for higher pricas

thay had stems that were sturdy
they were very ®asy to grow
thay needed very littla watsr
they could be grown from reed
nay could be used in ervunas

Angther reason that “Tulipmania® gave for why wWiips tecame jopular -4s 1nat

[ IS S e RN o gy g
e ¢ o o o

*hey could be grown in small pots

they teeded very Titele sunlignt

*ney Jrew Jest on 2ogr, rocky sail

shey could Se grown on small 2feces of land
shay couls Se used for fertilizing farm land

-
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1. How did the weavers of Haarlem respond 2o the tulip craza?

3. they organized the selling and trading of wlip bulbs
b. they or?uﬂzld many tulip growing clubs
c. they felt that pecple who raised tulips were mad
' d. they felt that weaving was more important than twitps
. 6. they threw themsalves into raising and selling tulips

14. Aczording to “Tulipmania® what group in the Netherlands knew nothing
about raising tulips?

i, the painters of Amstardgm
b, the clocikmakers of Hoorn
¢. the floriste of Brusrels
d. the weaver.  f Haarlem

Q. the farmers of Haorm

15. What had happened o the flower trade by the wintar of 18367

8. {1t had fallen % an all time low
. 1t was based totally on the rose
€. 1t had grown t@ an 211 time high -
d. 1t was controlied by the govermmaen
«. 1t had Jjust begun to decline

16. According to *Tulipmania® wha* specific groups of pegple were affectad
by tulipmania?

. fishermen, carpentars, and cooks

b. clock-mekers, paintars, and bankers
Co butchers, harders, and chimney sweeps
d. storekespers, waitresses, and tailors
e. priests, housswives, ind children

17. Yhat were people whe did not becoms fnvolved n suliomania called?

“ehe fower fanatics”
"+he madmen”

‘“¢the <rizy ones”

“the hooded ones”
“eha lip maniacs”

. anos
a = @ *

13. In wnich town was 4 house Sought for J culip Sulbs?

a. 8russals
5. Holland
c. Haarlen
d. Haorn

e, Austerdam

171




24,

What would happen whesn saveral tul{, .uysrs wantad %0 duy tie same Hulb?

2
b.
c».
Q.
..

“hat

‘.
b.
c.
d.
Q.

The

..
5.
c.
d.
..

thay held rublic auctions to sall the tulips
they oftan offared the saller huge bribes
thg buying oftan ended in veilenca

the prics of the buldb went down

vary oftan the bulb was stolen

would 4 coach with a taam of horses be usad for during the tulipmania?

to hrthe tulip sellers

to daliver the tulip bulbs

to symbolizs the tulip growming trada
to collect 4 tulip tax

to transport tul‘ps in the cily

twlip business was 33 papular that tulip buyers and sallers

ware no> able ta spend time with thair families

ware able £0 take vacations ta many 4iff. .nt countries
ha’ €0 mlet everyday in orwer t3 do all of the trading
had %0 forri Wlip trading cluds to conduct husiness
had t3.neet two or three evenings each week

How did the tulip buyers and sellers usually conduct Susinass?

‘.
b,
c.
d.
e.

Haw

‘.
5.
<.
d.
..

they oftan met in dark alleys and streets
they met in bars for their Wiio Susiness
they @et in ¢ity cornci] roans 0 Tide

they aftan ata large mesls i3 they traded
they began by naming all the bulbs o 5Se sold

lang di4 the trading of wWiip bulbs usually last?

until lata at night
until! aarly moring
until lata nomming
until early aftarncon
until early evening

wndt night happen 23 a 2uld in & single day?

0 QG U e
s o e o

ft might gravel a1l1 over Holland

{% 21ght da soid as nany as ten times

{t a1grt e s0ld as many as Un"1e times

{t might Ye sold for :an 28 & %hotgamd dalla:;
1% night e given five 4f Marent names
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25. What haPpened to the people who had borrowed money to buy wlip bulbs?

4. they could nat pay bills because they hud no monay
b. they held onto their bulbs as long as possible

¢. they were protsctad by the sellers contrace

d. they protsctad themselves through insuranca

e. they traded their bulbs for goid and land

25. What happenad whan many of the people in the Aetherlands esuld not sall
their bulbs?

1. the govermment bought the bulbs from them
5. the council of Hoorn met in an emergency session
¢.  the prics of tulip bulbs ruse aven higher
d. the natiemal council passed some new laws
¢. pecpie mmt in Anstarcam £ discuss ths problem:

Z7. What was done to help the people who could not sell he tulip bulbs that
they had hought on credit?

i. contracts could be cancelled at any time by the buyer {f the saller
agreed to the cancellation
b. contracts drawn up before a certain dats were the only ones that had

to be paid .
C. contracts could he cancalled 1f at Teast fifty percent of the price
had been paid
d. g:dmn: made for tulip Bulbs ~ore anly good if mo payments had been
e

e. contracts could be cancallec tan Jays afier the signing if the buyer
returnaed the bulb

28. What happened t3 the tulip huld 1f a tulip >uyer wantsd %o get ocut of the
contract”

4. the buld was auctioned of'f

b. the bulb was kept by the buyer

¢. the bulb was returned to the seller

d. the bulb became the property of the court
e. the bulb was given to a third party

23. How much money did the buyer have %0 pay back %o get out of 1 contracs?

4. as much as he could afford
5. the full amount was paid
c. 4 small smount was paid
d. half of what was owed

e. no amount was Daid




31. On what data d{d “ne Statzs af Holland dpprove the method for settling contraces?

.

3. 27th of April, 1637

b. 30th of November, 153§
C. 9th of May, 1533

d. 10th of June, '$38

e 13t of July, 1837

“hat happened to the price of tulips the day attar the States of Holland
ipprovec the mthod for sattling contraces?

. 1t droopad great!ly
5. 1t dropped a 1{ttle
C. {t stopped rising

d. 1t rese greatly

¢. there were no changes

"hat was the resylt of the tul fpmanta?

i. the govermmnt of the Netherfands lost all of fes
8. the Netherlands no longer were able 23 grow tulips
C.  tulip buldbs cost mry mney than ever before

Tany feonle became very mich ang owarftyl
¢.  there were many Tndividusl tragezies

. “hat i3 an {mportant idaa behitnd the story of tulipmanta?

3.  ulips are bettar thap roses for mking mnaey

5. there (s enaugh money avalTable 17 you know where to get it
S. buying en credit is usually 2 gocd way of making mney

d. the prics of ssmething s basad on how badly peopie want it
¢. the prica of flowers s oftan based on it Scuuty

Ahich of the follewirg 1s true of tulipmania?

3. tulias did not Secoms very valuable

Y. most people d1d Mt 90 inrw the tulip business
C. the cantar of the tulip craze was Paris

d. the tulfp Secams the symal of Holland

¢  pespie barrowed on credit o buy tylipy bulbs

vhich of the fallowing fs most similar 3 what happened in “Tylipmania"?

i. 4 mew oy that cost $25 last Yeur costs S5 this year

3. 2 juzzle that cost $Sa last year ccyts $400 snis year

S 3 usad mtorcycle that was Sought for $1200 jast Jerr wxas sold fop
1300 this year

1.2 jar of peanutsytear thae Co3T 53.25 last year costs $3.40 iis year

¢. 1 new car that was Jought *or $5,300 lage Jear was sgld nack o she
dealer for $5,30 etnis Jear,
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STORY

ABORIGINES

An author once described the Australian outback as “eitlier i desert or
2 flgad.” In some years it only rains three inchms. Temperatures clims
high into the 100's, I[n other years, heavy storms turn the desert into sandy
swmos.  Few early Europeans dared search out this woerld of stagnant watsr
ind dwar? trees.

Unti] the 1800's only aborigines were able to survive in the bleak dasares
ot Australia. With thetr great knowiedge of the desert's changing seasons,
these pvople moved constantly to Jiffarent places for fresh water, They
carried almost no belongings with them. Both men and women went naked and
siept in simple wincbreaks or out in the open. Their food was mostly ruoots,
berries and insacts, as well s rats, snakes, and 1t2ards. Food often was
edten raw. From a flour of pounded seeds, women mads small Cakes that added
very 1ittle nourismment to their food. When hunting was good, men were adile
to hunt for mest, usually a large bird or a kangarco. They aisc fished.

Huntars drew pictures of the animals on bark shields to insure a large
supply of gama. They also imiuated animels in dancss. Chartes Darwin watzhed
one such dance fn 1836. “One man”, he wrota, “actad out the novements of a
kangaroo grazing in the woods wniie a second crawied ug, and pretended to spear
him.” When the expliorers Robert Burke and Will{am Wills were in Australia, they
were even invited ts join a dance. They refused. They did, however, use ab-
origines as guides. Trips by Europeans into the desert brought about the end
of the aberigines' way of 1ife. Scallpox and other new sicknesses killed a
great many of them. : .

Greater damage was done by tne shoek that the Eurcpean way 0* 1{fe had on
these primitive pecple. Whits farmers viclated holy places without knowing
1t. Hunting grounds became large sheep mmns. 01d laws were replacad by new
ones that the natives did not understand. To defend their dying worid, some
hunters fought armed whita intruders with their Stone Age spears. 3ut few
could re-create the simple existencs that Captain James Cook had dascribed
in 1770, “They may appear to some,“ Cook observed, “ta be the most wretched
pecple on earth. But really they are far happier than we Eurcpeans. Seing
unacquainted not only with the unnecassary but with the necessary comforts so
much sought aftar in Europe, they ire happy in not knewing the use of them.
They 1ive in peace wiich is not disturbed by the inequality of their condi-
tion. The Earth and Sea give chem tverything they need for 1ifs. They do not
wish for great nouses or nice furiture. They live 13 2 warm and fine cli-
mata, and enjoy clear air. They see no use for clothes, They left raning
the cloth that we gave them. [n short, they seemmd %0 set no value on any-
thing of their own or any one article we could affer them. This, in ay

33”?73‘ Shows th.t they think themsalves provided with all things they need
r ‘.......-
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Aborigines

L.

3.

[n some years the rainfall in the Australian oytback may measurs as little as

1. one inch.

B, thres inches.
¢. five inches.
d. eight inches.
€. an inches.

In some years the tmmperaturss in the Australian outback may range from

i. 10 to 30 degress.
3. 30 to 50 degrees.
¢. 50 to 80 degrees.
d. 80 to 100 degress.
e. 109 to 120 degrees.

[n years of heavy rain the desert turns into

4. SYampS .

b. lices.

¢. marshes.
d. rivers.

e. Quicksamd.

The Abcrigines were the only people in Australia who could survive in the

4. marshes.
b, Jumgle,
c. dasert.
d. mountains.
Q. SWamps.

The Aborigines knew a2 lot about

a. growing food on the plains.

5, surviving in mountain weather.
¢. growing food in the desart.

d. hunting jungle animals.

e. chamging seasans in the dasers.

The Aborigines moved around all the time to find

1. gother Aborigines,
5. better land for farming,
¢. fresh watar foi drinking.
d. food and shelitar.
e. wood fer making weapans.



Ry a.

9.

10.

1.

12.

13.

wWhat did the Aboriginas carry with tham as they moved arcund?

‘.
b.
<.
d.
e.

Tha Aborigines did not carry clothing when they traveled Secausa they

‘.
b.
c.
d.
..

holy places for rvliigious sarvicas.
large bags of focd and watsr.

tants and windbreaks.

adlmost nothing.

animal siins.

made new clothing as they O7veled.

did nat think clothes weres mportant to wear.
wore the same clothes for many months.

had no room tg carry xtra clothing.

culd not find animails t9 skin.

For what purpose did the Abarigines uss roots?

4.
u.
Ce
Q.
..

dhat

poisan.
paine.-
medicing,
food.
msic.

did the Aborigines oftan eat?

Barsft grassas.
S2avuand

SI“k.S-
Teaves.
monkays.

How did the Abarigines get flour for cooking?

‘.
b.
c.
Ge
..

‘then

i.
3.
c.
d.
e

In addition to hunting, how did the Aborigines get food?

d.
d.
c.
d.
€.

By trading with Suropeans for it.

by making it from the grain thay grew.
by making it frum sesds they found.

by arading with othe Australians for it,
by making it from dried marsh grasses.

did the Aborigines find the hunting good?

when there was plenty of rain and sunshine.
when they could Jet larger animals for meat.
when they could find 11{zards and snakes.
when they could jet small animals for meat.
when thay cauld find anything oo k111,

Tading
staalimg
trapping
snartng
fishing
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14,

18.

16.

19.

20.

Who was the Eurvpean wno in 1836 watched and Jater wrots about 4 danca
of the Aborigines?

2. Robert Burke

b. Hilliam Wills

€. Captain Jamas Caok
d. Chirles Darwin

e. Alfred Pricar

The European wreta that one Aborigine acted out the movenents of i

4. snake crawling in the grass.

b. large bird attacking 2 small animal.
¢. lizard trying to caezr insects.

e. kangarco grazing in the woods.

The Eurcpean wrote that while the first Aborigine dancad 2 second
Aborigine

&. startad t0 w the same thing.
5. played drums.

c. invitad the European to danca.
d. sang 4 hunting sanq.

e. crawied up %o join him.

What did the sscom Aborigine do onca ha joined tua danca?

i. chased the first Aborigins.
b. soeared the “{rst Aborigine.
. ¢limbed omto his back

d. tied the first Aborigine

€. Pretended to cateh a4 fisa.

What was the occupation of Robert Burke and William Wills?

4. doctor

b. sailor

e. hunter

d. scientist
e. expiorer

4hen Robert Burke anc William Wills ware in Australia tliey were invitad

to sing with the Aborigines.
to eat snakes and 1 izards.

0 nmunt with the Aborigines.
to dance with ths Aborigines.
T truvel with the Aborigines,

s T OOM
e o o o

What did Robert Burke and William W{lls do when they were invitad to join
<he Aborigines?

they joined them

they refussd 0 jo1n them
they left for Eurade
they made a treaty

they killed them

£ 20 O™
o ¢ o o =
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21. How did the Aboriginas help Robart 3urke and William W1lls?

3. by giving tham food
b. by giving them medicine
c. by trading with them
d. by giving them watar
e. by dcting as guides

. 22. What hapuened when Eurupenas begain to0 make 2 lot of trips into tae
lands of the Aborigines?

a. The Aborigines beqan to dress and act 1ika Europaans.

b. The Eurcpeans taught the Aborigines how to build villages.
c. The Aborigines’ primitive way of 1{fe came ¢ an end.

d. The Aborigines began ta build roads.

.. The Aborigines built trads canters it crossroads.

23. what killed many Aborigines aftsr the furcfenas c'mae?

4. diseasas brought By the Eurcpeans

N. fights with the Eurcpean soldiers

c. wars with othar Aborigine Sribes

d. watars paisoned By Europeans

.. travels in the hot Australian dasart

26. Wky did Eurcpears viclata the h3ly placas of the Aborigines?

i. thay d1d not respect the Aborigines

b. they wantad %3 take their land

c. they did not underttand their religicn

d. thay did mot know what they ware dning '
.. they wantad 3 make them {nts Christians

5. Jhat did the greatsst harm to tha Tife of the Aborigines?

a. var with other Aborigine tribas

B. changes in the weather

c. lack of food, watar, and sheltar

d. dizaases brought Uy the furopeans

e. the shock of the Eurspeans wiy of 1ifa

25. ‘hat hacpened 5 the olc¢ laws of the iborigines?

d. they were left unchangad by the turcpeans

h. they were kept by tha Aboriginas

C. they warw replaced by new laws

d. they ware adoutsd by many EuroPedns

Q. they were made into 4 code of Australian laws

27. How did the Abarigines react to the Suropeans?

1. they defendad their hamelind

Y. thay "ried to hide in the dasart

c. they did not nota She Euraceans

d. they accepted the Surocean’'s ways
e. they would not talk or leck at them

I~
)
N
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28. 'What happened waen the Eurtpeans attacked the Aboric ines with guns?

a. they fought ther with cpears
B. they threw rocks i1t them

€. they did not fight Dack

d.  they fought them with guns
e. they =oved 20 ather areas

Z3. Why did Captain Cook fesl that the Abor igines were happier than Eurcoeans’?

3. they did not have 8 deal with politics aor .aws

B. they spent their whole 14ves taking care of eich cther

C. thay did not cares about how much money they Mades

d. they did nat know about the many Eurcpear comfores

¢. they never st.sed in one placs for mars than a4 * w morths

30. What did Csntatn Caok believe was the rasult of not having matarial goods?

A, 2 difficult 1ife
b. a1 lat of travel
S 1 lot of trade
d. an early death
e. 4 life of paace

1. Where did Captain Cook helieve that the Abor{gines got varything - they
needed 5 live?

3, swampy and marshes
b. earth and ses

C. dasart plains

d. trading cantars

.. Europeans

32. Accardimg to Captain Cook, what kind of climata did the Aborigines live in?

d. wam
b. cold
c. dry
d. wat
¢. het

33, What was i resourca that Captain Cook felt the Aborigines had?

3. ¢lean tir
5. clean watar
¢. good land
d. minerals

e. forests

34. wWhat did the Aborigines do with the cloth that Captain Cook gave tnem:

i mads c¢lothes
b. gave it back

c. le®t 12 bening

d.  traded it for food
€. ' used it for cleaning




8.

36.

7.

3s.

[t apoeared %0 Captain Caok that the Adorig:des sut 1{ttle value an

3. anything of their ows.

. thair own families.

¢. any type of religian.

d. trying to reuad tie wetthar.
e. fighting tha Europeans.

How did the Aborigines respond when Captain Cack gJave them gifts?

. thay let their ciildren have them
b. they placad no vilye on them

G, thay carried “hmm with them

d. they Traded them for weapony

¢. they jave them i1nimal szins

According t3 Captain Caak, what things did the Adarigines feel they had

aissing i{n their lives?

&. language
b. nothing
¢. cyl ture
d. clothing
.. sducation

dhat i3 an important idea in the stiry of Aborigines?

1. one group should not forca their way of 11fa on another.
5. ane graup can live pescefully with anothar group.

c. life in Australia can ba very difficult and painful.

d. the Abordgines were 28le to keep others out of Australia,
¢. happiness can be me~ured by “ow much pou cwn.

Which of the following {s true of tha passaga on the Adarigines?

3. The Aborigines nesdad the help of the Zurobeans.

5. The Eurvpears did not want to help the Aborigines.

¢. The Aborigines wantad the help of the Suispesns. '

d.  The Aboriginas did not want &3 li{ve or work with the Curopesns.
e. The Europeans did not wan.. 12 sdordigines %0 ha 1ikz them.

The story of the Aborigines is mest similar %0 which one of the 31lawing?

i. the way <hat nen traat wo hQ Try 0 entar {nts tthe Susinass worid

3. the way Dhat "mchers . Jents who are in hiqi school
2. e wiy the American wnite -.an has treatad She Aerdcan (ndian

d. the way the 7resident of the Unitad Statas *~eatS nemoers of Cangrass

a. e wdy 1 cat Trsats her xittan arftar they are borm

{— -
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STORY

GREECE

The Truki referrod . sheir alien captives as rayzah. The wird means
“cattle.” [t was not an [usult to the Greaks or any other conauered pecple.
It was 3imply the expression of an attitude. The Turks had long haen peopie
who rmamed the Eurasian Plains. They lived togsther with their rocks and
nerds a3 long as conditiins permitted., MNow Conzlantincmie, together with 4
growing empire, delonged t0 them. They were very davatad o the Spread of
[slam. The Christians that they ruled felt nc sueh devetion. Christ‘ars
within the Turkish rule were seen by their Turk masters as lacking true
religion or spirit. That made them “cattle” from the Moslem viewdgint.
Christians within the empire were fordidden t0 carry weapons 2r to ride on
norseback. Such things would not ba nautml for taem, the Turks falt.

Every Christian hag to pay a yearly “hesd tax* 3 keep his heaa o1 his
shovlders. [ they didn't they were beheaded. Every Christian family that
h*-, five male children had %0 give on? son to the Turks to be raised 25 a
Jenissary, an important soijier in the Turkish army. The werd comes from
the Turkish yenicari. The word means “new soldiers.” Janissaries formed a
spacial army. (Moslem parents used 20 sneak their ch{ldmen ints Christian
hanes in the haDe that they would lLie officesrs in the army.) They could not
marry. A1l their loyalty was at tiie kings command, They were the most im-
portant guards in Turkey. This cruel tax at least guaranteed a iob for sons
wno were caken. Christians could only watch when they saw their most beauti-
#ul daugrtars Caker: dway %0 the Tur.. to ue hirem slav~3. Hares slay  wert
kapt 1n juxury, 270 might even become the mothers of wNortant Turks and kings.

The propre: Mohemxc directad his followers to allow rligious fresdan
*a "Pecple of cne Book.* That included Jews &nd Shristians. Therefore =n2
Eresk Christian arcubishop was carefully respecied 3y the Turks.

With the excaption of some taxes on ¢ son or daughter, Cmaeks of th's
time gave to the suitan the things that were the sylzan's. They 7ave t2 God
the things that were Geca's. They were .6t mada o5 pray to false gyds. They
were not made to go against the tsachings of Jesus and “live by “he sword.”
The Ch-isttans’ lands were their own, ty use. They were allcwed 23 tgach
tie children wno were not taken dway. This protected the growth o the Gr ek
language and faith. Even the gods of oid Gresca returned at saincs and
ngels ready to help the humble end the wise.

From this view of history, Greece had all Ryt disapp .ire’ benind iurxey'.
Nedvy curtain. Yat for the Greaks, life went on in a new naed of Juien, paicn.
ssall joys. and family sorrows. You might say wiat Turkish rule actually
helped Gmkg practice wnat Christ had preached, They ware made ¢ !ive as «
mild Mock, like sheep--or “cattle,” as tne Turks said.
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Gresca

S.

What were alien captives capped by the Turks?

a. slaves

B. rayah

c. Jinissary . o0
d. L .mals

e. yoradd

Where had the Turks long traveled and roamed?
a. {taly

5. Constantinople

c. Turkey

d. Eyrasian plains

. Grr

How did the Turks liva before they became a worid power?

1. they lived with their flocks and herds
B. they man small shops and businessas

c. they ware triders and merchants

d. they 1ived on fishing boats and ships
. they farmad and raised smll animals

What did the Turks want to do once they controlled Constantinople?

. Stop spreading their forcas.
b. control the Greeks

e. move toward creirol of Asta.
d. grow in all <.rections.

.. control the Indian ocaan.

To what religior ware the Turks devoted?

Y Christianity
b. Judaism

c. Is1am

d. Budghism

e. Cathal icism
What was the relationship of the Turks to tha Christians”

4. mastars

b. slaves
¢ equals
d. friends
e. rejatad

What did tha Turks think of the Christ{ians?

they knew 1 10t ahout tcience
they lacked an acvancad culture
they were j00d fsherman

they could not bn controlled
they lacked true religion

-
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9.

10.

1.

13.

While they were in the Turkish empire, the Christians wers not supposed to

..
b.
c.
d.
Q.

carry weapans.
xa Turks.
own land.

run dugsinessas.
1coept mnay.

Why did the Turks feal that the Christians should not ride on horsaback?

‘.
b.
c.
d.
e

it would be against the [slam religien
they believed they should only riisa horsas
they might escape their mastars

they ware & symbol of the ruling class

it would not e naturs! for tham

wWhat kind of tax did the Christians have ‘0 pay each year 0 the Turks?

..
h.
c'
d.
L

income tax
head tax
prapgarcy
child tax
army tax

tax

What would hagpen {f the Christians did not pay their taxes?

..
5.
c.
d.
‘.

they ware put in prison

thay were placed in the army

they had to serve in the palace
they would losa their heads

they lost their citildren to the kind

What word des the tarm * anissary” cme from?

a.
5.
C.
d.
..

aisary
Jan
Jamary
necassary
yencard

“hat ques the word “Janissarv wman?

‘.
:.
c.
d.
Q.

"friends of the king”
“new soldiers®

“j00d slave”

*ene loyal®
"unloved”

ihe were the lanissaries?

i,
2.
c.
4.
e.

3 special ammy

the kxing's farmars

the sarvants of the king.

a group of special messengars.
the Turks who became Caristians.
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16.

17.

18.

18.

0.

.

How did Turkish parents prepare their children to become officars in the

king's special armry?

‘.
b.
c.
d.
Q.

by turning their chiidren over to the king

by paying the janissaries %3 train them

by taking their children % the desert to triin
by training them to fight the Christians

by sneaking their children into Christian homes

What ware the Janissaries not allowad to do?

3.
B.
c.
da
..

figirt

shave

mrry

own land

leave the palace

Who were the most important guards in Turkey?

.
B.
c.
d.
e.

Turkish children
riyahs
Janissaries
harem slaves
yoradis

How cou'd Christian parents be sure that their sons would have jobs?

3.
b.
c.
d.
..

by selling their children to Mossim housaholds for slaves
by giving thajr sons %0 be raised for the army.

by 3ending them to the king to be tradem

by training them in the family dusiness

by marrying them ¢ 3 M- lem girl

How wers Christian harem Slaves treatad?

a.
B.
.
d.
e.

thay were used only 3s cleaning sarvants
they were often beatan and killed

they ware killled after one year of service
they ware oftan given & pasition of power
they ware usually treatsd very well

How did Mohsmmed say that the “People of the Book" should bs treated?

‘.
b.
c.
d.
‘.

they should be treatsd as cattle.
they should have religicus fresdom
they should be the religious leadars
they should b= killed on signt

they should be the defendars of Isiam

According to "Gresce”, who did Mohammed feel that the “Pagple of the
Book" included?

o 00 agMm
e o & s =

Christians

teachers and proghets
Jewish people
Turii-" people

Jews and Christians
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2.

ahat

L
d.
c.
d.
8.

Ahat

‘.
5.
c.
d.
..

Jhat

1.
a‘
d‘
4.

did the Turks do as a resylt of Mohammed's teachings?

they made the Christians slaves.

they gave the Christians campleta freeden.

they took dway all weapons from the Christians.

they ressectad the Greek Christian Arenbishop.

they killed a cartain number of Christians at the first of each year.

was one of the few things that the Christians had 8 ¢ive 23 the Sultan?

one yedr of sarvica as a saldier or slave
3 promisa %0 change the [slam faith

taxes on a son or daughtar

2 partion of their food

horsas that they raised

did the Greeks believe they should do with the things that were the sultans?

they shauid 3all them 20 the Turkish pacple
*hey should give them t3 the sultan

they shoyld keep what they could

they shauld be shared

they shauld be destroyed by fire

wers the Greeks not expectsd t3 do?

pray to falsa gods

tgrve in the armies
taach thelr children
reise their own food
work for the sultan

did the Turks do when {t came to the tsachings of Jesus?

thay staread %0 follow them

they would not allow his tgechings

they only let a few pecple study them

they would not let the children Tearn them

they did not make the Christians ¢o against them

happaned when the Christians were 2llowed 2 “aach thaeir own caildren?

e sultan Segan %20 fear “he Christians.

the Greak language and arts continually grew.

the cultan took away many Christian children.

schoanls soon hegan =0 soring up all aver Greece.
Moslams wantad the Christians 9 tzach heir children.

were the saints ind angels suppossd 53 40 far qe Greaks?

tach them 23 bear the Turkisn myle
nake their religion more ‘ike [slam
destroy their Christian faith

help the wise and the humdle

heip hem grow Settar crops
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Z3. Which group of people was not devotad :o tne lslamic religion?

4. the Turkish army
b. the Islamic pegdle
¢. the Christians

d. the [slamic Greeks
e. the Turkish Kings

30. Sone people believe that Greece had al)] but disapoeared benind the power
of Turkay. This belief is

4. only one view of history.

b. shouid be gensidared nistorical face.
c. seen by nistordans in the same way.
d. prodably the best view of history.

¢. not demonstratad in this story.

31. According to “Graece”, the Turkish treatment of tha Greexs caused

4. the Gresks to hats the Turks.

D. a war to bresk cut between them.

C. & great love o grow betwesn them.

d. their lives to go on very quietly.

8.  the Greak children to love the Turks.

32. What is the best single word thaz could be used to describe the 11%e of the
Gresks under-Turkish rule?

. pedce
b. war
¢c. fres
d. love

e. Jealousy

33. How werw the Greeks made t3 live under She Turks?

a. a3 gjoats.
b. 43 sheep.
c. as mice.
d. as donkays.
e. 1s rabbits.

34, Ahat did the Turks call the Greexs?

2 yoradi

5. Janissaries
c. cattle

d. s lavas

¢ Jaws
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38.

8.

7.

‘What 13 an {mporeant idea behind the story of the Sreeks?

‘.
.
c.
d.

8.

pecple can easily be destroyed by i more powerful grous of pecple

peonle cannot live without angther group of people to do thefr work
pecple can iccapt a rough 1{fe {f what i{s important ta them is left alone
pecple can destroy another group of peaple by taking away fresdan of
govermment

people can live without freedom of religion if other freedoms arse Jiven
0 them

Which of the following {s true of the story on the Gresks?

‘Q
b.
c.
d.
Q.

the children of Christians could not have gaod jobs
tie Christlans fought the Turks for freedom

the Christians did nat value their religicus freedos
the Turks respectad the Christian religion

the Turks wers usually Christians

The treatmant of the Greeks in this story is mat similar 25 the treatnent of

‘.
b.
c.
d.
€.

8lack slaves in America by plantation owners
alants {n a ¢greenhousa by gardners

waent in the Job market by e=mployers
priscners in jail by quards

persons {n the U.S. dy thair officars

1.yt

|
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DEVELOPING SFFECTIVE ADVANGE ORGANIZERS

There are ten steps in developing an instructionally sound advance organize..
Each of these ten steps have various subcomponents. Figure 1 lists each of the
ten advance organrizer steps and their various subcomponents. Each of the ten
steps involved in cleveloping an advance organizer will be described.

Figure 1
STEPS IN DEVELOPING AN ADVANCE ORGANIZER

Step 1: Inform students of advance organizers
a. Announce advance organizer
b.  State benefits of advance organizer
C. Suggest that studentt take notes on the advance organizer

Step 2: Identify topics of tasks
a. Identi{y major topics or activities
b. Identify subtopics or component activities

Step 3: Provide an organizational framework
d. Prasent 2n outline, list, or narrative of the lesson's content

Step 4: Clarify action to be taken
2. State teachers' actions
b. State studant's a_ct'lcns

Step §: Provide background information
a. Relate topic to the course or previous lesson
b. Relate topic to new information

Step 6: State the concepts to be learned
a, State specific concepts/ideas from the 1~s<son
b.  State general concepts/ideas broader than the lesson's content

Step 7: Clarify the concepts to be learned
2. Clarify by examples
b. Clarify by non-examples
¢.  Caution students of possible misunderstandings

Stey 8: Motivate students to learm
a. Point out relevance to students
b. Be specific, short-term, personalized, and believable

Step 9: Introduce vocabulary
a. [dentify new terms and define
b. Respeat difficult terms and define

Step 10: State the general outcome desired

a.  State objectives of instruction/learning
b. Relate outcomes to test performance
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STEP 1: INFORM STUDENTS OF THE BENEF1™S QF THE ADVANCE ORGANIZERS

Rationale. When there {s something that a teacher wants studants to pay attention
to, the teacher must draw attsntion to it and point ocut its denefits. I[n order
for students to real{ze that the advance organizer has a2 purpose, the teacher must
focus student attention on it. Repeated emphasis of the advance organizer will
begin to build a mental set that will facilitata learning.

Implenentation. Teachers czn draw attention to the advance org - nizer by talling
the class that there will be an activity before the lesson begins.

e.3., "Sefore we begin today's lesson [ want to jive you
an overview of what we will be talking about today."

Further attention should be drawn to the acvancs organizer by telling students to
take notus on the advanca organizer,

e.d., "Se sure 0 take notes on thes overview."

Finally, the purpose of the advance organizer must be made clear. This should be
done by talling students that the advanca organizers will halp them learn.

e.9., “The overview will help you understand what we are
going to study today."

This advance organizer stap in its entirety should be similar to the followirg:

8.g.., "Sefora we hegin today's lesson ! want to give you an
overview that will heip you understand what we are
going to study. B8e sure tu take notes on the over-
view.”

STEP 2: [DENTIFY TOPICS OR TASKS

Rationale., If any step in the advance organizer process is consistantly used by
teachers, 1t 1s this step. As a rule, teachers usually identify what the class

is about in one way or another. However, sametimes taachers assume that students
can label the topic or topics either mentally or in their notes. Because of this,
some teachers only refer tg the topic rather stats "this {s the topic.”

Overtly stating the topics and subtopics {s a critical part of the advance
organizer for two reasons. First, learning and retention research has consistantly
demonstratad that long term memory is dependent on a structure on which facts can
by attached. Such a structure is represented in student kncwledge of topics and
subtopics. Second, knowiedge of topics provides the student with a mental sat for
the Tesson. The student will know what t0 expect.

‘mplementation. Teachers can intvoduce topics and subtopics most effsctively by
assuming that students know nothing about the topic and subtopics. The tepic may
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be a chapter of a book, a specific lecturs, the subject of a discussion, or a class
activity such #s resding aloud, conducting an experiment, or grading a paper. These
topics or tasks should be specifically identified for students. The topic or task
can be identified in the foilowing manner:

e.9., "Today we are going to continue our discussion
of ancient Groece."”

“:e w111 be going over the test you took yester-
ay.

After the major topic has bean identified, the subtopics or subcomponents of the
task should be identified. These represent subdivisions of the major topic.

e.g., "We will be talking about the Greek cities of
Mycenae, Corinth, Sparta, and Athens."”

e.§., "We will discuss the essay questions, correct
the true-false {tams, and figure grades."

This advance organizer step in its entirety should be similar to the following:

e.g., “Today we will continue our discussion of ancient
Greece. We wili be covering the Greek cities of
Mycenae, Corinth, Sparta, and Athens.”

e.9., "In class today we will be going over yesterday's
test. We will discuss the essay questions, cor-
rect the true-false Ttems, and figure grades."

STEP 3: PROVIDE AN ORGANIZATIONAL FRAMEWORK

Rationala. The organizationa! framework for the lesson is closely tied to stating
topics and subtopics. Step 2 emphasizes what will be discussed or accompiished,

ancd Step J emphasizes when i1t will be discussed or accamplished. This organizatioral
information further faciliatates long tarm memory and student orientation of what

is to come.

The organizational framework 1s usually supplied when the major topics and
subtopics are given. However, this may not always be true. [n any event, the
actuai cues of when should be given.

[mplementation. An organizational framework is best provided by an cutline or a

st of what 1s to be covered. If an outline is chosen, then the topics and sub-
topics are presented to tfie students in hisrarchial fashion according to the secuence
in which information will be presented.

e.g., I. Ancient Greece

1. Mycenae
a. govermment
b. culture

2. Corinth
a. govermment
b. culture
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3. Soarta
a. government
b. culture
4. Athens
a. government
b. culture
S. Comparisons
a. governments
b. culturss

If a 11st type of organizational framuwork is selected, then topics and subtopics
are listad according to title and sequence only. A 1ist framework usually does
not provide as much detail as an outline framework.

e.g., “Today's topic is Greeca. First we will talk about
:ycmui second, Corinth; third, Sparta; and fourth,
thens.

An alaboration of the 1ist and outline framework {3 the organizational narrative.
The origanizational narrative statas the topics and the saquence of subtopics
similarly to the list framework. But in the narrative, the 1ist is complimented
by a statament about the topic or subtopic.

¢.9., "Today we are going to talk about Greeca. First, we
will talk about Mycenae, one of the eariiest settle-
ments of Greeca. Second, we will talk about Corinth,
a popular trade and.cultural centar in ancient Greece,
Third, we will discuss Sparta, one of the two st ongest
,cities of ancient Greece, Finally, we will discuss
Athens, the greatast of all Greek cities."

STEP 4:  CLARIFY ACTION TQ BE TAKEN

Rationale. lhen a teacher clarifies the acticns that need to be taken, the teacher
Ts tel1ing students what .he teacher will be doir- and what the students will be
doing to complete the tzsk or activity. This is a particularly important step for
low=achieving students who commonly rely on concrete cuss. However, Other studants
may also benefit from very specific directions related to task completion.

Implementation, Clarification of actions should includs referencas to both the
teacher and the student. The clarification should use very specific verts. ‘'lon-
specific verts or non-meaningful filler stacements only serve to confuse students
regarding what they are to do. An example 5f 2 good action clarification statemont
would be as follows:

2.9., "l am gGing to lecture and [ want you to take notes.”

An exiumple of a non-specific action statement is exemplified in the following state-
mant:

e.g., "Today we are going to discuss Greecs.’
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while this statement may ba sufficient to announce a toQic, it does nct tell the
students what is actually going to happen in order for them to learn about Greece.
Taken 1iterally, the statement implies that "we", the students and the teacher,
are going toc “discuss” Greece. A saries of gquestions could easily emerge in the
student's mind:

"Do I take notes? (I guess ! don't, since we are
just going to discuss G eece).®

“Does & discussion mean that we will be giving our
opiniont"

"0Oh no, ! wonder if ! have to talk?"

“I wonder if that means that the teacher is going
tc lecture?*

"Do I need my book out?"

Using verbs loosely does not facilitate learning. Therefore, the teacher should
aveid filler statsments. In addition, sufficient specific action stataments should
be given to students to cover the entire lesson, The following is an example of a
good action clarification statement.

"As [ lecture on Greece today, ! want you to take
notes. You will need your books $0 that you can
1ok at the maps as | refer to them. When [ get
through lecturing ! will be asking scme questions
about the lesson. 1 will be calling on students
t0 answer. S0 you will need to listen carefully
to my lecture so you will be prepared for my
questions."

STEP §: PROV.OE BACKGROUND INFORMATION

Rationale. Learning never takes place in a vacuum. Learning and retention are
ependent on what the student already knows and how readily he/she can relate old
information to new information. If a si_dent does not have a sufficiunt oase of
background knowledge, then new learning will either be limited or not occur at ail.
For example, th: student who fajls a test in science on photosynthesis, may never
nave learned the principles of photnsynthesis because he/she didn't understand the
needs of plants and animals in gener:l. Therefore, the lesson on photosynthesis
may have been meaningliess or confusing. Such 2 situation would encourage the stu-
dent to focus on rote learning of terms, facts, etc. Limited meaningful learning
would occur.

If the information to be presented to the student is relatively unfamiliar to
the stuaent, it is important that the teacher attempt to provide some new informa-
tion that will supply background information. Every attempt should be made to re-
late the new information to what is familiar to the student. 8y doing this, the
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teacher promotes meaningful learning. However, this background information may
not be considered part of the lesson, nor be considered information that stu-
dents will be tested over.

Implementation. The types of background knowlerdge that a teacher can relate is
basad on either previous lessons or unfamiliar information. If background infor-
mation i{s based on previous lessons, the less.uns referred to should be recent.
This is especially important if new learninc {s dependent on student use of prior
learning. [f older information {s crucial, then more extansive reviews should
becoms part of the 'esson and not be consdered part of the advanca organizer.

An example of a previous lesson serving as the basis for background information
would be as follows:

e.9., "Yestarday we discussed how adjeciives modify nouns.
As you recall, adjectives tell us more about nouns.
They make us think diffsrently about the nouns. To-
day as we talk about adverds. we will see how ad-
verbs make us think differently about verbs."

In addition to referencing i previous lesson, the example ralates the previous lesson
to the present lesson. This transition statement is critical. A relationship be-
tween prior information and the to-be-learned information must be clear to the stu-
dents. ‘

An elaboration on the idea of building on a previous lesson would be to point

out how the present topic or information fits into the overall framework or context
of the course. This would be analogous to referring a student to the table of con-
tents of his/her textbook. The teacher would briefly teli the student how this
topic logically fits into the cours2, how it fits with past topics, and possibly how
it fits with topics that will coie later.

e.3., "The first part of this course covered the countries
of Asia and Africa. Now we are talking about the
countries of Europe. First we talked about the
northern and middie Eurcpean countries. Now we are
going to talk about the countries that surround the
Mediterranean sea. Greece {S one of those countries.”

The sacond method of providing background information is to actually give the stu-
dents new information that will make the new learning more meaningful. This method
is used when a new topic is being introduced, especially an initial introduction of
a new area of study.

e.g., "Wa are going to discuss the Aborigines of Austraifa.
The Aborigines are a group of peopie who have lived
on the plains of Australia for thousands of years
without changing a great deal. The life of the
Aborigines is similar to soma of the early Indian
cultures in this country 200 years aqgo.

This background information introduces a topic that is unfamilfar to most students

in =his country. The information briefly lets students know who the Aborigines
are, ang Jrovides a context that students can identify with, {.e., the American Indian.
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STEP 6: STATE THE CONCEPTS TO BE LEARNED

Rationale. Teachers often love a great revelation, students often do not feel the
same way. If a teacher wants her/his students to know something, then the students
should be told in advance what that something is. By stating the concepts that are
to be learned, the teacher gives the student an additional framework ui1 wnich to
attach new information. This approach to teaching is based on research that in-
dicates that students learn and retain information much better during inftial
learning when the parameters and structure of the information are clear and ap-
parent. After the student has mastered the basic concepts and organization of the
informstion, then the teacher can utilize more inductive methods during {nstruction.
Therefors, presenting the to-be-learned concepts before the lesson should facili-
tate ledrning more so than only revealing the concepts during or arter the lesson
Optimally, however, concepts should be pointed out before, during, and after the
actual lesson.

Implementation. There are two types of concepts that teachers can present to
stuaents in the advance organizer. First, the teacher can present to the stu-
dents the concepts which are directly demonstrated in the lesson. .
e.g., "He will demonstrate *hat wood {s a much better

insulator than stone."

This concept is the major target of the activity or experiment. The concept to be
learned is part of the content of the_ lesson. These concepts are the result of
conclusions that can be or are drawn from information in the lesson. Information
in the lesson is specifically used to support the conclusions.

e.9., "The reading shows us that the Aborigines’
simple way of 1ife was destroyed by the in-
flux of Europeans.” ’

The second type of concepts are those that are of a much more general or broader
scope than presented specifically in the lesson. These concepts are {llustrated by
the content of the lesson, but do not refer to any specific content presented in the
lesson. These¢ concepts represent the next higher level of abstraction than specific
content based concepts. For example, the content specific example on the Aborigines
could be used as one example (* the following general concept.

€.9., "The existence of one culture may be dependent
on completely different standards than what
another culture can tolerate."

STEP 7: CLARIFY THE CONCEPTS TO BE LEARNED

Rationale. Simply telling students the concepts to be learned does not insure that
students will understand them. Information of an explanatory nature should bs pro-
vided so that the concepts become more mesaningful to the student. By clarifying the

concepts the teacher relates what the student knovs to what the student must learn.
In addition, when broad concepts are provided to students, sometimes confusions

might occur because of overgeneralizations drawn by the student. I[f this is possible,
then the teacher must clarify concepts to prevent possible misunderstandings.
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Implementation. Concepts can be clarified by examples, non- wxamples or cautions.

ampies clarify concepts by giving other instances of the concapt and pointing out
similarities. This 1is dor.e by illustrating the concept {1 other contexts or by
drawing analogies to the concepts. A statsncnt of clarification should follow each
concept.

e.9., "The invasion of Europeans into the culture ¢ che
Aborigines is similar to what happened when Euro-
peans {nvadead the¢ Indian cultures of North America.”

e.§., "The tulip craze in Holland in the 1700's is an ex-
ample of price inflation caused by excessive de-
mand. Similar price inflation has gccurred with
blue jeans, real astata, and most recently, gold."

A second method of clarifying concepts is by specifying non-examoles of the cone
cept. The teacher gives instancas where the concept is not exemplified. This {s
done by pointind cut differences batween the instancas.

e.9., "The increase in tulip prices in Holland in the
1700's {s not an example of depression.”

An additional type of clarification statament can be made th;-ough cautions. Cau-
tion statements are attempts to clarify a possible misunderstanding of the concept.
The misunderstanding could result from the examples or non-exampies that were given.

e.9., "Be careful not to confuse the culture of the
Aborigines with the American [ndian. Although '
there 3re 2 fow similarities, thers are many
differences."

STEP 8: MOTIVATE STUDENTS TO LEARN

Rationale. Although student motivation is more complex than a couple of sentences
Tn an advance organizer, the advance organizer can include scme motivational ele-
ments. wWithin the advance organizer the teacher should relate the to-be~learned in-
formation to the lcarner. This information will either directly motivats the stu-
dent to learn, or will provide the student with knowledge that will enable the stu-
dant t0 decide whether the learning is worth his/her effort. Motivation statements
usually exprsss rslevance through rationales. Good rationales are characterized as
heing short term, specific, personalized, and believable.

Implementation. Onee the concepts have been presented to the student, th2 teacher
Should relate these concepts to the student. The teacher does this by relating
the information to the student's immediata experiencea.

e.g., "8y understanding hmy others have been treated,
we may begin to understand how to treat others.
For example, we may begin to understiand why some
countries don't want the United States to help
titem, "

e.g., "Everyday we usa alectricity. 1f we unders “Ind
electricity we will be able to use it more safely.”
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Motivational starsments that relate directly to the student's experiences or 1ife
will have a greater imgact than futuristic motivational statements. For example,
tnedfol'lowlng type of motivational statement has limited imnediate impact on the
student. .

¢.9., "If you Jearn how tn write good paragraphs it
will help you get a better job when you graduate."

STEP 9: INTRODUCE VOCABULARY

-

Rationale. Students should be presented with important voCabulary before the lesson
begins for two reasons. First, studevts need time to think about a word and its
meaning before it is used. Defining a vocabulary term as it is being used does not
allow the stude * sufficient time to understand the new term, and 1imits the under-
standing of th  ntext in which it 1s being used. Second, the introduction of new
vocabulary terms during the lesson results in a mertal conflict in the learner. The
student does not know whether to concentrate O understanding the new vocabulary
word, or on the content in which the vocabulary is being used. Intreduction of cru-
cial vocabulary before the lesson, followed by elaboration of the vocabulary duyring
the lesson allows the student time to think about the vocabulary and more readily
understand the use of it in the appropriate context.

Implementation. Introduction of new vocabulary should be very specific and clear.

e teacher should identify the terms as new vocabulary that students will be held
responsible for, and define each term. Simply identifying the words as new vocabu-
lary 1s not enough. A concise and understandable definition should be included with
aach new term. .

e.g., "There are same vocabulary words you should know
for this chapter. The first word is 'indictment'.
An Indictnent is a formal charge against sameone.
The second word 1s..."

e.g., "/ few moments ago [ said that we were going to talk
about civil rights. That's a term you should know.
Civil rights moans..."

The following are examples of intreducing vocabulary inefficiently for learning 1in
an advance organizer.

e.g., "Be familiar with the words at the end of the chapter."

¢.g., "The new vocabulary words today are 'radical', 'prograssive’,
and 'militant'. Watch for them as we read."”

STEP 10: STATE THE GENERAL OUTCOME DESIRED

Rationale. One way to facilitate learning is to tell students what you want them
to learn. Another way is to te,l students what you want them to be able to do
with what they learn. Students perform bester on tests when they know what types
of responses they are to make. Providing this information enables students to
study more efficiently and allows them to batter reach the expected outcame that
the teacher d-:zires,
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Implementation. The best way for i tsacher to let students know the general cut-
c?ms du}'r:d 1s to include & statament such as this at the beginning of every
¢lass period.

e.§., "When wa finish with today's activities [ will '
want you to de able to..."

Qr
"““then we finish today's lesson you should be able ts..."

The following statements could comolete such 2 statement:

e.g., "...state the namas and functions of each of the
body parts.”

.Gy "...ita 3 One page summary of the major {ssues.”

e.d., "...read a poem and describe the devicas usad 0
catch the readsr's imagination.”

¢.g., "...read a2 speech of the politician and descride
wity his arqument for gun contrul would not cone
vinca most pecple.”

“0st teacners are able to {dentify the types of objectives that they wish 0 ac-

complisn by their instruction. However, it is important that this ianformazion le
shared with students so that they can pregar: for thesa expsctations.
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EXAMPLES OF
ADVANCE ORGANIZERS ACTUALLY
PREPARED BY SECONDARY
CLASSROOM TEACHERS
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DEVELOPING AN ADVANCE QRGANIZER

TOPIC:

The House of Representatives

STEP L.
[nform students of advanca qrganizars
1. Announce advence arganizsr

B. State benefits of advance
organizar

¢. Suggest that students take
notes on tha advance organizer

Today baTore we start our American Governmant
lesson [ will give you a brief overview of
how we are ¢oing to approach the lesson. You
should take notas on this overview.

e 2:
[dentify %opics or tasks

i. [dentify major topics or
activities

5. [denttify suybtapics or
component 2ctivities

We are going to continue our study of the
Fedarsl Govermment by focusing in on
Congress, specifically the House of Re-
presantatives.
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STeP 1t
3rgvide in organizational frame-work

i, P=ssent an outline, list aor
rarrative of che lesson's
zantent

Wa will first look at the structure of the
House of Representatives; seccond, wm the
regresantatives represant; and third, what
it does or how it can have an effect on you.

STEP 4

Jlart ¥ action 90 3@ iaken
1. State c=2acher’s aczions
3. State student's dctions

[ will supolement the taxtiook reading asigne
mint waich you had for homework with a lect-
ure, You should have your bBOokS out and we
will read carts together. ['ll make conmments
as we g0 along. [f yoy have any comments
raise your hand and ['l1 answer questions.

-
i

"y

? 3

(V) (g}

~yi1da Jackground information
1

. Relata =2301C 0 he clurse
ar Jreyicus !esson

3., Relate %3pic 0 new
‘nfarmation

As vou recall yestarday we icoked it the
Senata, wnat 1t does and how it reprasents

us. The House of Represantatives is the
other cart of the Congress, Jememter

that Connress i< the hranch of the

qoverrment called thia Lagisiative or law mak-
ing dranen and is one af the three major carts
of the Federal Goverrmmnt.

Q1
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STEP 6:
State the concep®™s 22 be learned

a. State specfic concsapts/ideas
‘rom the lesson

b. State ganeral concacts/idess

broader that the lesson's |

sontant

There are a couple of themes that ycu
should see in today's ‘esson. First, the
House of Representatives has special re-
sponsibilities which acts as a check on
other parts ¢f our govermment. Second,
the House of Representatives is considered
the least important of the parts of
Conyress by many pecpls.

STEP 7:

Clarmfy the concepts to be learned
a. Clarify by exampies
b. <Clarify by non-exampie

c. Zaution students to possible
rsunderstandings

However, do not gut the ides that the
House of Representives is not an imoore-
tant part of our law-mking body. The
House does nlay an important roie in the
governing process.

STEP &: ’ .
Motivate students to learm

a. Point out relevance %o
students

5. 3e specific, short-terms,

personalized and believabdle

_ Ther are several reasons why this lesson

is particularly relevant to you. First,
there will be at least 10 question on the
chapter tast over the House of Representa-
tives. Second, the taxes you pay, and will
pay, are 1 direct resylt of the legislation
of Congress.

TEP §:
introduce vocabulary
3. !gentify new terms and define

3. 3lspeat 41*%igult cerms and
Jafine

A word you should know {s session. A
session is a period of time auring meetings
of a court, council, or lawemaking body.

STES 0
State the jeneral Qutcome Jesired

d. State objecttves of instrucs-
ron/learning

5. Relate outcome 0 test
serformance

Af¢er this lesson you should be able to
expiain, 1) how long & representative's
term lasts, 2) how he or she is electad,
3) now the House of Representatives is
structured, and 4) what responsibilities
the House has,
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DEVELOPING AN ADVANCE CRGAN[IER

TOPIC:

Political Party Soending

STEP L.
I[nform students of advance organizars
i. Announce advancy grganizar

3. Stace denafits of advance
arganizer

Suggest that students take
notes on the advancs arganizsr

(2]

Today we are going to continue to discuss
Amarican Citizenship, GBefore [ stare, |
will give you an overview of the lesson
to enable you to understand more clezrly.
You shouid taks notas an this ovarview.

STEP 2:
cdentify topics or tasks

i. [dentify major topics or
aceivigies

8. [dentify subtopics or
component dctivities

Today we will turm our attention to the
quastion - how do polftical parties get
and spend their money?

STEP 3:
rovide an arganizational frame-wark

a4, Present an aqutiine, 1ist ar
narvative of :he lesson's
cantent
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First, wa will concarm curselves with the
first part of the question - how do pelitical
parties gat their money? Then we will try
to fit this question with the cverall con=-
capt of an slection.

sTe? 4

Slartfy aczion 0 He taken
i, State ‘tpacher's actions
3. State student’'s actions

while ['m lecturing [ want you to take natas
and 1f you have any quastions raise your
hand and ['11 try o0 answer them for you.

s=ra 2

SQ¢ 30
Imyide dacxground i{nformation

1, Qelate %opi¢ =o the course
Ir Jrevicus lessan

3. lelate 9pic 0 tew
‘nformation

Yestarday we saw what is needed %0 ~in the
alection. We saw that it takes exparience,
a lot of support, and a lot of money. Tocay
we will expand on the 1ast area - mney - 0
sae how it fits specifically into winning an
alection.

R
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STEP 6.
State the concepts 0 He learned

a. State specfic concepts/ideas
from the lesson

5. Stats general concepts/ideas
broader that :he lesson's
contant

We will see that while support and experience
are important, money and how it {S usad is the

driving forca behind an election.

STER 7:

Clarify che conceots % ba learned
a, Clarify by examples
5. Clarify by non-example

¢. Caution students 20 possible
nisunderstandings

An example might maks this point a 1ittle
clearer, Two candidatas have the same
amount of support (or workers) and experie
enca but one has much more mongy. The
one with the money can do T.V. ads and
have nice, pretty postars, but the ather
can't. So when pecple who aren't sure
who they will vote for only sae the guy
with the money they 1ike-him bettar. This
showe how money can decide an election.

STEP 8: .
Motivate students %o learn

a., Point gut relevance o
students

5. Se specific, short-terms,
personalized and believable

B8y studying and understanding how and where
election money comes from, you will under-
stand the election process bettsr. This
will help you to understand the upcoming
election that some of you may be voting in.

STE? 9:
{niroduce vocadulary
d. identify new terms and define

%, lepeat d41f%icylt terms and
define

Two words you should know before we start are:
1. telethons - spectal fund raising program
on T.V.

2. deduct - this means to take away

STEP 10
sState :he jeneral outtome qesired

a. State ohjeccives of ingtruce-
ron/learning

5. Relate sytcome 0 test
Jer<armance

At the end of the lesson you should be able
to state the different ways candidates get
money from supporters.
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OEVELOPING AN ADVANCE QRGANIIER

TOPIC: The £ye

STEP 1:

Inform stﬁdmts of advance crganizer.

a. Announce advancs organizsr

5. States benefi{ts of advancs
arganizer

¢. Suggest t..f students take
notes on tha advanca organizer

Before we et to tha specifics of today's
8ialogy lesson ' will give you an overview
of the lesson t3 heip you understand the
specifics betier, so you should take notes
on the overview.

ST=P 2:
identify topics or tasks

a. [dantify mJjor topics or
activities

5. [dantify subtopics or
companent activities

STEP 3:
Jrovide an orgqanizational frame-wark

1. “w»msent an autline, list or
narrative af the lesson's
content

Today we'll contimue our discussion of the
hunan sensory system by starting on how
the human baody uses its cyes to sae.
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First wa will cover how the eye works in
general and then we will focus in on the
specific parts of the tye and how they work
together %0 enable us t0 seae. Lastly, we
will see how signt and sound combine o form

the mst impartant parts of the sensory systam.

3TEY 4
Tlarify actiagn o3 he taken
1, State .emacrer's actions
5. 3Jtate studant's actions

While ['m lecturing { want you to take notas.
[f you have questions or comments raisa your
hand and [''1 answer them for you. You will
nesad your biology books to follaw alang in
the eys diagram.

a=ws =

g 3
3mvide Jackground information

1, Relate rngnic %o the <ourse
or Irevyious lesson

3. lalate WRIC 0 new
information

Yestarday in our lesson on learning we learned
that the human ear is a very comolex and
sensitive instrument. Today we will sae how
the human eye-is even more remarkable than

the ear. Aenrenber, we originally began our
study of hunan biology with the digestive
systam then we moved %o the reproductive
system and now we are focusing in on the
sensory systam,
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STEP 6:
State the concepts to be learned You will Teai™n that the eye i3 1 very
. important par of the human sensory systiam,
a. State specfic concepts/ideas and that it provides imformation that
from the lesson clarifies information received from the other
B. Stata generai concapts/ideas senses.
broader that the lesson's
+ content
) STEP 7
. As an example, 1t will be helpful if you think
larify the concepts to de learned of the eye as being similar to a camers, but
a. Clarify by exampies not exactly because the eye is much more
complex. The pizture that i comera takes can-
5. Clarify by noneexampie not always sur{d alone. Sometimes you need
c. Caution students to possible someone to tall you what the picturs is
i:un“,-,umﬁngs P i apout. This is how the eye works with the
| other senses.
|
STEP 8: . . By um#rstnd‘lng :eu sight fits {nto the
‘mrivate §° 1 : overall picure of the sensory systam we'
DEivate S_U“MS to learn : can begin to understand how you might per-
a. Point out relevance to . caive things differently form others. This
students causes us to have different attitudes about

the world which may account for why we are

R Tf“ . - L]
. Be specific, short-terms different from one another.

personalized and believable

STEP 9: As you will see in the book, there are some
, important tarms for you to know, First, puoil
introduce vocapbulary which e the cpening that lets 1ight througn

the eye. Second, is the lens which is the

. 1f .
2 ldentify new terms and define transparent cover that the ght passes througn.

5. Repeat difficult terms and Thirdly, the retina is the par: where tne light
define hits making a Tittle plotograoch to be sent &0

the brain. Fourthly, the optic nerve takes
the photograph to the brain.

STEP 10:

State the general outcome desired When we finish this lesson on how the eyes

see you shouid be able to explain what each

a. State objectives of instruct- ’ part is, what it does, and also how each part
ion/learning ; works together to give your drain a picture
b. Relate cutcome 0 test i of the worid.
serformance
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OEVELOPING AN AOVANCE ORGANIZER

TP 1C: The Cell

STEP 1.
[nform students of idvancs erganizars
i. Announca advance arganizsr

9. State benefits gf advancs
organizer

C. Suggast that students take
nates In the idvance organizer

Today we are going (o start & new topic in
81ology, but before we start [ would like
t0 give you an overview t5 help us organize
and understand mre clearly. You should
take notas on the overview.

STeP 2:
!dentify topics ar tasks

d. [dantify major topics or
activities

3. [dantify subtopics or
component activities

We are going to start %o learn about the
cell and its functions and parts. We will
do this in vardous ways - aur dook, {ims,
dnd experiments, as wel! as lectures.

STEP 1:

Pravide an organizaticnal frame-work

i. Present an outline, lise or
narrative of the lesson's
content

First wa are going to study animal calls
(the building blocks of our bodies, and
their parts and what they do. Second, we'll
try to get in overall feeling for how cails

f1t into the bigger picture of how cur bodias
wark,

STEP 4

Clarify action 0 He taken
1. State ‘suicher's actions
3. 3tate student's actions

While ['m lecturing [ want you to take notas
ind if you have any comments or questions
['11 be glad to answar them. You will need
your bagk for the dfagram and dafinition

of the parets of the cal’.

TEP 3:
S~ovida background information l

1. Rlelate <opic %o *he caurte
Ir 2revious lessgn

3. Relate :a0ic 0 new
‘nformatian

Everybody is made up of calls Sut they are
very, very small and you con't see individual
anes, but they are wnat make us - you are
a1l a bunen of cails. To give you an fdea of

the sTze, 1000 cails couid fit on the
head of a 31n,
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STEP 6:
State the concepts to be learnad

2. State specfic concapts/ideas
from the lesson

b. State general concepts/ideas
broader that the lesson's
content

We will be looking in the book at a diagram
that will show us the different parts of
the cell and what they do. This will allow
us to see that cells are the most important
parts of our bodies.

STEP 7:

Clarify the concepts to >e learned
a. Clarify by examples
5. Clarify by non-examnle

¢. (Caution students o possible
m sunderstandings

For example, 1t will help uou %o understand
cells 1f you picture them as bricks (only
very small) and they from a housa on your body.

STEP &: .
eivate students o learn

a. Point out relevance %o
students

b. Be specific, shors-terms,
oersonalized and believable

Becausa calls are the basic building blocks
of 1ife, they are important to you. D0Qise
eases, colds, allergic reactions are bDy-
products of cell activity. Anyone who wants
to understand how plants and animals live and
61101mst first understand the working of

c‘ s.

STE? 9.
introduce vocabulary
a. [denti‘y new terms and define

5. Reneat difficult cerms and
dafine

Before we start there are a few terms you
should know. The ceil wall is zhe boundry
of the cell. The cel| memdrane is just
inside the ce1l wall and 1s another
thimmer membrane.

STED 10

State he general outcome desired

3. State objectives of instruce~

ton/learning

5. Rejate outcome to test
Jserformance

When we finish today's lesson you should be

able to describe the following things about

the cell,

1) Its structure

2) Its different parts

3] Give a general pecture of how it works ang
now it fits inot the overall scheme of
your boay.

11



GEMERIC
ADVANCE QRGANIZER
FRAMEWORK
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OEVELOPING AN ADVANCE ORGANIZER
TOPIC:

STEP 1.

Inform studants of advance ornanizers ! am going to ducrlbe what nd.wi'111(do. cover) o
3. Announce advance oracanizer help you better undérstand today's lesson.

b. Stats benefits of advancs
, ormanizer .

‘ ¢. Suggest that students take
l nptes on the advance ornanizer

STEP 2 (M. Topic) Remember tnat (we are still on, or will
identify topics or tasks ne starting on)__(M. Topic) today.
a. ldentify major topics (S. Topic) The topics or sunjects that we will
r ac-:iv'ltzes ) pies or (go through, cover, or discuss) will be

,and . (whataver number oF

{ 5. ldentify subtopics or topics.
component activities

STEP 3:
{

Provide an organizationa] frame-work First, we will discuss __, second __ _
. . and third .

a. Present_ an outline, list, or | Here i< an outline fer y&* to follow. (hand out or
' narrative of the lesson's on the beard).
content
STEP & | I will (give a lectuyre, lead a discussion) over this
Zlarify action to be taken matarial.

a. State tsacher's actions
b. State student's actions

] want vou to (take notes, listen to-mv lecture,
do this homework).

STEP §:
°rovide baccground informution

a. Relate topic to the course
or "revious lesson

Relate topic to new
information

Yestarday we talked about _ (tooic) . Thase three
ideas were brougnt out 1. v 2o
and 3. . With this background we are
ready for (today's topic).

This topic is relatad (relevant information). Unair-
su?d'lng this will help you detier ungirstang todav's
topic.

o




STEP-6:
Stata the concaots o bte learmed The topic trat we are going to discuss today
11lustrates the fdea (Qeneral concept). Specifically,
a. SZate soecific concaots/ideas fn today's lesson the ract that (specific cancaot)
from the iesson (specific concape), and (specific conceoz), occur
shows s.
b. Stats ceneral concepts/ideas
broader than tha lusson’s
content
1P 7
Clarify the concaots 3 da learned n An example of this concaget would be _examply ?
a. Clari#y Uy =xamoles This concept is not the same as example.
3. Clarify Dy noreexa..'e 8¢ careful not to cunfuse (examoles of conceot) with

| (examole of dissimilar concaot).

¢. Cautiaon students of possible
misunderstandings

TEP 3: l
) ¢« You will usa this (concapt) averytime you need tO
‘otivate students to learm . (example of concept).

a. Point out relevance 20 |

students | This may be surprising to learn this BSut ...........
5. 3a soecific, short-tarms, ter-  This will help you to (positive consaguences). I[f you
sonali<ed and bHaliaevable | you don't understand this w1 negative conssquencss
STEP 3: |
. . These are the _w~ords/tarms that [ want you
-ntroduce vocabulary ' tn know today. 'A1s word means (definition)
. i, [dentify new <arms and cafine '
5. Repeat 4difficul: sarms.and . The word gwordz means gdef1n1t1cn2, 1 < SN
cefine !
|
TP 0 l At the end of this lesson [ want you 20 be abla %o
. cna - , i (know, writa, c¢afine, explain, compars, contrast)
state the jeneral jutcare lesired . on the (rext tast, juiz, assionment). or “Mow that ycu
i, Stata opjectives 3f ‘nstruct- | «now this, you snould -e able to _‘outcoue) if
*on/ladarming . . dskad you to [par“grmanca).
3. Jleiate Jytcomes to tast ser<ar. \
=3nen
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APPENDIX H

ADVANCE ORGANIZER OBSERVATION
SYSTEM
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OBSERVATION ENTRY PROCEDURES
Arrive at the target class early and get materials organized.

Mekea sure the tsacher knows you are thers. I[rtroduce yourself 1f you have
not mat the teacher.

Select 2 sgat at the back or side of the room. Cheack with the tsacher to
make sure that the seat you have chosen is acceptablie. Remind the teacher
you will need to talk to the participating student for S minutes at the
end of the period.

As soon as possible turmm on the tape recorder. Make suie it works, and
is at a proper volume level to pick up the teacher's spesch.

Fi11 out the class description information on the bottom rignt hand corner
of the second page of the Obsarvation sheets.

As soon as the first studant has entered the class, and the teacher
iddresses the class, record the Start time in the Pre-Lesson Period
dox. The criteria for recording times and behavior oczurances should
be referred to {f thers are any gquestions.

[f the taacher writes down anything on the board before the class starts

or during the class period, this snould be copied down on a piece of paper
and attached to the observation sheets.

=
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QBSERVATIOM SCORING PROCEDURES

The start time for the Pre-Lasson Perdiod should be recorded as soon as
the first student entars the class ind the teacher starts talking to the
class as & group. All comments of an orqanizaticnal nature, prior to the
actual lesson are scored here.

The start time for the Lasson Perdod should be recorded wien the teicher
Jegins t0 give the class new infarmation, related to the present topic
¢r activity.

The start time fur the Post-Lasson Pertod should be recorded when the taicher
stops presenting new iuformation and begins t0 repedt, sumarizs, or make
assignments. [ any new informatisn is prIsanted then the Post-Lasson Period
nas not started. This period ends when the taacher dismisses the class or
has announced Shat the lesson is finished.

“hen “behavior” that fits into one of the catagories {s obsarved the
time should be recorded. Sinca the hour has been specified in the “Startsd”
box, only the minuta that the benavior occurred needs 0 De recorded.

{f any probiems are notad, or any behaviors need additional comment, writs
down notas in the "General Comments” column in the rm'gnht hand margin on
the second page of the Obsarvational Sheecs.

The "Presentation Mode® of the benavior being displayed should, be notad. For
ayery 0CCUrance a check should be made in the proper ‘Presentation lode”
calum. The following critar~ia will be ipplied for the scaring of the
Presentation Moda.

Verdal : spesch, tape recording

Visual Aid: chalkboard, overnead projecior, piclures
Writing: paper, b0Ok

Elicitea: student responsae O teachar quastion
Qther: fiim, song

If more than one mode is usad, %hen all sresentation modes w#ill Se scured,
Jut 2ACH check Chat megrasants tha uss of simultanecuys sresentatian modes
will be cireled.

n Step 2 the Responte ¥ode must be scored. A response mode will he scored
for eacn banavior cbsarved in Stap 2. The Responsa “ode #~ill Ye scored
ising the ippropriata lesponse Mode Symool listed in She right hand coiumn
of the first jage of the Obsarvation sheets.

{n Stap § each concapt that is clarified should be fdentified 45 content Hased
or content free. This snould be easy because the canceapt s catagoriezed

for this in Step 5. Stsp § cannot ba scored unless a concept nas Heen

scored in Stap S.
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QBSERVATION EXIT PROCEDBURES

When the taacher has stopped talking, or nas indicated that the lesson
is over, the scoring should stop, and the tape recorder should be turmed
off.

The observer shouid quietly rise and leave the classroom. A pre-drranged
signal should be agreed upon by both the tescher and student SO that the
student can also leave. A place at the rear of the class may be an
equally appropriata placa for the observor to §o with the student.

The observer should take the student in2o a quiet part of the nallway,

an empty classroom, or the !ibrary. Care snould be taken not to wasta
time because hallways will become impossiblie to use if the period bel?
rings. If any additional time can be gained at the end of class, this
should be done. Make sure drrangements have been made 0 get the student
t0_his/her next class {f it appears he/sne will be lats. TRY TO COMPLETE
THE INTERVIEW WHENEVER POSSIBLE. [f the intarview is not complietad,
dncther observation/intarview date must Le scheduled.

Turn the cassetze tape over and record the interview. Write down the
student's commments verbatim. Make sure the tape recorder {s working
and is recording at the proper lavel.

When the interview is over turn off the tape recorder, thank the student.
If necassary, make arrangements to get the student to his/her next class.

Labe]l the cassetts tape with the same descriptive information listed in
the lowar rignt-hand cormer of the sece:d page of the Observation Sheets.

Proceed to next class..



Stap |

.
.

[nform of the purposa of advance organizars

Cefinition: This stap will be recordad when the taacher has defined,
explained, or referred o an advance organizar, and makes i statement
regarding what {ts possible benefits are. The statament of benefits
may take placs bafore, during, or after the advancs organizar. This
w11l most generaily be done vertally, but may also be aided by
writtan instructions on the chalkboard or handouts. This stap dces
not include the giving of information about the subject matter about
ta be discussad, but only about the idvanca organizer (AG) {tself,
ind haw it can aid {n learning the subject mattar.

Examoles: |

A. "1 am going %0 give you anm overview of :3day's lesson that will
helo yoy understand what we are going to study."

8. "“Okay, listsn up. Before we start [ want to give you a brief
out!ina that will help vyou in following my lecture.®

C. "On the chalkboard s a 11si of topics that [ will cover that will

help yoy in today's lesson."

0. “The taacher has writfan on the chalkboard: "ritas these events

in your notas. They will help you understand the reading today."

Catagories:
A, This stap is recordad if the taacher makes a statament that

indfcatas advance organizers will be beneficial in some way.




Step 2:

Clarify the task's physical paramsters

Definition: This stap will be recorded when the taacher informs the

students of what the students and taacher will be doing (physically).

in order for the lesson t0 be completsd. Anytime it is assumed that

the students know what they are t5 do and it is not spaciaically

stated, this is not recorded (e.g., "Get your notsbooks out”). Alse,

stataments are Only scored when they occur in advanca of a task.

Otrections or directives given during the task are not scored. For

example, stap by step instructions given Dy the tsacher in a s.lencs

lab, or directions of how ts do scmething are not to be scored. (€.9.,

"Put the watar into the solution”, “underiine the vert in that sentenca,

open your books, writa this down"). 00 not score stataments that

repeat the action to be taken.

Exampies:

A. "1 am going to Jecture and [ want you to take notes.

8. "I'm going to show vou a4 f{im today.

C. "I am going tn grade papers for a wnile, SO you have some frae
time D do what vou want.

0. The taacher has writtan on the chalk board: “Write down these
words SO that you can study them for nomework.

Catagories:
A. Teachers' Actions. This category will be recorded when the tsacher

makes reference to wnat ne/snhe will be doing (physically) in order
for the lesson to be completed. Examples A, B, and C would be scored

on this catasgory.



8. Student's Actions. This catagory will be recsrded when the
taacher makes refarence t0 what the student will be doing (physically)
in order for tha lesson ta be completad. Examples A, C, and 0 would
ba scored on this catagory. |

Aesponse Moce:

A. Write. This mode will be recordsd when any advanca direction
{3 made o writa on notsbook papar, a worksheet or via 31 tyomwritar.
8. Listen. This moda will be recorded when iny idvanca direction
is mac -0 listan to a lecture film, or other prasentation.

C. (Qosarve. This mode will be -ecorded when iny idvancs direction
{s made %o observe a visual, a film, 2 dmnsmtién. or an activity,
0. Talk. This mods will be recordad when iny advancs direction

is mada to talk by making a presentation, answaring qu.st'l?ns. or
participating in a d‘lscuss'l.on.

E. Read. This mode will be recorded when any advanca direction

{s made %0 read matarfal. This mode will include directions to
skim, look someching aver, review etc........

F. Test/quiz. This mode will be recorded when any advanca
direction is made that a tast Or quiz will take place. I[f the
tzacher does not specifically use tarms that indicata some type of
evaluation will take placs, this is not scored (e.g9., “ut your
HOoOkS away. Taks out paper and Pencil and gat ready %0 writa.”

This wouid de recorded as the writs mode iand not the tast/quiz

mode. )
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G. Homework. This mode will be recorded when any advance direction
is u;dc that a task should be completed outside of the classroom.
Phrases such as before class tomorrow read pages..... or For
tomorrow redd the next chaptar on ..." should be recorded on the
homework mode. Phrases that should not be counted include: read
the section on the tobaces industry" or Keep up on your reading.”
These would only be recorded on the read mods.

H. Study. This mode will be recorded when the word study”

1s actually used in any advance direction given to students.

[. Think. This mods will be recorded when the word think” is
actually used in any advance direction given to students.

J. Qther. This mode will be recorded when advancs direction is made
that does not fit into any other response mode. The obsofvnr should
describe other” in the comments section of the obsarvational

checklist.



Stap 3:

Identify the topic of the task
Oefinition: This stap will be recorded when the tsacher gives the

task to be done a name by making & brief statement that serves o
describe or define tha task. The task can cover wnat the student
and/cr the taacher will be doing.

Examo!es:

A. “Today we are going %o begin a unit on Greece., Today we i1l
cover the !fycsnean sattlements.

8. We are Joing to study the Battles of tne Clvil War. The first
battle we will talk about is GetZysburg. Now we will talk about the
battle of Shilo.

C. We will be taiking about nouns, verts, and adjectives.

0. Today we will talk about Parts of Sgesech.

€. Yow, we are guing to .study the economic _problems of the Southem
states during the Civil Jar.

Categordes:
Major topics: This catagory will be recorded when the teacher srovides

4 topic under which a large share of information in the activity can

ba groupad (Example 0). Topics that cover saveral days of {nstruction
would also be recorded in this catagory (The topic on Greeca given in
£xample A providas an example of this. The topic on l'ycsnean sattle-
nents would 1130 be recorded as a major topic Secausa it constillites

1 major topic for the day's lesson. Saveral major ctopics cauld de
scored in one class period {f they are relatively independent of eacn
other. (Exampies 3 and £). Examples A, 3. 0, and € 211 would be scored

in this cateqgory.




Subtopics: This category will be recorded when tha taacher providas
4 name for information which is a subdivision of a larger topfc. Even
if che major topic 1'3 not identi ien, topics that could be clustered
undar a major topic should be scored ‘n the Subtopic category (Example
C). A subtopic would not be scored 1f the whole class period was spent
discussing one topic (Example A, 1 e., Mycane:n settlemmits). Some-
times taachers inzand a topic 20 be a subtopic, but losa track of
time and discuss it fo.' an entire period. If this happens, then the
taacher's intentions should be used to judga the recording. If the
teachers intended something to be 1 subtopic, then it shouid be
scored as such. Examples B and C would be scored on this category.

[f in doubt, ask the teacher.



Step 4:

Pravida background information necassary for new learning.
Qefinition: This stap will be recordad when the taacher pruvidas the
student with information that i{s not part of the to-te-learned
matarial, but sarves %o clarify the information t0 be learmed. Back-
ground information is designed 79 assist the student in understanding
the to-be=-learned matarial. This can be accompiished by reviews of
previous lessons or by putzing the information to come into the
framework of the total courss, or part of the coursa. [n general
information that clarifies the lesson matarial, but is not ta be
tastad over should be scored.

Examoles:

A. Yesterday we discussad how the people of Eqypt traveied all over
the 'lediterranean sea irea to start colonies. One place they
estabH;hed colonies wasg Graecs. '

8. Today we will discuss verdbs. Yestearday we talked about how aouns

names 3 oerson, plice, or thing. A noun 7ust have a verb with it =g

make 3 complets thought.
C. Here are two vocabulary terms that vou will not e held

responsiblie for, but you should be familtar with Sefore you do your

reading.

Q. {n_our discyssion of European countries, we have discussed “he

Scandinavian, fastarn, and Jestarm countries. Today we will begin

lgoking at the countrias that line the “Yeditarranean. The first country

that we will discuss is Spain.
E. Today we begin our discussion on electricity, but before we Segin

[ want to tell vou a little about some of the dangars of alectricity.

Cataqories:

-



A. New Information: This category will be recorded when the tsacher

presents information that has not been prasentad by the teacher in

4 past presentation, but is given to the student to assist understanding

of forthcoming material. [f the teacher makes any refarence to

having covered this information in the past, this catagory would not be

r- scored. [f the teacher makes any inferences that the student will bae
tastad Over the background information then this category would not bde

r scored. Examples C and £ would be scored in this catagory.

' 8. Previous Lesson. This caregory will be recordsd when the taacher

refers t0 any one lesson that his been presentad 0 the student in the

past. This reference constitutas a review of what the student already

knows in an atismpt t0 relate prior learning to present learming.

A review of topics coversd in the past, however, would not be scored

in this catagory. Examples A and B would be scored in Ihis catsgory.

C. Course Context. This category will be recorded when the tsacher

refers to now the presant topic fits into at least two past topics

from the course, or the course in general. [f the tsacher places

the present infurmation in the contaxt of only one past topic, then

this category would not be scored. Example 0 would de scored in
this category.




Step §:

State concapts to be learned

Qefinition: This catagory will be scored when the teacher informs
the student of the major COncapts that ars to be learned in the lesson.
These are broad stataments that sncompass ideas rather than details
such as terms, names, datas, etC.....Concapts may be either specific
to what the student will learn and De tastad on in the lesson's
contint, or be concapts that are Jsmonstrated in the lesson, but are
not specifically part of the lesson's concspt.

Examples;

A. In today's reading you will learn that the major reason that the
Garman's lost Worid War [I was that they split their forcas on two
fronts, rather than concantrating on one front.

8. This expariment will demonstrate that wood is a much better
insulator than stone.

C. e will damonstrata that tha denser 3 matarial {s, the battar
it will insulata.

0. This reading shows us that the Aborigines’' simmle way of lifa
was destroyed by the influx of Zuropsans.

€. This reading demonstratas the idea that the existanca of ona
culture may be dapendent on completely different standards than wnat
another cultyre can tolerata.

cataqories:
A. Contant 3ased. This catagory will be recorded when :he concaot

t0 be learmed is part of the contant of the lesson. These concapts
are the resuits of a concluysion that can e or 1s dram frem informae
tien in the lesson, and information in the lesson is specifically usad
"0 support the conclusion. &xamdles A, 3, and J would 3@ scored in

this catagory.
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8. Content Freg. This category will be recorded when the concept
t0 Ue loarned is {1lustratad in the contant of the lesson, but does
not refer to \ny specific contant presented in the lesr-*. This
category represe ts the next higher level of abstraction than Content
8ased concapts. Th's catagory is generally scored when a Contant
S8ased concept can be used as one exampie, of a possible number of
examples, that 1llustrata a broader principle. EZxample 3 is a Contsnt
Based concspt that could be one example of many from which to 1llustrata
the concapt statad in Example C. Example C is a Content Free concapt
Examples C and £ would be scored in this category. Some knowledge of
the taxt or matarial may be needed to score this catagory. If the
scoring cannot be discerned from listaning to the lecturs, ask the

tsacher,
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Stap 6:

Clarify Concapts

Definitien: This category will be recordad when the taacher attampts %0

halp the student undarstand the to-be-iearned concspt by providing
information of an explanatory nature. For this t0 be recorded the
concapt must have been One that was recorded fn Stap S5 [f the concapt
was not statad then, no clarificatin would be recordsd in this stap.
Examples;

A. Tha invasion of turopeans inty the culture of the Aborigines fis

similar to what happened when Suroceans {nvaded the indian cultures
of lloreh ca.

8. The denser a matarial is, the bettar it will insylata. 'ood will

insulate Bettar than concreta. Concrese will insylate bettar %han

watar, -
C. Tha invasion of Europenas into the culture of the Aborigines is
1ike Christmas in America. Somathing simpie can Je taintad because
pecple overiocok the fact that simplicity can be encugh.

0. The tulip craze in Holland in the 1700's i3 an example of orice
inflation caused by excessive demand, Similar orica inflation nas

occured with bilue jeans. real estats, ind most recentlv, qoid.

£. The tulip craze in rHolland would net be ¢onsidersd 3 deprwssion.

£,  (As relatad to Example C). GBe caraful not -0 think of Zhe
Aborigines as a0t b&ing as good as the Zuropeans because [ have das-
¢cribed them as simple. Thay were narely different from the Zuropeans.

This «as the mistake that the Europeans made.

oy




Catagories:
Examplies. This catagory will be recorded whan the tasicher ittempts

to promota understanding of the concept by giving other instances of
the concept and pointing out similarities. This can be done by i1lus-
trating the cancept in other contaxts or by drawing anaclgies. Examples
A, 8, C, & 0 would be recorded on this cateagoty.

Non-Examples. This catagory will be recorded wnen tha teacher attemtos
to promote understanding of the concapt by giving instancas where the
concapt is not exemplified. This is done by pointing out differences
between the two instances on the important variables. Example £

would be recorded on this catagory.

Cautions. This category will ba recorded when the tsacher attampts

to clarify a passible misunderstanding generated by examples or non-

examples. Etxample F would. be recorded on this category.
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Stap 7:

Motivats students
Qefinition: This stap will be recorded when the taacher Drovidas

information to students that {s intanded %o make the student want 9
engage in the to-be-learned matartal.

Examples:
A. If you undarstand the problems of the Aborigines that wers caused

by the Europeans, this will help you understand how youy might affect other

pecple who ire different from yoursaif.

8. If you can {dentify these major concapts you should do well on
the exam.

C. Yoy will have ta know these tarms or ! can promisa you that you

will do poorly on the exam.

0. For those of you who 1ike baseb.'l, this reading will be gt

intarest.
E. This is an exciting story.

F. This story is about young people very mych 1ike vourselves.
G. Evervday you usa electricity. We will be talking about how
eiectricity is brought to our humes.

H. [f sou do well on this assignment, wa will not have a tast.

{. Why are we studying this? 3ecausa J0U need t0 know about this

%0 be a1 good citizen.

Categories:
A.  Positive Consequences. This category will Se scored wnen the

teacher orovides information that {s intanded °o MRka stidente hellyve

something good will nappen dy learning the information. This catagory
is only scored when the good consequenca is directly specified.

Jositive consequencas usually include rationales indicating that
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general or specific acguisition of information is benefici<l to the
individual, Examples A, 8, H, and I would be scored on this catsgory.
8. Negative Consequences. This catagory will be scored when the
teacher drovides information that is intended o make students believe
something bad will happen if they do not learn the information. Example
C wouid be scored on this category.

0. Interest Staiements. This category will be scored when the
taacher provides information that is intended to relats the to-be-
learned material to Students, but does not infer any positive or
negative consequencas as a result of learning the mater{al. Examples

0, E, F, and G would be scored on this category,



Stap 3:

Introducs new tarms/vocabulary
Oefinitien: This step will be recorded when the tfacher provides ine
furmation to students in the form of new tarms or vocabulary. These

tarms/word must De words needed for understanding the content o the

lesson. Fer this %0 be scored a definition or expianation of term/word

must be included. A clear intant of the activity must be to orusant
to the student information about particular tarms/words that will be
part Jf the to-be=iearned mtarhl.l ihen substantial parts of the
¢lass period are spent on vecabulary words, then the vocabulary wards
ire considared the ictual lessca, and would not be scored.

Eramples:

A. This ward {s Yesopotamia. Mesapotamia {s locatad in the iiddle
East.

8. Progressives is the name for ;&upie raking progress.

. An indictment is a formal charge idainst Someone.

0. Here is a list of words that will be in today's lesson. Lat

me pronguncs them and till you what each word medns........

[11]

. A few mirutas ago [ said we were going to talk about civil
rights As you recail from yestarday's discussien, civil rignts

m™eaAns that ......

Catedories:

A. lew Terms/Words. This catagory will e recarded wnen the tarm/
word presgnted has not heen presantad Jefore 0 the students.
(Exampias A, 3, C, & O would be scored an this catagory.)

3. Repeatad Terms/Words. This category wll Je scored wnan the

carm/word has leen Jresentad elsewnere to the student and reviewed
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or redefined at this point. This category would also be scored if
the definition is repeatad or is elaborated. Example £ would bda

scored on this category.
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Stapg 3:

Organizaticnal Framework

Qefinigtdon: This stap will be recorded when the tsacher provides the
studant with some idea of the structure of the information that is to
be presentsd. This framawor: must take placa either during or aftar
the presentation of major topics or subtopics.

Examples:

A.  First we will talk about the battles of :he Civil ar. le will
cover the battles of Antietam and Gettsburg. 'lext we will caover the
surrender 0f the Confederacy. That will include the ictual surrender,
ind the Signing of the peace treaty.

8. We will cover today the following topics: Gettysburg, Crittanden

Compromisa, the Emancipation Prociamation, and the Confederats Surrender.

C. First [ want to talk sbout Chief Justica Taney, who handed down
the Ored Scott dacision. Then [ want to talk about the Emancipation
Pruclamation, which was Lincoln's methou of freeing the slaves.

3. ‘.ook through the table of contants of the taxt book and review
the subtopics of the chaptar 0 see what we are Joing to cover today.
Categordes:

A.  Qutline. This catagory will be recorded wnen the taacher oro-
vides studants with the names of the major topics, subtopics, and
supporting informational categories that will be Sresentad. Thare

Tust be some higrarchial structure 0 cthe list of information oree

sentad. A 11St of rames or t0pics would not e scored on this cataqory.

Exacmle A would be scored on this catagory.

3. Lists. This catagory will be recorded when the tegacher provides

students ~ith a 1ist of information chat w#ill bHe cavared in the lesson.
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Step 10

State the general outcome desired

Definition: This step will be scored when the tsacher lets the students
know what will be expectad of them on the completion of the lesson or
task. This can be in the form of chjectives, goals, etc...... However,
these d© not dlways have t0 be tasks that the student actually does o
demonstrats mastery. Information to students regarding what the

student should be able %0 do would also be scored.

Exampley:

A. VWhen you are done with this lesson, state the nazas and functions
of each of the body parts.

8. In your own words, writa a one paragraph summary of the plot.

C. ‘hen you are finished, read 1 posm and describe the davices

used t9 catch the readar's imaginatiom,

0. YHrites a tarm paper on one of the topics we have discussed.

E. hen you are done with the lesson you should be able to read the
speech of the politician and describe why his argument for gun

control would not convince most peopla. .
F. Using the types of City government that we talked about today, find
communities within fifty miles of hers for each cne of the types of
¢ity government,

G. For tomorrow, solve the math story problems given at the end of
today's lesson on page 27.

Cateqories:

A. KXnowledge: tnis category will be recordad {f the taacher specifies
that the student must recall or recognizs ideas, or phenomena in
essentially the same form in wnich they were learned. Common tarminology
used 0 signal this category are included in Appenrdix A, Example A

would be scored on this cateagory.
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There is no hierarchial relationship to the inforwmation. This can
include 11sts of names, places, events, etc. [f additional information
is provided about each itam in the 1ist this catagory would not le
scored (See Narrative). Example 8 would be scored on this catagory.

¢. larrative. This catagory will be scored when the taacher ravides
s 1ist of information about accompanying comments to denote an organiza-
tional framework. Scme type of framework must be denotad, | e.,
chronology, importanca. [f dafinitions of tarms are included then

Stap 8 would alsa be recorded. Example C would be scored on this
catagory.

3. Qther. This catagory will be scored when the tsacher provides
any other kind of organizational informaticn othar than A, 3, and C.
Comments should be made on the 3bsarvational record descrioing
this fr.amork. Exasmie 0 would de scored on this catagory.
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HAJOR CATEGORIES OF THE THREE OOMAINS

by Norman E. Gronlynd

MAJOR CATEGORIES IN THE COGHITIVE DOMAIN OF THE 1.XONOMY OF
EDUCATIONAL OBJECTIVES (BLOOM, 1986)

Descriptions of the Major Citagories in the Cognitive Domain

1. Knowledge. Knowledge is defined as the remembdering of pre-
viousiy learned matarial. This may involve the recal)l of
2 wide range of matsrial, from specific facts to complete
theroies, but all that is required is the bringing to mind
of the ‘appropriate information. Knowledge represents the
Towast level 67 learning cutcomes in the cognitive dommin.

. ¢ hension. Comprehension is defined as the ability to
grasp the meaning of matartal. This may be shown by trans-
lating matarial from one form £ another (words to numbers),
by interpreting material {explaining or summarizing), and
by estimating future trends (predicting consequencss or
effects). These learning outcomes go one stap beyond the
simple remambering of material, and represent the Iowes?
level of understanding.

3. Appiication. Application refers to the ability to use
iedrned material in new and concrete situations. This may
include the application of such things as rules, mathods,
concapts, principles, laws, and theories. Learning outcomes
in this area require a higher level of understanding than
those undsr comprehension.

4. Analysis. Anmalysis refers to the adility to break down
mungal into its component parts 30 that its organizational
structure may be understogd. This may include the icentifi-
cation of the parts, analysis of the relationships between
parts, and recognition of the organizatio.! principles.

Reprinted from Stating Genaviora] UDjectives for Classroom
Instruction. Copyright (c) 1970, MacMillan.
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invoived. Learning outcomas here represent a higher
incailectual level than comprenension and appiication
because they require an undarstanding of both the contant
ind the structural form of the matarial.

Synthesis. Synthesis refars to the adility to put parts
togenter %20 form i new wncle. Tnis may involve the production
of a unique communication (thams or speech), a plan of
oparations (research proposal), or i set of abstrace

relations (scheme for classifying information). Learnirg out-
comes in this area stress credtive behaviors, with major
ephasis on the formulation of new pattarns or structures.

Evaluation. Evaluation s concarmed with the ability to
judge che value of matarial (stacamant, novel, ocem,

research report) for a given purpuse. The judgments are 0
ba basad on definita critaria. These may be intarnal critaria
(organization) or extarnal critarta (reievance to the purposa)
ind the student may detsrmine the critaria or be given them.
Learning cuccomes in this area ire hignest in the cognitive
hierarchy becyass they contain eiements of al1 of the other
catagories, plus conscious value judgmenzs basad on clearly
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EXAMPLES OF GENERAL INSTRUCTIONAL OBJECTIVES AND BEHAVIORAL TSRMS
FOR THE COGNITIVE DOMAIN OF THE TAXONQMY

[Tlustrative Genera!l
Instructional Objectives

[TTustrative Benavioral! Terms for
Stating Specific Learming Outcomes

Knows common tarms

Knows specific facts

Knows methods and procadurss
Knows basic concapts

Knows principles

Defines, describes, {dentifies R
labels, lists, matches, names,
out!iries, repreducas, selec:s,
states

Understands facts and principles
Intarprets vertal materia!
Interprets charts and grapns
Translates verbal material to
mathemtical formulas
Estiamtes fyture consequencss
implied in data .
Justifies methods and procedures

Converts, de“snds, distinguishes,
estimates, explaing, extends,
generaiizes, gives examples,
infers, parapnrases, predicts,
rewrites, summarizes

Applies concepts and principles
t8 new situations

Applies laws and theories to
practical situations

Soives mathematical problems

Constructs charts and grapns

Qeronctrates correct usage of a
method Or procgdure

Changas, computes, demonstratas,
discovers, manipuiates, modifies,
oPberates, predicts, preparas,
produces, relatas, snows,

salves, uses

Recognizes unstated assumptions

Recognizes logical fallacies
tn reasoneip

Oistinguishes batween facts ind
inferencas

Evaluates the relevancy of data

AndlyZes the organizational
structure of a work (art,
msic, weiting)

8reaks down diagrams, differenti-
ites, discriminates, distinguishes,
identifies, fllustrates, infers,
outlines, points out, relates,
selects, separates, subdivides.
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writas 3 well organized theme

Gives 4 weil organized speech

Aritas 2 credtive short story
(or pomm, or music)

Praposaes a plan for an experiment

Intagratas learning from differ-
ent areas into a plan for
salving a problem

Formulatas a new schema for
classifiying objects (or events,
or ideas)

Catagorizss, combines, compiles,
composas, creatas, davises,
dasigns, explains, generitas,
modif4es, organizas, plans,
rearrangss, reconsiructs, reiates,
reorganizes, revisas, rewritas,
summarizes, talls, writas

Judgas the lagical consistancy
of writtan matarial

Judges the idaguacy with which
conclusions are supportad by
data

Judges the value of a work (art,
music, writing) by use of
extarnal standards of
excallenca

Appraisas, comparss, coancludes,
contrasts, criticizes, dascribas,
discriminatas, explains,
Justifias, intarprets, relates,
surmarizes, sSupporss
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INTERVIEW QUESTIONS

Genera! 1qn

Tell me as many things as you can about what you learned in today's class.
Tell me sbout ideas you lesrned as well as facts.

Advancs Qrganizer tio

1.

18.
1.

12.

1

14,

15,

l6.

-
~J

i9.

What background information did the tsacher give you that helped you today?

Tell me how the information covered in past lessons halped you %0 understand what
was covered in class today.

01d you find t3day's lesson intarestingi Why? Why not?
Tell me the new words that you learmed today.
Tell me the main ideas or concspts that the tascher pressnted today.

. Tell me how the tesacher organi2ad today's lesson.

Did the tmacher sizmari2e or review what was covered today when the lesson
was finished?

. Tell me the things that the taacher did today that helped you learn mors.
. Tell the things that you actually had to do today in class.

Tell me what you are supposed to do for homework .

01d the taacher ,ive you an ocutline?

Did the taacher give you 2 115t of things to be covered:

Oid the taacher tall you what was going to oe covered first, secona, thirg, etc.

Tell me the topics that were covered in class today.

. Tall ne what will happen 1f you do not learn the information presanted today.

Tell me what will happen 1f you learn the information presentad today.

When you get done learning all of the information presentad 0 you today,
what do you think the taacher wants you to be able to do?

01d the tsacher give you an overview of wnat was t0 be covered tCday before
he/she started the lesson?

. Give me example of the ideas or concepts that vou covehed in class today.

On a scale of | to 7, | want you to rate how confident you fesl about your
Jnderstanding of toddy's lesson. (Read/show student ratings)

7 | feel verv confident 4 [ do not feel one way or another
6§ I feel fairly confident 31 fer! a 1{11¢tle unconfident
§ ! feal a little confraant 2 ! feel fairly unconfident

1 | feel very uncon'ident
Is there anything else »ou want %o tell me about your class today?
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OEYELOPING AN ADVANCE ORGANIZER
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USING AOYANCE ORGAIIZERS
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what you ™ going to do?

how today's lesson reiate
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Information?

1.

ﬂﬁ‘? of these idess
concepts

how this lasson relatss %0
you?

9.

what are the new words?

what these words mean?

10.

what the teacher wants
you to be able toc do at
the end of this lesson?
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ADVANCE ORGANIZER
TULIPMANIA

This advance organizer will help you understand and remamber more
information in the story of Tulipmania. As ! read the advance
organizer | want you to underiine the words that you think will be
the most important in helping you understand Tulipmania.

This passage is about tulips in the Netherlands in the 1600's.
The reading will tell you (a) how the tulipmania happened, and

. (b) what happened in the Netherlands because of the tulipmania.

The story of Tulipmania points out that the tulip itself, as
well as a plant disease, caused the tulipmania. The tulipmania affected
aimost everyone in the Netherlands in one way or another, and had a
bad effect on the money system of the country,

A major idea is that a fad or a craze can quickly affect a whoie
country, More recent fads have included bellbottom pants and country
and western music. This passage also shows you & good exampie of price
inflation. The price of something is affected by how badly people want
it. You know inflation has hit when ‘he bicycle you bought last year
for S100 can be sold for $200 this year.

when you get done with this passage I want you tb be able to
identify the most important information in Tulipmania.
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STURY

Tuld 1

Until 1815 the favorite of all flowers in Eurcpe was -the rose. 3ut i
4 short time publ{c opinion changed in faver of the tulip. Tulips had first
besn brought t3 Germany from Turkey in 1553. They were first bruught into the
Netheriands in 1553, The general public began 20 take an intarest in this
new flower as the result of 4 suddsn creze for tulips in Pards. Suddenly
the tuiip found itself considered an impartant fower and 2 sign of wealth.
AL that very momont, the suddsn spread of 2 plant dissase praducad several
strange changes in {ts petals. People togk advantage of this plant disease
by producing many new kinds of tulip.

The rush for tulips had now spread through Eurdps. The Netherlands, and
in particular the ttwn of Haarlem, became the main suppifer of bulbs. In
1625 the buldb of a faverita tulip wags already waorth its wefght n gsld. The
exparts creatad pink, violet, yellow tulips, and others using zuny colors
in saversl ways. Hundreds of diffarent kinds were grown. The bulbs sald
for high pricas. Also, it was easy t9 grow them on the ssmilest pieca of
land. Everyone wantad ¢3 gat in on this neaw adventure.

The weavers of Haarlem, who had an important trade in this town, threw
thexseives {nta this wark even thNugh they inew nothing of tulips. The
flowar trade grew and groy 3 an all time high in the wintar of 1835. It
ended quickly just a few months latar. This craze has sincs baen named
‘tul{pmania.” Everybody became involved. Sutchers, errind-hoys, innkaepers,
darters, chimey-sweeps, tax-coilectors, werew struck with "tulipmanfa."” ot
one class of peaple was Teft qut. The few citizens who kept their heads
czm the rest 'the hoodad cnes.' This referred to0 the hoods worn By
m L]

[n the town of Hoorn a house was taugnt for the prica of three tulip
Suibs. Whan several buyars were aflar thne same bdulb they did not hesitata
to offer the seiler huge oribes. They might offer him a cdach, or a fin:
team of horsas. GBuyers and sallers mat two Or three evenings esch week .
They met {n bars where their mdin? lagtad lata inty the nignt. The same bylb
mignt 3@ sold as many as tan times in a single day.

Many people had bought on credit. [f they were not able to sall :he bulbs
they found themsalves a9t ble t3 pay their b1lls. Suddenly the public lecame
scared because the country's wealth came from 1 system Sased on credit. On the
24th of February 1 group mat (n Amstardam and decided frem that day an only
cantracts drawm up bafore the J0th of Havember 15356 were to be rayed, Lacar
Contracts ware canceiled. The buyer could free himsalf of his contrace By
paying a smai! amount 3 the seller and returning the auid 3 him. On t4e
A7th of Aoril the States of Holland approved this gecisien. On the fallowing
day the prica for the most costly hulbs dropped from one thousand o fan
dollars: Sanity had returned - at tha orics of many individual tragedies.
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As part of your participation { Shis University of Kansas study, you will be reading
three short stories and answering muitipie choica questions.

By cooperating, you will help provide answers to important questions. Confidentiality
will te guarded. Your name will not be connectad with your answers {n any public
report of the results.

1. This envelope has the meteriais you will need to take part in this study. 0o not
get them out of order. 00 not lcok ahead.

2. Carefully remove the materials from the envalope. There should be a page with the
word “STORY" on top of the materials. 0o not read the story until you are told to
begin. This i3 not a timed test so you will not have to rush.

3. Each story has a4 stapled sat of questiors that goes with it. Check t0 make sure
that you have three stories and three sets of questions. Check to make sure that
the title of the story matches the title of the sat of questions.

4. Pyt your name on the 3 sats of questions rignl .i=. le -careful not to mix up the
order,

5. You arm going to read each story and answer 3 set of multiple choice questions
on each story. As soon 43 you nave read tha first story carefully you should
put the story back in the envelope. 0o not lock back.

6. When you are done with a set of questions you should wait until all other stu-
dents are finished. 00 NOT 30 ON UNTIL YOU ARE TOLD.

7. Sefore each story ! want to talk to you a little about the reading passage. So
it {s i{mportant that you do not go on ti1l [ have had a chance to talk to you.

8. Bafore ! tell you about the first reading passage, [ want t0 go over the kind
of questions you are going to have.

9. Multiple choice questions require that you seiect one best answer from saveral
answers. For each multiple choice question you wiTl have § choices. Please
CIRCLE the latter of the one answer that Dest answers or completes the muitiple

choica item,
SAMPLE QUESTIONS AND ANSWERS:
Who discoversd America for Spain? The first president of the United
States was....
a. Cortez Adams
@) Columbus @ Washington
c. Yagellan ¢. Lincoin
d. Vespucci d. Jefferson
s, Washington e. Franklin

10. Make sure you CIRCLE a letter for each question,

11. As soon as you answer &ll1 the questions for that story, put your set of
questions in the envelope. Then wait quietly. Put your pencils down to show
ne that you are finished.

12. 3efore you leave make sure your name is on your envelope. You Tust sign
your name as you go cut in order to get your $2.00.

THANKS 11!
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Tulipmania

l.

2.

When did tha plant disease first sprwad to the tulips?

4.
b.
C.
d.
Q.

it the time they first came t3 Germany.

when they became pomuiar in the Netherlands. '
it the time they were popular in Paris.

4t the time of "tulipmanta®.

when the town of Haariem began supplying Sulbs.

How did the dissasa t3 the tulips affect the pecple of the Netherlands?

lie
d.
C.
d.
<.

Wdhat

'
b.
C.
d.
e.

paaple were dabla %o produce many kinds of tulips.
people Tost their jobs and their homes.

peaple lost 3 lat of their savings.

pecple were ible 3 buy the tulips cheaply.
peoplie could no Tonger use tulips cheaply.

happened throughout all of Curope as 2 result of %he wulip plant disease?

roses became popuiar oncs again.
wiips were sold very quickly.
Wiips were in 2 ¢reat denand.
wiips gat the disease and died.
tilips became very cheap %9 buy.

"“TuTimmania”® Tist3s three cslors that the tulip experts crsatad. These Ciree
calors {ncluded: . '

yallow, pink, and violet
red, yellow, and pink
violet, oringe, and red
pink, orangs, and red
yellow, violat, and arange

Acsgrding to “Tulipmania,” in addition %3 creating new calors for wulips, “he
experts 1150 creatad wulips with

‘-
5.

c.
4.
9.

bulbs that ware of different sizas.
Stams that were much stronger.

colors used in mamy different ways.
flowers that lastad longar on the stem.
Teaves that wers o diffarent shapas.

Acsording @ "Tulipmania”" what was one of “he reazons ~hy *ulios Secame 3Jopular?

- 00U wm
e o o

they had stans that were Sturdy.
they wei'e very easy 0 Jrow.
they needad very little watar.
they could be grown from seed.
they could be usad in parfumas.

D¢



10.

1.

la.

’.30

How did the weavers of Haarie= respond to the tulip craze?

‘.
b.
<.
d.
Q.

they ~rganized the selling and trading of tulip bulbs.
they O‘I‘?lﬂ‘lllﬂ many tulip growing clubs.

they felt that people who raised fulips were mad.

they felt that eaving was more important than tultps.
they 'hrew thessalves into raising ana sellimg wlips.

According to "Tulipmaria® whit group in “he Hetherlands knew nothing
about rafsing tulips?

4.
b,
c.
d.
e.

the paintars of Amsterdsn
the clocimakars of Hoorm
the florists of Srussels
ths wcivers of Haarlem
the famers of Hoorn

What would 4 coach with a team of horsas be used for during the tulipmania?

1.
b.
c.
d.
e.

o bribe tulip sellers.

to deltfver the tulip bulbs.

t0 symbolize the tulip grewing trada.
to collect a tulip tax.

to transport tilips in the city.

The tilip business was so popular that tulip buyers and sellers

‘.
b.
c.
c'
Q.

were not able 0 spend time with their funilies.

were abiu 20 take vacations to many different countries.
had to meet everyday in order to do all of the trading.
had ¢ form tulip twading clubs to conduct business.
had to meet two Or three evenings sach week.

How did the tulip buyers and sellers usually conduct businass?

‘.
b'
c.
ct
.Q

they oftan met in dark alleys and streets.
they met in bars for their mulip wsiness.
they met in city council rooms to trade.

they often 2te large meals as they Traded.
they began dy naming all the bulbs to be sold.

How long did the trading of wtulip bulbs usually last?

until late at nignt.
until early morning,
until late morning.
until early aftarnoon.
until early evening.

“hat might happen to 4 Lulb in a singla day?

a.
b.
C.
d.
..

it might trivel all over Holland.

{t might be sold as many is ten times,

it might be sold 4s many as three times.

it might be sold for tan t0 a thousand dollars.
it might be given five different names.
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14.

15,

16.

17.

14,

What hapfened when many of the peaple in the Netherlands could not sall
their buibs?

a. the joverment boujnt the bulbs fraa them.

5. ¢he counci! 2f Hoorm met in an emergency sassion.
C. the .rica of tulip bulbs rese even higher,

d. the naticnal councii passed some new laws..

¢. people 2et in Amstardam %0 discuss the prodlem.

What was done to heip the feople who could nat sall the tulip Sulbs that fiey
had bought on credit?

a. contracts could be cancalled at any tims by the buyer {f the saller
igreed to the cancellation.
8. con:ract:ddrun up before & cartain data were the oniy ones that had
ﬂﬂ . “ L]
. contracts could be cancalied {f at least f{fLty percant of the prica
had besn paid.
d. contracts aade for tulip bulbs were only good if no payments had Seen made.
¢. contracts cauld be canceiled ten days afiar the signing if tha buyer
retirned the bulb.

What happened 5 the tulip bulb {f a tulip buyer wantad ta get cut of the contract?

1. the buldb was w~tioned off.

8. the bulb was kept by the buyer.

¢. the dulb was returned to the saller.

d. the bulb becams the property of the court.
e. the bulb was given 3 a third parety.

How much money did the buyer have t0 2ay back 20 gat out of a contrace?

a. a3 mueh is he coyld afford.

3. the full amount was paid. .

c. a srall umount was paid. -
d. half of what wAs Owad.

&. NG 2MOUNT was pated,

On wnat data did the Statas of Holland 4pprove the method for sattling contraceis?

a, Ith aof April, 1637

5. 30th of ‘avember, 15358
¢. 9th of May, 1593

d. loth of June, 1836

e. 1st of July, 1837

dhat «as he result of the wl{mmania?

i, the Joverment of the Necherlands lost all +f its money.
3. the Netherlands no lomger were adle %0 grow =ylips.

Se =ulip bulbs cost more money than ever devfore.

d. many peoccie eczme very rich and powerful.

e. there were many individual tradegies.

dhich of the following is rue ¢f tulipmania?

2ulips did not Secome very valuable.

nost Jeople d41d not ¢o ‘neo %4e U!li0 susiness.
e centar of “he ~uli{p 2raza was 7ipis,

*he ulio secame °he symbol af Hdollanrd.

Je00’q Jorrowed on Sredit 3 Suy WWiin aulbs.

b AL T
e 4 e e o
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ADVANCE ORGANIZER

ABORIGINES

This advance organizer will nelp you understand and remember more
information in the story of the Aborigines. As [ read the advance
organizer | want you to underline the words that you think will be the
most important in helping you understand Aborigines.

This passage is about a group of pecple who lived happily in
Australis until the 1800's. The reading will tall you (a) how the
:ﬁnﬁg“\es Tived, and (b) what happened when the Europeans came to

stralia.

The story points cut that the Europeans did not feel that they
were doing anything wrong. Althuu?h some of the Europeans who
visitad the aborigines in the 1800's really 1iked the 1ife of the
aborigines, not all Eurcpeans felt that way.

A major idea in this story is that cna group of people can
affect inother group of people just by being there. Another idea
is that often one group believes that they have the better way of
doing things. They may then try to change the cther group. When
this happens usually one or both of the groups can be hurt or made
unhappy. Many people think that one group of people should never
force their way of 1ife on another. The treatment of the aborigines
is similar to the way the American white man trested the Native
American Indians.

When you get done with this passage [ want you to be able to
identify the most important information in the story Abortgines.
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STORY

ABORIGINES

An author ¢ cs described the Australian outhack as “either 1 dasert gr
a flood.®' In some years it only rains three inches. Temperatures climd
high inta the 100's. [n other years, heavy storms turn the dasart into sandy
swamps. Few early Europsans dared saareh out this worlid of stagnant watar
and dwarf tress. .

Until the 1800's only aborigines were able %2 survive in the dieak deserts
of Australia. With their great knowiedga of the desert's cnanging ssasons,
these pecpie moved constantly to different placas for fresh watar. They
carried aimost ng deiongings with them. Soth men and vomen went naked and
slept in simple windbreaks or out in the open. Their fuod was mostly reots,
dDerries and {nsects, as well as rats, sSnakes, and \fzards. Foecd aften was
eaten raw. From a flour of pounded seeds, women made small cakes that added
very 1ittle nourishment to cheir food. 'hen hunting was gocd, men were able
to nunt for meat, usually & large bird or a “angarco. They ilso fished.

Huntars drew pictures of the animals on dark shieids to insure a large
supply of game. They also imititad animals in dancas. Chacles Oarwin watched
one such danca in 1835. "One man”, he wrots, “ictad out the ™vements of a
kanqaroo grazing i{n the woods wnile a sacond crawied up, ind ..etandad %3 spear
him.* When the expiore s Rouart Jurke and Will{am Wills were in Australia, cney
wure even invitad to join a d2aca. They refused. They did, however, use ab-
origines as guides. Trips by Eurcpeins into the desert Yrought ibout the end
0¥ the iborigines’ way of 1ife. Smilpox and ather dew sicknessas killed a
great many of thesm. ) .

Greatar damage was done dy the shock that the European way of 11{fe had on
these primitive people. wWhits farmers viclated nMoly places without knowing
1t. Hunting grounds became large sneep runs. Q1d laws were replacad Sy new
ones that the natives did not undarstand. To defend cheir dying worid, some
huntars fougnt armed white intrudars with their Stone Age spears. Sut faw
could re=creatas the Simpla existance that Captain James Cogk had described
in 1770. “"They may adpear %0 -ame," Cgok cbserved, "t0 be the most wretched
pecple on earth. But really they are far happier than we furonesans. 3eing
unacquaintad not only with the unnecassary but with the necessary camforts o
much SQUGNt afesr in Eurvpe, they are happy in not knawing the use of them.
They Tive {n peace which !s not disturbe’ 3y the inequalily of their condi-
tion. The Earth and Sea give tnem everytning they see for 11fs. They d8 not
wisn for great nousas or nice furnitura. They live in 3 warm and fine cif-
Tate, and enjoy clear 2ir. They sae no uyse for clothes. Thay Teft aning
the cloth thaz we gave them. [n snore, they secmed tn sat na value on iany-
thing of their own ar iny one article we could offar shem. This, in ny

egln;ﬂ. shows Emt they think themsalves providad with all things they need
. ........

.
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Aborigines
1. The Aborigines knew a 14t about

a. growing food on the plains.
b, surviving ir zountain weather.
¢. growing food in the dasere.

' d. hunting jungle animals.
e. changing seasons in the dssert.

2. The Abaorigines moved arsund all the time t8 fimnd
3. Qther Aborigines.
5. batter land for faming,
¢. frush watar for drinking.
d. food and sheltar.
s. wood for making wespons.
3. What did the Abcrigines oftan eat?

4. @arsh grissas.

b, seaweed.
e. snakes.
d. leaves.
e. monkays.

4. How did the Aborigines get flour for cooking?

3. by trading with Eurodeans.

b. by makimt {¢t from tha grain they gres.
¢, Dby makimg it from saeds they foumd.

d. Dby traiing with other Austrilians.

e. by making 1t from dried marsh Jrasses.

5. ‘when did the Aborigines find the hunting good?

1. when there was jlenty of rain and sunshine.
h. when they could det larger animals for Teat.
¢. when they csuld find lizards and snakes.

d. when they cauld get 3all inimals for neat.
e. whin they could find anythimg to k{11,

§. Aho wag the Zurooedn wha in 1836 watched and latar wrota ibout a dance
of the Abarigines?

a, qobert Surks

5, A1111zm Wills

C. Captain Jamas Cgook
4, Charles Jarwin

e. Alfred Pricar

(g®)
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7. The European wrots that one ABorigine actad ocut the movements of a

8. smake crawling {in the grass.

B. large bird attacking 1 small animal.
¢. lizard trying to catch {nsects.

d. monkay in the Ctrees.

e. kangarce grazing in the woods.

8. The Eurcpeans wrots that while the first Aborigine dancad a1 second

4. startad to do the same thing.
3. played drums.

¢. 1invitad the Eurcuean to danca.
d. sarg 3 hunting song.

e. cramled up %0 join him.

9. What did the second Aborigine do oncs he joined the dancs?

a. chased the first Aborigine.
b. speared the first Aboriginu.
¢. climbed onto his baek.

d. tied the first Aborigina.

e. pretandad to catehr a fish.

10. What was the occupation of Robert Surke and William Wills?

i. doctor

. saflor

¢. hunter

d. scientist .

e. explorer
1l. When Robert Burke ind William Wills ware in Australiia they were invitad

t. to sing with the Aborigines.
b. t0 eat snakes and 1izaras.

C. to hunt with the Aborigines.
d. t0 dance with the Aborigines.
e. to travel with the Aborigines.

12. What did Rovert Burke and William Wills do when they were invitad to Join
the Aborigines?

a. they joined them,

d. they refused to join them.
c. they left for Europe.

d. they made 4 treaty.

e, they ki1led them.

13. How did the Aborigines help Rooert Rurke and William W{lls?

a. by giving them food.
b. by giving them medicinra.
c. by trading with them,
d. by giving them watar.
¢. Dy acting as guides.
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1S,

8.

l7.

18.

19.

20.

Why did Eurcpeans viglata the holy placas of the Abrrigines?

3. they did not respect the Aborigines.

b. they wantad %0 take their land.

¢. they did not understand their religion.
d. they did not know what they were doing.
¢. they wantad t0 make them {ntn Christians.

How did the Aborigines react to the Surcpeans?

1. they dafended their homeland.

b. thay tried 2o hide in the desert.

¢. they did not notica the Eyrcpesns.
d. thay ccsptad the European’s ways.
e. they would nat talk or look it thes.

What hagpened when the furcpeans attacked he Aborigines with guns?

1. they fought them with spears.
. they threw rocks at them.

¢. they did not fight dack.

d. they fought them with guns.
e, thay moved %0 other areas.

dhere did Captain Cook belfeve that the Aborigines §ot evervthing thay
needed to live?

3. twats and marshes
5. earth and sea

¢. desert plains

d. trading centars

.. turopedns

According to Cap=ain Ccok, wnat kind of ¢limata did the Aborigines live in?

. wam
5. cold
¢. dry
d. wat
e. hot

What was 3 rescurca that Captain Cook felt cha Aborigines had?

1. ¢lean air
b, clean watar
¢. good land
d. minerals

a. forests

it aopedred 8 Captain Clor Mmat =he Aborigines out !i%t!a value on

a. anything of ctheir own.

5. sheir cwn families.

. any type of religion.

d. trvying to read e weather.
e. fighting the Zurepeans.
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ADVANCE ORGANIZER

GREECE

This advance org’ nizer will help you understand and remember more
information in the story of Greece. As ! read the advance organizer
" I want you to underline the words that you think will be the most impor-
tant in helping you understand the story Greeca.

This reading is about the pecple who were 1iving in Greece
about 500 years ago. At that time the people of Turkey had taken
ovar Greece and ruled over the Gresks. Thie reading will tell you
(a) about how the Turks treated the Greeks and (b) how the Greeks
took this treatment.

The story points out that the Turks and Greeks did have
differences. Thev were two different groups with two different
religions. Religion was one of the most important things to
both the Turks and Greeks.

A major idea of this reading is that freedom is defined differ-
ently by different peopie. As you read the passage you will see
that che Greeks gave up one type of fresdom for anuther. The
treatment of the Gi'eeks in this story is somewhat similar to the
treatment of the Black slaves in America by the better southern
plantation owners.

When you get done with this passage ! want you to be able tu
- identify the most important information in the st:ry Greece,
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STORY

SREEES.

e Truks referred t0 their alien captives as rayan. The word means
"ca:tn.' Htlt w48 10t an inguit £3 the Gresks Or any other conquared seaple.
[t wag simply the expression of in attituda. The Turks had 1ong been pecpis
who roimed the Surasian plains. They lived tagather with their flocks ind
herds as long as conditicns permittad. Mow Constantinopie, together with 2
growing emire, belonged tn tham. They were very davatad t8 the spreeg of
[slam. The Chrtstians that they ruled felt no such devotion., Christians
within the Turkish rule were saen by their Turk masters is lacking true
religion or spirit. That made them "cattle” from the Moslem viewpaine.
Christians within the empire were fordidden t0 carry weapons or to ride on
norseback. Such things would not be nayural for them, the Turks fajt.

Every Christian Mad t3 pay 2 yearly “head tax* ts keep higs head on his
shouldars. [f they didn‘t they were beneaded. Every Christian family that
had five maie children had 23 give one son to the Turks o be raised a3 1
Janissary, an important saldier in the Turkish army. The word comes "~
the Turkish yenicarti. The word mwans "new saldiers.” Janissaries formed a
special army. (Moslem parents used 0 sneak their children ints Christian
homes in the hope that they weuld be officaers’ in the army.) They ¢ould not
marry. All their loyalty wis at the kings cammnd. Thev were the mst im-
partant gquards in Turkay. This cruel tax at least quarantaed a Job for sons
who ware taken. Christiang could only wateh when they saw their most bdeauti-
ful daughtars laken away to the Turks t3 be harws slaves. Haren slaves were
kapt in luxury, and might wen beccme the mothers of important Turks and kings.

The praphet Mohummed diiectad his followers to allow religious freedom
to “Pecple of the dcok.” That included Jews ind Christians. Therefure the
Rreek Christian arentishop was Cirefully respactad by the T rks.

4ith the excaption of some taxes on a son ar daughter, Greeks of this
time gave tg the syltan the things that were the sultan's. They gave to Gad
the things that were God's. They were not made to pray to false gods. They
“ere not mada C gn igainst the taschings of Jesus and “1ive dy the sword.*
The Christians' lands wers their o, £3 use. They were allowed t3 tgach
the children who were not takan dway, (his protactad the groweh of the Greek
language and faith. Even the gods of ¢ld Greeca ratumed as saints and
angeis reudy 3 help the huable and the wise.

Fram this view of histary, Greecs had all byt disappeared 3enind Turkey's
heavy curtain. Yet for tho Greeks, 1ifs went on in a new mood of quiet, seaca,
wmall joys, and family sorrows. You mignt say that Turkish ryle actually

helued Greeks practica wnat Christ had Areached. They ware mads %o live i a
mld flock, Tike snesp-—ar "cattle,” as the Turks said.
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Greecs
dhere had the Turks traveled and rocamad for a2 long time?

1.

z.

5.

‘.
.
C.
d.
..

[taty
Constantinsple
Turkay

Eurasian plains
Gresca

Ahat was the relationship of the Turks to the Christians?

‘.
.
C.
d.
e.

magtars
slaves
equals
friends
relatad

What did the Turks think of the Christians?

‘.
b.
C.
d.
..

they knew ¢ lot about scienca.
they lacked an advancad culture.
they were good fishermen.

they could not be controlled.
they lacked true religion.

iy did the Turks feel that the Christians should not rida on horseback?

4.
b.
c.
d.
..

1t would be against the [slam religion.

they bdeli{eved they sihould only ratse horsss.
they aight escade their masters.

they werew 2 syo20l of the ruling class.

1t wotld nat be natural for them.

4ho were the janissaries?

‘.
b.
c.
d.
q.

a special army.

the king's farmers.

the sarvants of the kimg.

4 grouo of spectal nesserqgers.
the Turks who Secame Christians.

How did Turkish sarents orepare -their children to hecome officars in the
king's spectal army?

d.
Je
C.
d.
Q.

by urning their chfldren aver 23 the ring.

vy saying the jantssaries 20 Gmin them.

by takimg their children to the desat 20 Tain.
by Taining them to fvght the Christians.

3y sneaking eir children intn Christian honas.

—



7. How could Christian parents be sure that their sons would have Jobs?

4. Dy selling their children to Moslem housshalds for slaves.
b. by giving their sons to be raised for the army.

C. Dby sanding them to the king 2o be traders.

d. by training thes in the family business.

e. Dby marrying thes t0 a Mosiem girl.

§. How did Mohasmed say that the "People of the S0ok* should be treated?

i. ey should be treatad as cattle.

b. they should have religinus fraedom.

C. they should be the religious leaders.
d. they shoald be killed on sight.

e. they should be the Jdefeandars of lslam.

9. According to “Greece”, who did Monammed fesl that the "Pur2'e of the Book"
included?

4, Christians

B. ts«chers and prophets
¢. Jawish people

d. Turkish peodle

e. Jews and Christians

10. What did the Turks do as a result of Mohamed's tsachings?

4. they made the Christians slaves.

b. they gave the Christians completa freqedom.

C. they took awe; all weapons from the Chrigtians.

d. they respectad the Graek Christian Archbishop.

e. they killed 2 certain mmber of Christians at the first of aich yer.

1l. what was one Of the fuw things that the Christians had 2o give %0 the Sultan?

i. one year of sarvice as & saidier ar slave.
B. 2 promise 2 chamge to the Islam faith.

c. taxes on 2 son or daughtar.

d. a portion of their ‘sod.

€. horses that they raisad.

12. What did the Greeks believe they should o with the things that were the sulcans?

. they should sell them to the Turkish pecple.
3. ey should give them to the sultan.

<, they should keep what they could.

d. thcy should he destriyed by fire.

e. they should be sharsd.

13. What did the Turks do when it came 20 the taachings of Jesus?

A, they startad to follow them.

5. they would not illow s taachings.

<. they only Tet a few people study them.

d. they would nat let the children learn them.

.. they dtd not make the Christians go against them.
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ls'

ls'

17.

18'

i3,

0.

What happened when the Christians were allowed 2 %aach their own chilidren?

¢. the sultan degan to fear the Christians.

9. the Greek language ard ares continually grew.

c. the sultan took iway many Christian children,

d. schools soon hegan o saring up all over Greece.

e. Moslems wantad the Christians to taach their children.

What were the saints and angaels supposed t0 do for the Greeks?

1. tsich ther 0 bear the Turkish rule.
3. make their religion more l1ike Islam.
€. destroy their Christian faith.

d. help tie wise and the humblae.

e. help them grow hettar crops.

Sazg pegple believe that Greece had all but disappeared benind the power
of Turksy. This belief is

3. only one view of history.

b. should be considered historical fact.
2. sagn Dy historians in the safie way.
d. probably the best view of history.

e. nat damonstratad in this story.

According 0 "Greeca’, the Turkish Treatment of the Greeks caused

4. e Greeits t0 hata the Turks.

. 4 war t0 Sreak cut between them.

€. 3 great love %0 grow betwesn them.

d. their Tives t3 go on very quietly.

Q. the Greek children 3 love the Turks.

dhat {s the Zest single word tha could be used 0 describe the 1ife of the
Gresks under Turkish rule?

i. pesaca
: * m

c. freedom
q, love

¢. Jlealousy
Ahgt 13 an impgortant idea senind the story af “he Greeks?

JecPle can asily be destroyed by 3 ‘w Jowertyl groupg of -eople.

Jeople cannot live without another . » 3f peopiae 0 do We.." work.

people can iccapt a rougn life {f wh.c ‘s imoor<ant to them is lert alane.

. Jeopie can desTtroy another ¢roup of Jecd'e Jy %aking away freedan of jovermment
Jsopie can li{ve without freedom of religian if other freedoms are given to em

& 80 U
» *» e o

dhich of she folliowing s true of the STOry "n the Greeks?

4. chae children could not nave good jobs.

5. the Christians fought the Turts f¢i- freedam.

G. the Christiang did not value sheir religicus freadon,
4. e Turks respectad the Christian religion.

e, e Turxs were usually Christians.
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ADVANCE ORGANIZER TRAINING NARRATIVE FOR PRIMARY INVESTIGATION

"S8efore each of the three reading passages [ want to go over what you will
be reading. Tha 1ittle introduction that [ will give before each story is . i
an advance organizer. The advance organizer is like a l1ittle ""pep” taik.
[t lets you know a l{ttle more about the reading, tries to get you intarested N
in the reading, and in general, helps you to got organized and prepared for

learning.”

"There ire 7 steps that [ will use in giving you an advance organizer.

Tha advancs organizer, or introduction, that [ will give you bafore each reading

[ O—

will follow these staps. [ want to tell you these steps sSo that you will
see how the advance organizer will help you in your reading. (Show overhead

ard go over the 7 staps.)

1
M

STCP L Introduce The Advance Organizer

In this stap [ will point out %hat [ am usiny an advance
organizer to h2ip you in the reading.

STEP 2: Give The Topics To Be Cavered

I will go. over the topics that will be covered in the
reading. This will give you an {dea of what you will
be reading.

STEP 3: Give The Orvier In Which The Topics Will 3¢ Presented

[ will 14¢ you know the order in which the reading talks
about riie topic by listing them for you as A, 8, (.

STEP 4: Give Backqruund [nformation

Aext, I will try %o ralate the reading to things that you
mighy already be familiar with.

STEP 5: Give The Main [deas That Are To Be Learmed

This reading has several {deas or ~incepts that are very
important. [ will point thesa gut for you so that as you
vead vou can gather information about them that will nelp
you on the test.

[ QW)
)




STEP 6: Give Examples Of The Main Ideas

In order to make the main ideas more understandable, [ will
give you some exampies. Hopefully, the exampies will be
ones that are familiar to you so you can see how it relates
to the main ideas of the reading.

STEP 7: Tell Students uWhat vou Hant Them To Be Able to Do
Pinally, at the end of the advance crganizer ! will tell you
what [ want you to be able to do when you are finished
reading the passage.”
"Okay, do you have any questions?"
"The advance orv #r should help you learn more from t.2 passage, and
because of this you Should do better on the test."
"Okay, [ am going to give you the advance organizer for the first ~eadinc,

Get Ready."
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The University of Kansas

Insttute for Research in Leaming Disabilities
Emoness on Acoscents and Yourg AGuRs

el
Room 313
Lavwrence. Kareas 68045
(913) £84-4780

January 5, 1982

Daar Parent(s) and Student,

We would 1ike to ask you to allow your son/dsughter to take part in a study
which has been approved by the Olathe School District. The purpose of the
overall study is to determine how teachers can improve lsarning by the way
they present information. We wish to determine the effects of teacher
presentations with students of varying abilities. In this way we can begin
to determine which teaching methods can be used for all students with speci-
fic learning characteristics.

If you decide to let your son/daughter participate, he/she will be asked to
spend cne hour of school time reading 2 short passage and then taking a
test over its content. This reading passage and tes” will become the means
by which we will measure the effectivenass of tsacher presentations.

We will need to gain access from school records on such things as your son/
daughter's grades, tast scores, and attendance. All information will be
kept in confidence and will be reportad as group informaticnonly.

Yeur permission to allow your daughter/son to participate is requested, but
is strictly voluntary. You or your daughter/son are both free tc withdraw
at any time without fear of prejudice. Please do not hesitate to call cne
of us listad below i1f you have any gquestions.

Piease sign balow to show your permission. Return one permission form with
your daughter/son to the school. Please keep one form for your reference.
We very much appreciate your cooperation. This study holds the promise

of allowing educators to provide instruction better suited to each student's
needs.

P

Gordon R. Alley, Ph.D. B. Keith Lenz”
Professor of Special Education Research Associate
(€13) 884-4700 (collect)

Date / /
| hereby give my permission for
the study. to take opart in

(Parent’s signature)

[ hereby agree to take pa=t in the study.
(Student™s sianature)
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The University of Kansas

Institu’e for Research in Learming Disabilities
Emonamil N ACOILETS 8N YOUg Acuts

o ]
Room J13
awrence, Xaneas 56048
(913) 884-4780

* '

February 18, 1382
Dear parent/student:

Je would 11ke to ask your son/daughtar to take part in a study which has been
approved by the school district. The purpose of the overall study {s to de-
termine how teachers can improve learning by the way they presant information.
We wish to detarmine the effects of teacher preseantations with students of
varying abilities. In this way, we can begin to determine which teaching
methods can be used for all students, and which methods should be used for
students with specific learning charactaristics.

|f you decide to let your son/daughtar participate, he/she will be asked to
take S minutas at the nd of various class pericds to take a snort quiz over
material the classroom tsacher has assigned. The classroom teachers are also
invelved in this project and will be using several different methods of pre-
senting informetion t0 Students, The study will take place during the spring
semestar. Your son/daughtar will be paid $10.00 for assisting us in this study.

Permission to allow your son/daughter participate is requested, but is strictly
voluntary. You may withdraw your permission at any time without fear .of fu-
ture prejudice. Pleass do not hesitate to call one of us listad below if

you have any questions.

9leasa sign beiow 0 show your permission. Return one permission form in the
enclosed, salf-addressed and stamped envelope. Please keep one for for your
reference. We vary much appreciate your cooperation. This study holds the
promise of allowing educators to provide {instruction bettar suited t0 each
student's needs.

Sincerely,
Gordon R. Alley, Ph.D.

Profassor of Soecial tducation
Co-Principal [nvestigator

8. Xetth Lenz

Ca=-Princival [avestigator

(%13) 864-4780-call collect
{ nave read this consent form and agree to take part {a this study.

Jate / /

(parent's signature)

(student's signature)
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The University of Kansas

instrtute for Research n Learming Disabilites
Empraas on ACHCES I YOUNY AQUG

Carrunv-O'lLemsy Ml
Room 313
Lawrencs. Karaes 55048
(913) 864-4700

Fabruary 21, 1982
Dear Teacher:

We would 1ike to ask you to take part in a study which has been approved by
the Olathe school district. The purpose of the study is to determine how
teachers can improve learning by the way they present information. We wish
to determine the effect of teacher presentations with students of varying
abilities. In this way, we can begin to determine which teaching methods
can be used for all students, and which methods would be used for students
with spacific iearming characteristics.

[f you decide to participate, you will be asked to learn and use a method

for presenting information to students. You will be asked to use this method
in teachina regularly presented content, and your use of the method in your
classroom will be observed. Student learning will be measured by giving the
students oral tests over the classroom material. While you will he asked to
assist us in judging the relative "importance" of the material that the stu-
dent recalls, we will be conducting the oral tests at the end of the period.
The training and observations will take place during the :pring semaster.

You will be paid $50.00 for your assistance in this siudy.

Your permission to participate is requested, but is strictly voluntary. You
may withdraw your permission at any time without fear of future prejudice.
Please do not hesitate to call one of us 1i{stad below if you have any questions.

Please sign below to show your permission. Return one permission form in the
enclosed, self-daddressed and stamped envelope. Please keep one form for your
referenct. We very much appreciate your cooperation. This study holds the
promise of allowing educators to provide instruction better suited to each
students' needs.

Sincerely,

Gordon R, Alley, Ph.D.
Professor of Special Education
Co-Principal Invesiigator

B, Keich Lan2

Co-Principal Investigator

(913) 864-4780-call collect
! nave read this consert form and agree to take part in this study.

Jate / /

(Participant's sygnature)
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APPENDIX P
Preliminary Investigation
Student Response

Scoring Criteria




Specific Scoring (riteria

1. Advance Organizer

Award 1 point for any indication %nat the student was aware of an advanca
organizer. There must be sore reference to & pre‘nstructional activity.

Scoring Examples:

1 point  “The tescher told us what we were going to learn today."
1 point  "We had an overview."

1 point  "She told us what we werd going to do."

1 point  "The teacher gave us A worksheet as an overview,"

1 point  "Told you what he was going to cover."

No point '"The teachr went over the information."

No point "“He put the stuff on the board."

.

2. Topics
Award 1 point for each Topic and/or subtopic that the student could identify.
Score

J points "We covered rocks, plants, and minerals."

3 poirts “She told us about the New Deal and how President Roosevelt helped us

and how nis wife helped, "

Do not score subtopics separately from topics. Score topics as one
categor/. However, wnether the student can identify topics from subtopins

will be s Jred under ~rganization.

3. Organization
Score [ point for each categorizatiun eitepl made. (f & student identified

something 4- & major topic with 3 subtopics then ! point would be scored.




feuring Examples

0 points “He talked about the theme, the parts of a story, tha plot, and how
to finish,

In the O point example, the topics are a list of topics with no apparent

nierarcnial relationship.

1 point  “The subject tocay was WW [I. We talkad about generals and battles
and other things that were baring.

0 points "We talked about tha New Deal, radios, movies, Eleanor Roosavelt,

- and Qkies.”

4. Teacher's and Student's Actions.

Score | point for each specific action that the teacher actually did or was
supyosaed to do. Score | point for each specific action that the student did
or was suppossed to do.

Scaring Examgles

2 points “We discussad Greece”
l point  “1 took notes over the lectures”

0 point "1 nessed around during the lecture”

3. Provide 3ackygraund Information

Score | point for each statament that the .tudent makes adout a pravious
lagson or relatad information not in the lesson.

S¢oring Zxamoles

Current =cpic: Adverds

. Juint  “Yesterday we talked about how adjeczives modify nouns. Adverts

mdify verns.
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Current topic: Columbus

4 points “She told us that before Columbus came to America the Indians in
parts of America were very advanced. Some ha’ cities. Some people think
they came from Asia. They walked across to here from Asia across the frozen
oceans between Alaska and Russia"

Current topics: Greece

No points We studied Greece today and how Greece bezame great"

6. Concepts
Score 1 point for each statement identifying jcuas or concepts that were

covered in the lesson. Topics are not Concepts.

Scoring Examples

1 point  "wood is a better conductor of electricity than stone."
1 point  "Elaanor Roosevelt made a lot.of Franklin Roosavelt's decisions.”

No points “We learned about Eleanor Roosevelt and what she did"

7. Clarification

Score 1 point for each supporting statement that serves to elaborate or
clarify one of the concepts identified. If no concept was stated, then
no supporting information can be scored. Statements connected by and“, "but",
“however", and other conjunction should be scored separately (1 point each).

Scoring Examples

Concept: The power of Elcanor Roosevelt

3 points “"Eleanor Roosevelt used her power for the good of many people and
to protect her husband. She is very respected for her courage.'

No points "The poor treatment of the American Indian

3 points “Not ail of the wnite men were cruel to them. Some tried to help.
Many good things happened between some wnite men and the Indians,

(and 1s not used as a conjunction in this statement)
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Motivation

Score 1 point {f the student can state how the information relates to him/ ]
her, or can give a rationale as to why this is {mportant to know. Score 1 point
i¥ the student can state any positive or negative results of learning--or 7]
not learning the information cOvered in class. }

Example Scoring

1 point  "If [ learn this I will do bettar on test"
1 paint "I have to deal with this problem every day with my friends"
No point "1 liked this, it was interesting’ i

Vocabulary
Score 1 point for each vocabulary word the Student can identify. Score

an additional point if the student dafines any of the vocabulary words.

Example Scoring

]lll‘

3 points ‘“progressive, militant, radici
5 points “civil rights, legislative,appeal, indictment. I[ndictment means
to make a formal complaint against someone’
No points We learned the words on the chalkboard and in the took” ]
No points The teacner told us the new words we were to learn’
Qutcomes |
Score 1 paint for eiach outcome the student is able to identify. OQutcomes are
related to goals and objectives. Assignments are nct scored unless they are
tied directly to tha class.
1 point “Ye are s.pposed to know the namss of the presidents’
1 point "Wa have O writs a one page paper over the causes of the Civil war
that we covered today”
No point "l have to write 4 one page paper over a jeneral of the civil war*
Yo point "I nave to read the next chapter”

lo Joint "We nave a test tomorrow"
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General Rules

T' 1. Do not scors repeiated statements, unless they are usad in a different
\ context
f . 2. Probe for clarification of any answers
l 3. Elicit as much information through prompts Such as:
r “Tell ma some more”
l “What else”
"Could you explain that*
{ 4. Probe ““yes" and ""no” answers

§. Score conservatively. If in doubt write down your concern and discuss

the scoring with me as soon 3s possible. .Make sure to bring a tape re-

——

cording if you have it.
GTOOD LUCK.
Keith

! {
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APPENDIX Q
INTEROBSERVER AGREEMENT DATA
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Observer 1
(Jot )

Qbserver 2
{Dave)

Chserver 3
(8111)

Observer 4
(Don)

Intarcbaerver Agresmants

TOTALS

(1)
(2)
(3)
(4)

(1)
(2)
(3)

(1)
(2)
(3)
(4)

(1)
(2)
(3)

Across All Periods

96%
94%
1002
8s5%

962
100%
1002

100%
9442
962
8s5%

100%
96%
94%

95%

Pre-Lesson Period .

952
100%
100%

86%

100%
100%
84%

100%
100%
86%
87%

1002
100%
92%

95%



Intarobserver Agresment

by AG Catagory :
Categnries Per Cent Agreement
1. Inforrad of purpose of AQ 67%
2. Claifiud the tasks' physical 98%
p? ramaters
3. ldentified the topic of the task 100%
4, Provided background {nformation 1002
5. Statad the concepts to be' learned 50%
6. Clarified the concepts 1002
7. Motivatad students 100%
8. Introduced new tarms/words : 7
9. Provided organizational framework 1002
10. Stated the geaneral outcome desired 922
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APPENDIX R
RAW DATA SUMMARY FOR
PRELIMINARY INVESTIGATION
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RAM OATA TOTALS
TOTAL ORBANIZIR USE ACAOSS ALL PERIOOS Averiga
vsed cer
TIAGHERS Zﬂ:a..?:;"%é?:&,
71 T2 t3 ta _tE T T7 T8 Toul /
bavore T/Atter T 1| os3 | /s | a/4 o [ o0 [y Toa Ton [ wa 26772
2l 217 | Javie | erie |12 | /i e1n f1s/u) 118712 2.V
3| _sosep | asvas | 34/30 [120/31 | Tass2 | 2/63 | Sva |l M 7.2/ 14.80
o v ] ws [ we Jeve [ ez | wynlus | vy | s 1.2/1.31
s wal w3 [ wielas [ s Jwve | 12 [ o] i 272,80 |
sl a3 | &1 | we f1s/2 (/18 | 2019 | issie | s/%0 | 124/100 38/5.88
rasea ] vy Taeay ] aera | oorgz 1iss3z Disve feyss _1.90/3.88
of st veo | we (1] wn | sz [z | wi2ltowiss | 1.s9/3.28
o oo [ a0 [ o1 | o0 | o0 ys | o0 oo | U9 VIR,
w{ a3 ] o8 | o8 e | es [z | 12 | vie] sy 78/2.¢
) ul w7 o1 oo | e | ot | oot |or o] wu .08/ .29
§ 12 oo | &0 | oo | e | w3 o0 | o/1 | oo | o8 o il
= B iz | v | ws | | a0 | vs | &8s | ve | sues 1.1
3 w{ w2 [ &9 | &1 | s | w2 | vz | w3 |ve | wa /.
2 wl zwes | w12 | w2 [ a8 | e | ey | 130 | /8] TI/163 T/2.67
S Wi eyss | v | wn] w2 | 313 | 13 a1 20433 | 10172 .50/2.82 |
§ 1 2T 3 L up Lot 1oz Lot Lo Lwe ] sua VAR
g wl_ys 1wz | oe Doy | o yu | 3 | o3 | s o 87
2 w| e&e | ooz [ o3 Jwr [ w3 | o a1 |en | aoum N
2 w{ ool o1 | oz | yo | os | w2 | oy | wo] wn VR
ol | oos | oo | ose | o/ g 1 43 L o8 | s TV T
al vy | vs | eis| a1 [ w3 | we |iv3 | viol e 53/ 38 |
alC w3y | o3 T ur | ve | s | o | s/ | s/2 1 113 FIVART
w| wo | w2 | wo | 0 | o2 | a1 | w2 | we | 47 FVART
| oo | o [ oo | vo | oo | o0 | /3 | /0| w3 36708
W[ o0 | o1 | o0 [ a3 | o0 | o1 | oo | wo | ws 01/ o8|
ol vt [ w0 |wo | o1 | o0 | o0 | w0 | w0 | w2 ETVANCT)
o | tefore v pr L | . 18 i e g liay 8.7
R Aftar T w | 04 [ 160 | e | 28 | s | | ai| 156 2.1
H | v af Cig. 9 s ? 12 7 b ] 10 [
[ arear " 3 7 3 10 10 H 4 i1
| svm. vororg. hise |0 |16 |mo (220 |10ss |2 |7
| ssed cer s08,
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RAW DATA INFORMATION
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The raw data for this research has not
been included because of lack of space
Researchers interested in obtaining the
raw data for the cost of duplicarion
should contact one of the following:

8. Kaith Lenz

Department o* Exceptional Student Educatian
Florida Atlantic University

Boca Raton, Flceida 33431

ar
Gordon Alley or Oonald 0. Deshler
Department of Spectal Education

The University of Kansas
Lawrence, Xansas 66045

298




