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Foreword

In 1977 the College Buard juined a research effort, begun by the Board
of Regents of the State University of New York, the New York State
Education Department, and Touchstone Applied Science Associates, to
develop a new technulugy for the assessment of comprehension. Funded
by the Carnegie Corpuration, the project resulted in the Degrees of
Reading Power (DRP) program. Its goal, as designed |, New York
State and the collaborating institutivns, is aimed at improving reading
comprehension instruction  a gual that we believe can best be achieved
tnrough the integration of cumprehension assessment and instruction.
To support this integratiun, the College Buard created a staff develop-
ment component for the Degrees of Reading Power program to com-
plement its efforrs in comprehension assessment. This new compunent
drew on the expertise of many of the leading authorities 1n the field of
reading research to determine how comprehension instruction can best
be achieved in the classroom.

The staff development compunent started as a series of workshups for
administrators and teachers in schoul systems that had adupted the De-
grees of Reading Punr tests. These worhshups were designed to help
schools develop a coherent curriculum and provide sound comprehen-
sion instruction. While we are pleased that the workshups have been
well received, our success has created a demand that simply cannot be
met Leading authorities in reading are, by definition, limited in num-
bet, as are school resuurces to cover the wosts of a scries of staff develop-
ment workshops. Therefore, we are pleased that the consultants wio
have played such a major role in helping us were willing to contribute
articles to this volume. The expertise the authors bring tu the task 1s
unquestioned. their concern for students genuine, their faith 1n schools
and teachers unwavering.

The articles that follow focus un comprehensivn and concept devel-
opment, which we believe should be the central core of an effective edu-
cational program. Comprehension wn be taught and it wan be assessed.
If chis collection assists cducators in their thinking about comprehen-
sion instruction, and provides the lassroum teacher with practical
strategies for students faced with comprehending text at a particular
level of difticulty, then vur objectives for publishing it will have been
realized.

Stephen H. Ivens
The College Board



Preface

The intent of this volume is to equip teachers with a repertarce of skills
and strategies for improving text cumprehension, and thus help them
better understand the teaching-learning processes involved. Informa-
tion about the how and why of comprehension presently is scattered and
not readily available in a comprehensive, practical way. The authors of
these articles seck to fill this void by endeavoring to explain not only
how comprehension processes may be fostered, but why the procedures
work in terms of current comprehension theory,

The proposed instructional strategies are meant to be used selectively
to complement, not to replace, the broad array of comprehension skills
and abilities that the experienced teacher already pussesses. These strat-
cgies are prescriptive, outlining specific ways of processing text to
achieve certain comprehension and cognitive goals. They represent al-
ternatives that the teacher may tap to help students gain confidence and
proficiency in comprehending the printed page, be the text narrative or
expository. They may serve as adjuncts to the many other aspects of
comprehension, such as the intricacies involved in the interpretation of
literature or the precise understanding of an abstract scientific concept,
The fact that examples of the strategies are given at several grade levels,
clementary and secondary, further enhances their applicability 1n the
classroom,

There is justified concern and discontent over the failure of American
*~hools to effectively teach text comprehension. It is only very recently
that scholars from many fields of language study have collaborated
to find out why this is so and to suggest what can be done about 1t 1n
the classroom. As a result, we have learned more about the nature of
comprehension and havegencrated more positive ways of improving
comprehension in the last two decades than in the many previous de-
cades Yet it is not so much that through the newer cognitive psychol-
ogy we are discovering new concepts related to comprehension, rather,
we are learning to more fully appreciate the staggering intricacres of
comprehension and cognitive processes, which need to be slowed down,
analyzed, and resynthesized for effective learning. For the most part,
the emerging terminology — schema, prediction, macrostrunre, and the
like— represent long-established concepts, but now we are giving such
concepts a new instructional priority.

The crux of the newer point of view in teaching con. tehension has
to do with the relation of process to content. the wynamics of the
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teaching-leatning situation, which must be recognized and imple-
mented to achieve the desired comprehensivn vutcome. In .eexploring
old notivns of teaching comprehension, we havc learned that frequently
we have short-urcuited vt vmitted critical phases of comprehension-
learning processes. In assessing comprelinsion, we often have accepted
a token response for understanding. Likewise we have been guilty of
teaching isulated intellectual shills rather than functional ones that can
be incorporated into effective comprehension strategies.

This volume attempts to demounstrate how such practices may be
avorded. It speaks tu teachers—not only to classroom teachers but to
supervisuts of teachers and to teachers of teachers at professional train-
ing levels—to view comprehension with enlightened eyes and to taxe
vigurous steps to help students unluck the doors to the mysterious
realm of comprchension and thinking. It speaks to adoption commit-
tees, lucal and state, tu insist upon more adequate attention to the pro-
vision of effective guidance matenals used to teach comprehension. It
alsu speaks to publishets to recognize the validity of this knowledge and
to couperate with the teaching profession in producing improved mate-
rials for teaching comprehension.

The scope of the articles in this volume is wide, ranging from highly
specific, narrow ly-focused teaching-learning approaches to broad ones,
from strategies that emphasize group interaction to those primarily
content-centered. The topic of readability  “matching reading mate-
rials to readers” — 1s discussed 1 detail, with specific aids fer the teacher
in selecting matenals to enhance the attainment of comprehension.
The volume opens and loses with consideration of the vital role played
by teacher s manuals 1n determining how comprehension is actually
taught 1n the classtoum. The present inxdequate provisions of the typi-
cal teacher's manual for guiding comprehension are discussed by
Durkin in the Introduction, and sume hupeful signs of change in modi-
fying aduptiun procedures tu improve instructional procedures are de-
scribed by Osboin and Stesn 1n the concluding article. To those who
have always concerved of the effective teacher as one who knows when
and how to deviate from a teacher’s manual, this volume ofters timely
assistance to all whu seeh to help students bring to reading the joy of
understanding.

Theodore L. Harris
Professur Emerstus, School of Education
Unitersity of Puget Sound

Eric J. Cooper
The College Board
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Introduction

The Center for the Study of Reading (CSR), now a well-known source
of comprehension research, was established at the University of Illinors
in 1976 with support from the National Institute of Education (NIE).
Iis assigned mission was to condutt research that, combined with stud-
ies from other jources, would eventually yicld data capable of attaining
one of NIE's goals. to improve comprehension instruction in our ele-
mentary schools.

While the gnal was both laudable and welcome, the implicit as-
sumption that students already were reveiving comprehension instruc-
tion was puzzling  at least to me. Having done classroom-observation
research for almost twenty years without ever secing any, I nacurally
wondered whether NIE’s assumption was incorrect or whether I had
overlooked crmprehension instruction, as it had never been the pre-
established focus of a study. But, then, neither had wmprehension
assessment, which was observed repeatedly at all grade levels.

IDENTIFYING CSR'S RESPONSIBILITY

Because it was important to know whether the Center’s respunsibility
was to initiate what did not exist or to improve what did, a Jassroom-
observation study was planned for geades 3 through 6. Those levels
were chosen with the assumption that if instruction in how to under-
stand connected text ua being offered, mure would be fuund in grades
3 through 6 than in grades 1 and 2. The request to observe the best
teachers in a school was made with the assumption that they were more
likely to provide comprehension instruction than less effective teachers.
Because a pilot study, in which the reading perivd in 23 assrooms was
observed, once reinforced the belief that comprehension instruction
was rare (Durkin, 1977), one further decision was to include social
studies classes in the research, again as a way of maximizing the likeh-
hood that comprehension instruction would be found if not dunng
reading then in social studies, where the diffiulty of textbouks always
has been an obvious source of comprehension problems.

In the pilot study, 39 teachers in 14 school systems cach were ob-
served on three successive days. Everything that was seen during the
17,997 minutes of observing was timed and then described according
to categories identified with the help of the pilot study. The categories
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covered teacher behavior te.g., waits, teaches, assesses, assigns) as well
as the various compunents of reading (e.g., decoding, vocabulary
knowledge, comprehension). Since data from the study are available
elsewhere {Durhin, 1978-79), only afew of the findings will be cited.

CONCEPTION OF COMPREHENSION INSTRUCTION

Before the pilut study was begun, the literature was searched for a con-
ception of omprehensiun instructivn that would define the focus for
the larger study. Nune was found, huwever. For the more encompassing
tesearch, therefure, wmprebension insttition was defined as what a weacher
dues to help students understand, or wurk out, the meaning of con-
nected text. Help was expected to come in a form that would include
varous combinations of imparting informatiun, offering explanations,
providing examples and nunexamples, modeling, posing questions,
ind so on. Subject matter for such instruction was expeceed to include
topies such as the functiuns of varivus hinds of punctuation, anaphoric
devices, similes, and cohesine ties. The instruction might be a pre-
planned lesson (objective, instruction, practice, application) or on-
the-sput teaching prompted by one or more students’ problems in
understanding a particular ty pe of structure or, for instance, an unusual
use of language in a given piece of text.

While the nuajor contributions that factors such as world knowledge
and purpuses for reading mahe to comprehersion were clearly recog-
nized, attention to them was not viewed as being comprehension in-
struction. Nor were questions, pused by teachers, that have to do with
the products of comprehension. Distinctivns thus were made berween
what this writer views to be fadluating comprehension (e. 8., establish-
ing purpuses fur reading), feahing comprehension (¢.g., explaining ap-
positives and their functions), and assesing comprehension (e.g.,
having children retell a story they read).

Classroom Observation Study

In spite of the steps tahen to maximize the likelihvod that comprehen-
sien instruction would be fuund, Litele was seen. None was offered dur-
ing socal studies, and of the 11,587 minutes spent observing reading,
only 45 munutes of the teachers” time went to helping students under-
stand, ur work vut, the meaning of connected text. Since the 45 min-
utes included 12 separate instances of instruction, the average lengeh of
the episodes =as only 3.7 minutes. One example of comprehension in-
struction, which lasted 4 minutes, is described below:

10
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Following a basal manual’s suggestion, a teacher saud to a group of students
thatand and but ate words that sumetimes connet other words to make a long
sentence Sull adhering ta the manual’s tcummendation, the teacher wrote on
the board Pollyurg sat in Mrv. Wearer's das and loked out the window and prayed
for ramn Aftet the group read the sentence aluud, the teacher continued using
the manual and asked whethet ot nut sumeune could say what enc short sen-
tence 1n the long one was. A duld responded, “Polly wug sat 1n Mrs. Weaver s
class ™ When another child said, “Looked sut the winduw,” in response to the
teacher’s request fur the seeond shutt sentence, he was tuld to stare wach ~Polly-
wog " The same reminder was necessary when anuther child said the thued
sentence was “Prayed for tain.”

The above episode is referred to for two reasons, First, it demonsteates
that excessively demanding standae’ were nut used to define compre-
hension instruction and thus donot  ant for its scarcity. The episode
also exemplifies characteristics of ¢, .ittle comprehensior instruction
that was found. To be more speuific. the “teaching™ was not only brief
but also lacked any attempt to relate in some explicit way what was
being done to how toread  in this case, to how to understand, or work
out. the meaning of complex sentences. The episode is alsu typical 1n
that the teacher followed a manual, did no mure nor less than what 1t
recommended, then shifted (as Jdid the manual) to 2 written assign-
ment. It was these latter characteristics that required frequent usc of
the term mentioning in reporting findinas from the research Mention-
ing was defined as, "Saying just envugh about a topic to allow for 2n
assignment related to ic,”

Workbook and ditto-sheet assignments turned out to be so common
everywhere that it was tempting tu condude that a substantial amount
of what was observed was a means for getting to written exercises, many
of which dealt with topics that were related neither to each other nor to
what the students were reading in their textbooks. That such a conclu-
sion may be ac least partially accurate was suggested 1n the very first
classroom that was visited. Working with a group of puur readers, the
teacher appeared to rush through preparations for reading a selection,
even though prereading activities are especially necessary for such stu-
dents. Why the teaches went so quickly was arified later when she said
to the group, I want you to get two workbook pages done by 10
o'clock ™ This was just one of the many times when “covering material”
was & more accurate description of what was scen than was “teaching
reading.” Because of the frequency of written assignments, it was not
unexpected to find that 14.4 percent of the time spent observing the
teachers was assigned to the category "gives assignment.” Nor s 1t sur-
prising to learn in reports of other (assruom studies (Anderson, 1984)
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that students may spend as much as 70 pereent of cheir time doing
assignments.

The fact that a considerable amount of che teachers” ume (17.7 per-
cent) went (o assessing comprehension was not surprising cither, since
observing 1n Jassroums over a lung period of ume consistently revealed
much assessment via questons. Espeaally notceable in this more re-
«ent research Was the teachers” coneern for whether answers were night
ot wrong, nut fur what responses might suggest fur future instruction.
orimmediate help. The ty preal procadure, then, was fora teache, toask
a4 question and to wntinue aliing on students until one gave the ex-
pected answer. Another gueston then waspused, and the sane routine
was foil ved.

It 15 also imporrant o note that at nu ume did any of the observed
teachers have scudents return to the tent for such reasons as to cite evi-
wence for thar answers. Nor was a teat ever examined fut constructions
that might cause problems, for unusual wses of words, o, for example,
for words (hat signal opinians ot cause effect relationskips. Failure
to return to the teat fur a specific purpose minimied the likelihood
of on-the-sput” comprehension insteuction, which may at times be
mure effecane than preplanned lessons s nce 1e deals with an existing
problem.

Basal Manual Study

It was not only what the teachens did ard did rot do) but also the re-
markable similarity ot their behavior that prompred the question,
“Why did 39 teachers from 14 school syster - “ .ok the same in how
they used thar tmes™ Since all were using one of more basal series, the
lugical next step was to aaamine basal manuals to see what they suggest
for teaching comprehensior . Beeause duta frum this sceond study also
have been repurted clsewhere (Durhin, 1981), unly a brict summary of
the findings will be given here.

Muanuals covering hindergareen through grade 6 frum five basal
reeder programs were read word for word, primanly wleatn about the
hind and numbser of procedures that were suggested fur comprehension
instruction. + The defimtion of cumprehension instruction remained the
same for this sceond study.) The duse examination of the manuals was
required not only because cnactly correet data weie the target bu also
because the manuals’ recommendations are nut always labeled correctly.
In one first-grade manual, for instance, a procedure for teaching the
word yelloc was called “study shills.” Of speaial relevance to the re-
search was the large number of manual segments in all five programs
that described ways to assess womprehension, yet re‘erred o them as

12
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“instruction.” To cite an example, teachers were directed to read aloud a
paragrapl about a bi, making a cake for his father’s birchday that in-
cluded words that help infollowing a sequence (e.g. , first, Jazer). Subsz-
quent to the ural reading, teachers were directed to ask questions l:sted
beneath the paragraph that had to do with what the boy did first, what
he did next, and su un. Nuwhere un the page was any reference made o
the sigral word: or to what might be done to get students to take ad-
vantage of thuse words in reconstiucting the sequence in which the de-
scribed events occurred. Nonetheless, the recommended procedure was
labeled”instruction with signal words for sequence.” (It should be
nuted that nothing had been done with such words in the earlier man-
uais in this series.)

When labels were ignured, what had been seen in the 39 classrouoms
charactericed the manuals. mx.h comprehension assessment and rela-
tively little cumprehension instrucrion. Not unexpectedly, references to
practice exeruses vriginating in workbooks and ditto sheets were ex-
«eedingly numervus. Like thuse in the dassroums, assignments dealt
wich brief pieces of teat, covered many different topics, and ofter;, bore
no relationship to selections in the readers.

Because comprehension instruction was the central concern of this
study, a few additivnal comments about Liow the manuals handled it are
in order.

How Basal Manuals Deal with Teaching Comprehension

One very pronvunced characteristic of all the manuals was the tendency
to teach by implication rather than with direct, explicit instruction.
This was illustrated in the 4-minute episude referred to earlier when
the classroum-ubservation research was described. The same pervasive
characteristic can be illustrated furcher with what was dune with the
fact that authors reveal the traius of their characters Loth directly and
indirectly. Only une series suggested makirg that fact explicit with the
help of brief paragraphs in which the traits of a girl were described di-
rectly with adjectives and iadirectly with references to her behavior. In
contrast, all th. othes series dealt with thie same topic by listing ques-
tions abuut 1he traits of characters, umitting any recommendation to
help students see that the traits were communicated by different
nueans, some requiring inferences. Since all five series did include di-
rect, explicit comprehension instruction fur various topics at various
but unpredictable times, why none provided it consistently has no ap-
parent explanation.

Another characteristic of the nianuals was to equate Jdefinitions with
instruction and, by so doing, tu stup shurt of being instructive for com-

| 13
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prehending. The tendency of all the manaals not to go beyond defini-
tions can be illustrated with the way they dealt with fiest person and
third-person narration. While the two types were defined repeatedly,
nu manual ever suggested procedures fur helping students see the rele-
vance of knowing about the two kinds of perspectives for reading. This
was the case even when selections in the basal reader incJuded both
types of stories.

What the five series did with facts and opinions makes the same
puint. Whule fat and vprmion wete outh defined and illustrated with
what seemed like excessive repetition, nothing was ever suggested to
anify for studeats how know ing about facts and opinions should enter
intu the reading of an advertisement or an expository selection about a
tupic that 1s exther controversial or incompletely understood. The gen-
erous amount of attention that definitions received was only one of the
many times when manuals treated means as ends in themselves.

At certain places, the sequence of instruction in the manuals also had
tu be questioned. In one case, for example, how to skim a page to find
answers to questions was described very briefly. Next came the recom-
mendatiun to have students return toa certain page in the selection that
they had just read and discussed so that they could skim it tc find an-
swers to two suggested questions. The problem, of course, is that the
students already would kaow the answers, having just finished—if the
teacher followed manual recummendations  a very detailed question-
answer review of the story.

Unquestionably, the topic receiving the most frequent and persis-
tent attention 10 all five programs was “main idea.” A brief description
of what is done with that topic will ailow for a summary of the treat-
ment of comprehension instruction in general.

To begin, even though masn 1dea is not the easiest concept to grasp, it
received attention as eatly as fiest grade, in one case wvith the unhelpful
advice to teachers, “Introduce the word idea.” (Other nonspecific sug-
gestions began, “Lead the children to generalize chat. ... " and “Cuide
the pupils to conclude that. ...") The initial treatment of main ideas
inevitably used narrative matetial (paragraphs referred to as “stories”),
even though expusitory text is the natural home for main ideas. “In-
struction” took the furm uf alling attention to main ideas communi-
cated 1n topic sentences, which were obviously displayed in the
publishers” paragraphs. Wlien the focus shifted to practice exeruises, as
itoften did, not all the paragraphs contained main ideas. However, that
prublem was resulved with the use of multiple-chuice formats in which
the expected respunse often could be identified by eliminatiag obvi-
ously incorrecs answers. Even though much space in manuals, work-

14
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books, and dittu sheets dwelled on main ideas, only one of the five se-
ries—and this occurred unce —ever suggested to teachers that they
explain to students that attending to the main ideas of paragraphs helps
in remembering an author’s key points.

To summarize, comprehension instruction in the five basal programs
was flawed not only by its paucity and indirect, nunspecific nature but
also by the omission of attention tv the value uf why sumething was
being taught. In spite of the scarcity, two much was done with some
topics whereas others were treated briefly or nuc at all. In contrast to the
small amount of comprehension instruction, the space allotted in the
manuals to comprehension assessment and tv cumprehension practice
in the form of brief exercises was clearly excessive.

OTHEF RESEARCH

Concurrent with and subsequent to the studies that have been de-
scribed in this introduction, a consideral ie amount of research was
done by uthers with the hope of learning more about the comprehen-
sion process and about the implications uf w hat was learned for instruc-
tional programs. Without question, wha' has emerged from this
“veritable explosion of studies” (Guthrie, 1980) has produced valuable,
insightful information. Equally visible, huwever, are a number uf prob-
lems, three of which will be discussed briefly.

The first prob'im, which will inake communication between re-
searchers, author. of instructional materials, and teachers unnecessarily
difficult, is disagreement over the meaning of comprehension fnstruc-
tion. According to Duffy and Roehler (1982), one of the most common
and also incorrect referents for “instruction” in research reports s re-
peated exposure, otherwise known as practice. My own conclusion,
based on research reports, articles, and rezding methodology text-
books, is that the most common referent is activating and adding to
children’s know ledge of whatever it is that is relevant for reading a par-
ticular selection. If this conclusion is correct, it verifies the accuracy of a
prediction that Carl Bereiter (1978) made when he said that it would
eventually be concluded that “the way to improve comprehension is to
stuff children’s heads with ‘subject matter” so that, whatever they're
asked to read, they will stand a chance of already knowing quite a bit
about it” (p. 7). The move by basal publishers to in.lude much more
expository material ir their texts may be further evidence of the cor-
rectness of Bereiter’s prediction. (Anuther reason may be the very large
number of studies cuncerned with expository rataer than narrative
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text.) In any case, the many different procedures now being called “in-
struction” are serving to ubscure rather than illuminate its meaning.

A second problem that surfaces when the existing literature 1s re-
viewed is the tendency of many researchers and writers to lump to-
gether “comprehension” and “retention,” much as if the two were the
same. While i¢ is certainly true that it 1s of little value to comprehend a
prece of text unly to furget what it said, cumprehending and remember-
ing what was cumprehended are hardly identical, a face overlooked —or
at least not made expliut — in studies concerned with topics such as
summarizing. Even thuugh the excellent work that has been done on
how to teach students to summarize ultimately should have a positive
impact un what students are able to retain from their reading, it still
must be recugnized that it 1s impossible to summarize what was not
understood in the first place. How te” tudents achieve that under-
standing —other thanto"s . theirh with information —is in my
opinivn an.glected concern mung mos. researchers duing comprehen-
sion studies, since relatic ely few seem tu be concerned at present with
the bottum-ug. side of the reading process. Instead, what is becoming
an almust munotonous amount uf attention is guing tu sw..ema theory
and its implications fur reading. As a result, the profession has gone
from une lop-sided position 1n which the teat was all that counted to
another 1n which worid knowledge is w inning everyone’s attention.

A thurd problem s that the haste to learn about comprehension has
discouraged buth researchers and consumers of their reports from tak-
ing the time tv realize in a very onswwus way that muh remains to be
investigated befure recummendations for improving students’ compre-
hensiun abilities are warranted. After all, untl there has been the time
(and interest) to carry vut studies that extend over a period of time and
that include subjects at varivus grade levels, nubudy is in a position to
tell teachers exactly what they should and should not do. Highly prema-
ture, for instance, is a statemenc such as the fuilowing, which appears in
the Preface of a reading methudology sextbuuk. “No lunger do teachers
need lament the lack of appropriate hnowledge and methuds for teach-
ing comprehension” (McNeil, 1984). “Haste makes waste” may be just
the nght slugan to heep in mind as we find vurselves passing through an
era marked by unprecedented interest in reading comprehension.

RESPONSES TO THE RESEARCH

The collection of articles that follow illustrates vne development that
has vecurred since repurts of the studies just described were published.
Numerous attempts now are being made to specify what 1s essential for
«omprehending cunnected text, to darify differences between teaching
and testing comprehension, and tu describe examples of cumprehension
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instruction that are suitable for both elementary and secondary stu-
dents, and that stay clear of the flaws found in the instruction provided
by basal manuals. W'hile such effurts merit loud applause, they are not
sufficient to effect inuch improvement in what is done with comprehen-
sion in classrooms. This is the case because the unly source of help that
stands a chance of having a widespread impact un teachers is manuals,

consequently, only when teacher’s gutdes reflect what is now known
about comprehension and how to teach it can we expect to see major
changes in what is done to teach students how to comprehend.

Based on two conferences held with representatives of publishers, 1t
is clear that needed changes will be made in basal manuals only when
the marketplace demands them. Or, as one after anuther publisher
stated or inferred, “We give our customers what they want.” To get
groups such as textbook selection committees to want che right thing,
teachers and administrators need much education about what exists and
what is nceded in manuals and practice materials. Meanwhile, teachers
who always have done a good job will centinue t do even better with
the help of books such as this one.

Dolores Durkin
Professor. Elementary and Early Childbood Education
Unitersity of Winois, Urbana-Champaign
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Parc I
Explici¢ Comprehension
Skills Teaching

In recent years, therz has been a lively debate between the.< who
advocate teaching comprehension by directskills techniques and
those who advocate primary attention to tlie culuvaton of cognitive
strategies. A frequent implication of proponents of the latter position
is that compreheusion does not depend upun learned skills but vn
carefully nurtured cognitive strategies.

It seems reasonable to recognize that comprehensiun in fact de-
pends upon a number of learned abilities, from the specific skill
learning described in this section to the moure general stratepies
described in later sections, Cognitive strategies requice the posses-
sion of both an array of specific skills and the concepts essential for
their implementation. Part of the difficulty that has clouded this
debate and has ubstructed clear-cut signals for the improvement of
comprehension is the varying interpretations given to the terms kil
and Jrategy. While the term strategy properly refers to “'a systematic
plan for achieving a specific goal or result,” the term skl has ac-
quired a very elastic set of meanings. These meanings may range
from the highly specific, such as eye-movement skills, to the very
complex, such as certain thinking and study skills, which may be
thought of as virwally synonymous with strategy. The reader would
be well-advised to note the apparent meanings atributed to these
terms at various points in this volume,
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A perennial problem in the teacbing of skills 1y the suviessful transfer of imtiasive
Jrom the teacher demonstrator 10 the student-learner. In teaching basu compre.
bension skills, is there a general model of explivit skilly instruction that can
effetively aid this transfer” Following a discussion of research in comprebension
instruction, Pearson and Leys suggest bote one might teach the comprebension
skill of main idea explicitly in a procedure that gradually moves the responsibility
Jor learning from leacber to students. The authors’ suggestion of the impact that
prior knowledge has on the teahing of main idea and other comepis has
important implications for instrution and il be discussed throughout this
tolume.

“Teaching”
Comprehension

P David Pearson
Margie Levs

In the last five years, much has been written abuut the lack of instruction
provided by teachers (Durkin, 1978-1979, Duffy and McIntyre, 1980)
and teacher's manuals (Durkin, 1981, Beck, McKeown, McCaslin, and
Burkes, 1979) to help children learn the dazzling array of comprehen-
sion skills we require them to perform as they prove to us—by complet-
ing workbook pages, passing end-of-unit ur end-of-level mastery tests,
or living through the administration of a standardized test—that they
can or cannot understand what they read. Implicit in such criticism are
the assumptions that teachers ought to teach children bote to compre-
hend and that basal manuals ought to give teachers guidance concern-
ing how to teach children how to comprehend.

We do not necessarily disagree with these assumptions. In fact, our
basic goal in this essay is to illustrate what expli.it instruction 1n com-
prehension skills might look like if we ever ran acruss it. But we want
to make clear at the outset that the evidence in favor of teaching
comprehension skills directly and explicitly is not as uverwhelming as

3
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one mght suppouse and that there are alternative points of view on
the issue.

WHAT FOSTERS COMPREHENSION?

Consider, for example, the possibility (implicit, if not explicit, in the
view of Goodman and Goudman, 1979, or Harste, Burke, and Wood-
ward, 1982) that the enure skills uricntation (Harste and Burke, 1977
musses the puint about comprehension in particular and reading in
general. What may really marer is putting children in a supportive
environment, giving them material tu read that is written naturally
(using the same kind of language that they are used to hearing being
spuken), and providing them with the oppurtunity to develop very real
and persunal reasuns fur reading a selection (I wan: to know more
about X, I want to write a story about Y, I want to read story Z to my
friends). It might be true that when children are placed in such a
situauon, the issue of success ot failure in comprehension does not even
anse because chidren will, almost by definition, comprehend what they
read to the degree they need tw in order t sausfy their goals. In such
a funcuunally uriented environment, comprehension, like decoding,
becumes a means t an end rather than an end in itself. Cumprehension
1s sumething you du because it helps you reach that larger and person-
ally more relevant gual. Within such a perspedtive, the whole issue of
comprehension skills and comprehension instruction becomes irrele
vant. What matters are 1 .levance and funcuunality. The teacher’s role
1s nut to impart wisdom frum his ur her fount of know ledge but to arrange
cundiuuns tw help learning oceur, to provide inforration when asked
to du su by a student (this might even mean telling o student what you
gotvut of reading a story ur a paragraph), and tw help children realize
the range of goals and functions that reading can serve.

Cunsider anuther pussibility. We know that the knowledge students
accumulate vver ume has a puwerful influence un their ability to recall
informaton frum a text, tu answer either upen-ended or multiple-
chuice quesuuns abuut a passage, or to perfurm virtually any other
cumprehensiun task we may putin their way. Perhaps the whole notion
of a skill ur a strategy (by either we mean a context-free and content
free procedare fur completing sume kind of task, in other words, a
procedure that 1s nut dependent un the selection you are reading or the
situauon you are 10) 1s illonceived because what really determines
your ability to perfurm any of the so-called skills (finding the main idea,
determining sequence, disunguishing statements of fact from opinion,
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for example) is how much you already knote about the topic under discus-
sion in the text. If this were true, then the best course of action to
improve reading comprehensiun, huwever one defined it, might be t
help students learn more about everything!

We suspect that this dilemma of prior knowledge applies to sume of
our traditional skills but not to others. How dues une counstiuct a main
idea for a paragraph when none is explicitly stated? How can you know
what those four sentences are all about unless you know what they are all
abort” How wan you distinguish between literal cumparison statements
(a lime is like a lemon) and figurative cumparisuns (billbuards are Like
warts) unless you know that limes really are like lemons and billboards
are only meuwphorically like warts? But nutice that you can tell that
some statements are likely to be statements of upinions because they
contain a judgmental word (good, bad, best, etd.) or a linguistic hedge
(might, ought, should, must). Or you might be able to tell that A caused
B because of the force of the linguistic connective beause in the sen-
tence. (The rocket crashed because it ran out of liquid oxygen.)

These are difficult issues. And we do not think final answers exist for
any of them. But we are xilling to risk the attempt t illustrate what
we think expliiit instruction it umprehension tasks might look like. We
undertake this risky venture teiause we believe that even if teachers
cannot really feah comprehaasion skilis, they can provide some heip
and guidan.e along a student’s path t becuming an independent com-
prehender and learn *r. They can share with students the secrets of their
own successes as language users.

MODEL FOR TEACHER-STUDENT RESPONSIBILITY
IN INSTRUCTION

A convenient way to conceptualize the range of teacher behaviors in
providing help and guidance has been develuped by Pearsun and Gal-
lagher (1983, after Campione, 1981) and is represented in the figure
on page 6. According to their model, instruction varies as a function
of the relative degree of responsibility accepted by teachers and or
students for completion of any given task. At the lefimost edge of the
figure, the teacher accepts all the responsibility and the student none.
At the rightmost edge, the student accepts all the responsibility and the
teacher none. In between these two extremes, responsibility is shared
by teacher and student. The 100 percent teacher condition is what we
mean by modeling, the 100 percent student cundition is what we mean
by independent practice or application. In between are varying in-
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stances of guided practice. The trick, of course, in any instructional
prugram {we duubt that anywne would deny such a goal) is to bring
students to aceept 100 percent of the respounsibility. Only partially in
jest, we like tu call 1t a model of “planned obsolescence™ in teaching.

A MODEL OF EXPLICIT INSTRUCTION

PROPORTION OF RESPONSIBILITY
FOR TASK COMPLETION

\

ALL TEACHER  JOINT RESPONJIBILITY  ALL STUDENT

\ ! Y

Na. GUIDED PRACTICE

C"-.*(/ A
MODELING “ S PRACTICE
elodsé \ OR
o, APPLICATION

Lo o

To illustrate the application of this model, contrast Durkin's com
ments 1n this volume and her findings abuut what was guing on in
assroums (1978-79;, what was being suggested in basal manuals, and
he oft-quuted admonition that “children learn to read by reading™
(1981 with the methudology pursued by either Palinesar and Brown
(1983) or Gordon and Pearson (1983). Durkin found that the domi-
nant teacher practices used o prumotc reading comprehension were
asking students questiuns abuut selecuuns they had just read and having
students cumplete wurkbuuk pages and wourksheets un theit own. In
buth cases, teachers begin and end their instructuunal cycles in the
nghumost region of the moudel. Swudents begin by practcing and, if they
fail tu demonstrate mastery of a particular skill, they continue tu prac
uce the behavior. It 1s what tradiuonally has been labeled a ““teaching
by tesung ™" appruach tu cumprehension, ur what we might call a prac
uce-unly approach tw cumprehensiun. The assumpuon seems tw be that
studeat will learn the appropriate behavior if they are exposed to
enough instances of the crtenun sk, Nouce, however, that preasely
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the. same assumptiun underlies the “"children learn o read by reading”
philosophy, what differs between the two is the nature of the maternals
they are expused to—umpartmentalized skill activities versus real text.
The role of the teacher in either situation is t find the appropnate
practice materials fur the students (and, we suppuse, to provide sume
feedback on how they are doing at key points along the way). By
contrast, the work of Palincsar and Brown (1983) and Gordon and
Pearson (1983) assumes that instruction begins on the leftmost edge
of the graph and works its way along that diagunal tw eventually end
up in a practice only situation, however, before that practice-only
phase, the teacher has been heavily involved in the insiructional situa-
sion, first by modeling the criterion behavior and then by sharing
responsibility for that behavior with the students.

While several studies have illustrated the efficacy of the gradual
~:lease of responsibility philusuphy implied in the mudel (Palincsar
and Brown, 1983, Gordon and Pearsun, 1983, Raphael and Pearson,
1982, Raphael, Wonnacott, and Pearson, 1983, Paris, Lipson, Cross,
Jacobs, DeBritto, and Oka, 1982), one should nut conclude that all
children should be taught using such a philusophy for all tasks they
need to learn in order to becume expert readers. There are likely o
be both children and tasks for whom and which the philosuphy s
neither necessary nor apprupriate. Indeed, a majur research endeavor
facing the reading field is w discuver the set of student and task char-
acteristics that define the range of effectiveness for cumpeting instruc-
tional strategies.

THREE EXAMPLES OF TEACHER GUIDANCE

In the remainder of this essay, we provide three examples of what
we think the kind of teacher guidance and help implied by the
model might look like. We have purpusely chusen two examples of
the mundane and much maligned skill wlled “finding the main
idea.” We have chosen it because of its ubiquity (it is taught in vir-
wally every grade and every reading series) and because it repre-
sents a challenge to our whule notion of explicit instruction (recall
that earlier we suggested that it might rest more on prior knowl-
edge than on any contentfree piucedure). In the first of our exam-
ples we offer a lesson plan (one that might even appear in a
teacher’s manual) tw help grade 2 stwdents select explicitly stated
main idea statements, in the second, we provide a scenario of a dis-
cussion in which the teacher is trying to help grade 8 students seleut
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appropriate main-idea statements that are nut part of the target
paragraphs. Our third example provides a sample lesson for teach
ing high school students how to write a summary.

Example. Grade 2, Small-Group Reading Class—A Lesson Plan
for Introducing Explicitly Stated Main Ideas

Andchor porni. Children have had experience with explicitly stated
main ideas located at the beginning of paragraphs.

Step One: Teacher Models and Explains

Review with children what they already know abuut main ideas. Tell
them that teday they will learn sumething new about finding main ideas
and yeu will show them what you mean. (Put a paragraph on the
overhead projector and read it to the children.)

Exampic 1. Jeff could hear toads and bullfrogs. 2. He alsu could hear an owl.
3. Then he heard something muving in che bushes. 4. Jeff heard many noises
the night he slept in the woods.

For cach sentence, explain to the children why it is or is not the main
idea of the paragraph. Fur example, “Sentence 2 can’t be the main idea
of this paragraph because it unly tells about une noise that Jeff heard.
It 1s a detail sentence. Only sentence 4 teils us what the whole para-
graph 1s abuut—that Jeff heard many noises. The other sentences tell
about the different noises that Jeff heard.”

A Jdiagram may make the relauonship between the main idea sen
tence and the detail sentences clearer for the children.

Jefi could hear He also could h‘hcn he heard something
toads and bullfrogs. hear an owl. lmovmg in the bushes.

T -

]

Jeit heaed many neses the
night he slept in the woods.

L
v

Remind students thatin their earlier work they found the main idea
sentenv.es at the beginning of a paragraph. Tell them that sumetimes
writers place them authe end of a paragraph instcad of at the beginning.
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When looking for the main 1dea sentence they need w ok 1n both
places.

Step Tua: Guided Pradice

Putanother paragraph on the chalkboard and read it w the dlass. This
ume tell them you will work wgether wo determine which sentence tells
what the whole paragraph is about.

Example 1. Jessica invited all the kids. 2. Brock got che balloons. 3. Anne
brought a cake. 4. And Kaue brcught the e <ream. 5. Everyone did
something for the surprise birthday party.

Take the first sentence and explain why it is ur is nut the main idea
sentence of the paragraph. Then ask for a volunteer tw wouk through
each of the sentences in the paragraph. The paragraph would be dia-
grammed as in the previous example.

Step Three: Teacker Ressen the Concet Beng Taughe

Elicit from the students shat it is that makes a sentence a main dea
sentence.

Step Four: Indipendens Practice

The children now have worked with main idea sentences at the
beginning and at the end of paragraphs. Fur independent pracuce, give
them a worksheet taat contains buth gy pes of paragraphs. This variaton
will give you information about whether or nut a child is just selecung
the Jast sentence or working through cach sentence in the manner that
you have just modeled.

Here are two sample paragraphs that _ould appear on the same
worksheet:

Example 1. 3he cleaned out her locker and her desk. 2. Later that day, her
friends had a party for her. 3. She wned as she said goodbye 0 everyone.
4. Alison was very sad on her last day at school,

Exaeple 1. Kids 1 our clasy have many different pets. 2. Amelia has a
raccoon, 3. Clair has a snake 4. Elizabeth jusi got a horse. 5. And Megan
has five goats!

The difficulty of the task can be altered by the type of response used.
The easiest form is tu have the children select an answer from a set of
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choices. The task would be more difficult if you asked the children to
find the main idea sentence in the paragraph.

Siep Five: Application

Discuss with the children why it is a useful skill to be able to identify
main ideas and how thus skill can help them understand v . they read.
Have children ivuk fur main ideas in apprupriate stories and expository
text. Be sure that the material y ou use actually contains exp. “tly stated
main ideas.

Exanple. Grade 8, Whole Social Studies Class—Iraplicit Main
Ideas

Anchor point: beginning of the year.

Mrs. Hargrare. One comprehension exercise that you've all done
many umes i¢ inding the main 1dea of a parugraph. You've prebably
done this mostly in reading class, but this is a useful skill for reading
and understanding any kind of material. B, now, you know quite &
bit about main 1deas. Let's review what you know. What can you tell
us abuut main ideas? (Teacher writes the students’ points on the
chalkboard )

Clyde: Not all paragraphs have a main idea.

Sally: It's the first sentence that gives yu  ..2 main idea.
Sam: Not always! Sometimes it's the last one.

Jeff: L~ of times I can’t find it.

Mrs. Hargrare: What do you mean?

Jefl. Sumeumes we re wld to figure vut the main idea and I can’t always

find it

Mrs. Hargrate. Yes, sumeumes I have that problem wo. When the main
idea 1sn't directly stated, you, as a reader, have to figure out what the
author 15 trying to tell you in that paragraph. Here's what you've told
us so far aboutr main ideas.

1. Not all paragraphs have a main idea—they are ) ast a list of det=ls.
2. Sometimes the first sentence is the main idea.
3. Sometimes the last sentence is the main idea.
4. Sumeumes the main idea isn’t given—you hzve to figure it out.
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Today we're going to work on point four, that is, how to figure out the
main idea of a paragraph whc: it isn't stated. (Teacher puts a paragraph
on the overhead projector.) Let's read this paragraph and I'll show you
what I mean.

Many individual householders in the villages of India can no longer afford
to own camels. One of these animals now custs about $400 o buy and about
$3 a day 1o feed. Furthermore, the buying puwer of moust Indian families has
declined in recent years. Poor returns for the produce they grow, larger
families, and India’s gencral inflation have reduccd the standard of living for
most villagers Many people whu unie earned a living as camel drivers nave
been forced to find other kinds of work to support their families. !

Here are four sentences. (Teacher puts these un the overhead projec-
tor.)

1 The camel was once the principal means of transportation in India.

2. Only the very poor can afford to own a camel in India.

3. Several factors have made owning a camel o costly for Indian
villagers.

4. It costs $400 to buy a camel.

One sentence is a statement of the main idea of this paragraph. It's
sentence 3. It can’t be sentence one, since ihe paragraph doesn't tell us
this information. It can’t be sentence 2, since it is the opposite of what
the paragraph tells us. And it can’t be sentence 4 because it is too
specific; other information is included in the paragraph that is not
covered by this statement. Only sentence 3 covers all the information,
the derails, given in the whole paragraph.

Mrs Hargrate Let's try another paragraph. This time I won'tdo all the
work; you can do part of it. (Teacher puts the paragraph un the over-
head projector and reads it to the students.)

In India, camels once served as the principal means of transporiation.
These animals also were used in agriculture for work such as plowing.
Traditionally, the status of a family in the community was judged by the
number of camels it owned. Camels were also part of an Indian bride’s
dowry. Before India became an independent country in 1947, states like
Rajasthan were ruled by feudal kings. For centuries these kings kept large
numbers of camels for both pageantry and military purposes. The tradiuon
of maintaining camels in the military continues in a limited way, even today
the Indian government keeps a camel corps to patrol the Pakistan border.
And camels still appear in ceremonial pageants.

1 All passages in this section are reprinted with permsssion from the Ginn Reading
Program, Level 15 (Clymer, Venezky, and Indrisano, 1962).
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Here are four sentences. Let's see if any of these is a statement of the
main idea of the whole paragraph. (Teacher puts sentences on the
overhead projector and reads the first one.)

1. Camels were once a measure of Indian social status.
Who can tell us about the first sentence?

Richard. 1 don't think 1t’s the main idea because it's too specific, there’s
more in the paragraph than stwff about social status.

Mrs. Hargrave: Good point. What about sentence 2?

2. Through tradiuoa and culture, Indian life has been linked to the
camel.

Nichelas. 1 think so, that sentence seems to cover everything.

Mrs. Hargrave. Weil, let’s look at the other two statements, then we can
come back to sentence 2 and see Jf you still think it's the main idea.
What about sentence 3?

3. Though camels are slow and clumsy, maay people still prefer them
to cars.

Laura: No, that isn’t given in the paragraph.

Mrs. Hargrave. Yes, Laura, you're correct. What about sentence 4?
4. Camels are useful for many things.

Clay. No, that s too general, it duesn’t really tell us anything important.

Mrs. Hargrate. That's good, Clay. Nicholas, what do you think now
about sentence 2?

Nicholas. It covers everything, and besides, none of the others were the
main idea!

Mrs. Hargrave. We've worked through this example and have learned
something else about main ideas. I'll add this to our list on the board:
A main 1dea tells us what the whole paragraph is about. Now I have
an exerase for you tw try. I've taken some paragraphs from your social
studies bouk and I want you tu determine which of the four sentences
that follows each paragraph is a statement of the main idea of that
paragraph. Any questions? In our everyday reading we don't have
someone histing four chuices of what the main idea of a paragraph could
be. We have to create for vurselves a statement of the main idea. On
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Monday, we'll try to create a statement of the main idea for paragraphs
without stated main ideas. Here is the exercise.

Today, paved roads connect Indian towns that were unce separated by
spans of desert sand. Vehicles such as buses, trucks, jeeps, bicycles, and
pushcarts carry people, produce, and produdts in all direcuons. Because of
the dramatic rise in the prices of gasuline and uil, sume transporters are using
camels to pull very heavy loads un waguns equipped with uld arplane ures.
This kind of camel-carrying power is espedially useful for carrying great
loads of grain for short distances.

1. Rising fuel costs have made camels practical for pulling heavy
loads.

2. Paved roads and motor vehicles have made camels obsolete.

3. According to the census of 1972, there are a million camels in
India.

4. Camels are useful for carrying great loads of grain.

Example: Grades 10-11, Whole Class-Content Area—A Lesson
Plan for Teaching Summarization

Anchor point. Day one of a series of lessons. Students have had
some instruction and practice writing summaries in their reading
classes.

Necessary Materials

You will .eed the handout “How to Write a Summary™ (see the
Appendix at the end of this article). It consists of three sections.

1. General steps
2. Specific rules for creating summaries
3. A final suggestion for how to polish a summary

Also, you will need a sample passage that you can use to demonstrate
to the students how to create a summary by applying the general steps
and rules in the handout. You will want to make a wopy of your polished
summary to give to the students. Finally, you will need two passages
for the students to summarize.

Step One: Teacher Models and Explains

Tell students that over the next few days you will be teaching
them how to write summaries and explain how this can be useful to
them.

Review with students what they already know about summaries.
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Day, 1980):

A summary 15 a shortened version of a text. It is a concentrate of the
uniginal. It says basically the same thing as the original passage does, but it
says 1t 1n fewer words. That is why it is called a summary. It is short.

A summary does nut cuntain your upiniuns. You may think that the author
of a text s crazy and that the text is full of lies. But you don’t say so in your
summary. A summary 1s unly a short version of the text. Itis a reduction of
the original text, nothing more.

|
Elicit a defimiuon of a summary. Here is a working definidon (after

Pass out the Appendix and explain tw students that if they follow
these rules and general steps they will be able t write better summar
1es. Read the rules to the students in this order. general steps 1 and 2,
the four summarization rules, general steps 3 and 4, and the final
suggesuon. Then tell the stdents that you will show them how (0
folow the suggestions in the handout.

Put the following passage on the overhead projector:

Phylun. Pyrrophyta

Since anuent ames, salors have been mystified by seeing the ocean’s
waters gluw at mght. We knuw tuday that a group of protists is responsible
for this. The ability uf a living organism to produce light is described as
broiuminescerne (b1 v lu m nes’ ns). The light is produced by dinoflagellates (din
o flaj lats). They woniain chlutuphy!l and use it in photosynthesis. They also
cuntain uther pigments, and many of them appear reddish in color. Almost
all dinoflagellates live in salt water.

Dinoflagellates have twou flagella, which lic in grooves on the cell wall.
One uf the flagelia aircles abuut the middle of the urganism, while the other
wails vut behind. The wrailing flagellum propels the organism, while the
circular one seems to be used for steering.

The cell wall of dinuflagellates 1s made of cellulose, like that of true plants.
In sume dinuflagellates the wall 1s smouth and in one piece. In other dinofla
gellates the cell wall 1s made uf many separate pieces that are cemented
together. This type of wall looks like armor plating.

At certain umes dinuflagellaces suddenly start o repruduce in tremendous
numbers. This gives nise w the condition known as red f1de. Biologists are
nut sure why this happens, but it happens every year somewhere along the
Adanuc ur Paufic wast. The dinuflagellates can reach concentrations of 60
mulliun per liter of water. The reddish wolur of the urganisms gives the name
to the tide.

Sume dinuflagellates release pursuns intu the water. The large number of
these orgamisms present duning a red tide produce enough poison to kill
many fish. Mussels and Jlams can ..cumulate the poison without being
killed. But peuple whu eat contaminated shellfish during a red tide can
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become quite ill. A red tide un the cvast of New England 1n the summer of
1972 caused many people to be hospitalized.?

Now demonstrate general steps 1 and 2 (state the general theme and
determine the main points). Next, apply the summanzation rules,
marking the text as you demonstrate each rule:

1. Circle all lists and suggest appropriate superurdinate terms for
cach list.

2. Underline all twpic sentences, write tupic sentences for paragraphs
that lack them.

3. Cross out all redundant information.

4. Show how certain paragraphs can be condensed, that is, joined
toge ther.

Now demonstrate general steps 3 and 4 (rethink, and chedk and double
check). Read your summary as it exists. Finally, use the final suggestion
to complete the summary. Hand out a “pulished”” version of the sum-
mary to the students.

Example of a Summary

Unicellular algae in the phylum Pyrruphyta are respunsible for casung a
mysterivus gluw uver the evening ueean. These algae, uthersise known as
dinuflageliate,, ate made of celluluid walls that are erther smooth or bucklike
in appearance. They travel by the aid of two flagella.

Because of their peculiar reproductivn habits and reddish-colored pig-
ment, dinoflagellates are alsu respunsible fur the wxic tide referred w as the
red ide. Sine sume dinoflagellates release pursuns, people whu ear shellfish
during red tide can become ill.

Step Trwo: Review the Concept Being Taught

Review with the students the dednitivn of a summary and the generai
steps and rules used to write a summary.

It will take about 25 1o 35 ninutes to complete Steps One and Two.
If you have enough time, cuntinue with Steps Three and Four. If not,
begin instruction for Day Two with a review, Step Two, and then
continue with Steps Three and Four.

Step Three: Guided Practice
Give the students a short passage (three tw four paragraphs) and as
a group do general steps 1 and 2 and apply the summarization rules and

2. This passage is reprinted wih permussin frum Silver Burden (Smallwood and
Alexander, 1981).
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the final suggestion. (Note. you will need a new passage.) Try to let
the students du as much of the work as they can, but be sure to offer
feedback and suggestivns for revision if students are off course, This
phase 1s characterized by luts of negotiation amung members of the
group, successive refinement, and group consensus.

Step Four: Independent Practice

Give the students another short passage and have them create a
summary for that passage, using the general steps and summarization
rules handout. Collect these summaries and give the students individu-
alized written feedback un their work. The feedback tw the students
should refer to their use and,'ur misuse of the rules and,’or the general
steps on the handout.

Step Five: Application

Your gual in teaching this skill 1s to get the students to use summary
wriung as une of their learning and studying strategies. As soon as
pussible, have students start applying this skill in their content area
texts. Some text is easier tu summarize than others, check to ensure that
the matenial you assign is appropriate for the task. Gradually move
students 1ntv more difficult material. Explain to the students that this
skl 1s a very useful way to check their understanding of what they have
read. Also, if their text contains chapter summaries, discuss how these
can be useful for preview and review of the material.

CONCLUSION

As we indicated at the vutset of this art’ le, we do not think that final
answers exist fur the question of just huw explicit instruction on reading
comprehension tasks shuuld be. Twu issues should prevent you from
accepung our advice uncritcally. First, the influence of prior knowl-
edge un cumprehensiun tasks may prevent context free instruction on
sume tasks. Seeond, skills ™ as we presently define them might noteven
be necessary if we adupted a more functivnally uriented view of literacy
educauon. Nonetheless, we hupe that we have given yuu some useful
prototypes that you can put tv work in your own situation. But these
protutypes are nuthing mure than excmplary guidelines, they are not
above revision and alteration for your Jassroum and students. We
would prefer that teachers adaps rather than udopt vur suggestions.
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APPENDIX. HOW TO WRITE A SUMMARY

General Steps

1. Make sure you understand the 1ear. Ask yourself, "What was this text
about? What did the writer say?”" Try to say the general theme to
yourself.

2. Look baik. Reread the text to make sure you got the theme right.
Alsu read o make sure that you really understand what the impor
tant parts of the text are. Star the important parts. Now wse the four
specific rules for writing a summary.

3. Rethink. Reread a paragraph of the text. Try tu say the theme of
that paragraph to yourself. Is the theme a tupic sentence? If it is
missing, have you written it in the margin?

4. Cheuk and double .bheck. Did you leave in any lists? Make sure you
don’t list things in your summary. Did you repeat yourself? Make
sure you didn’t. Did you skip anything? Is all the important infor-
mation in the summary?

Rules

1. Collapse hists. If you see a list of things, try to think of a word or
phrase name for the whole list. Fur example, if you saw a list like
eyes, cars, neck, arms, and legs, you could say body parts. Or if
you saw a list like ice skating, skiing, or sledding, you could say
winter sports.

2. Uie wopse senienies. Often authors write a sentence that summarizes
a whole paragraph. Itis called a tupic sentence. If the author gives
yuu une, you an use it in your summary. Unfortunately, not all
paragraphs cuntain topic sentences. That means you may have to
make up vne for younself. If you don't see a tupic sentence, make
up one of your own.

3. Gu rid of unneessary desail. Some text information can be repeated
in a passage. In other words, the same thing can be said in a
number of different ways, ali in one passage. Other text informa-
tivn can be unimportant, ur trivial. Since summaries are meant o
be short, get rid of repetitive or trivial information.

4. Collapse paragraphs. Paragraphs are uften related to one another.
Sume paragraphs explain une ur more paragraphs. Some just ex-
pand on the information presented in other paragraphs. Some
paragraphs are more necessary than uther paragraphs. Decide
which paragraphs should be kept or gotten rid of, and which
might be joined together.
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18 Reading, Thinking, and Concept Development

A Final Suggestion

Polish the summary. When a lot of information is reduced from an
onginal passage, the resulting cuncentrated information often sounds
very unnatural. Fix this problem and create a more natural-sounding
summary. Adjustments may include but are not limited to. paraphras-
ing, the isertion of connecting words like “and” or “because,” and
the inseruon of intruductory or clusing statements. Paraphrasing is
espeaially useful here for two reasuns. une, because itimproves your
ability to remember the material and two, it avuids using the author’s
words, otherwise knovn as plagiarism.

About the Authors

P. Daid Pearson 1s Chasrmi = of the Department of Elementary and Early
Childbood Education, Universiry of Hlinois, Urbana-Champaign.

Margie Leys 13 a dotoral student, Department of Elementary and Early
Childhood, at the University of linois, Urbana-Champaign.

35




References

Beck, I. L., M. G. McKeown, E. S. McCaslin, and A. M. Burkes.
Instructional Dimensions That May Affect Reading Comprebension. Exam.
ples from Tuwo Commercial Reading Programs. Pittsburgh. University of
Piusburgh, Learning Research and Development Cente,, 1979.

Campione, J. Learning, Academic Acbievement, and Insiruction. New Or-
leans* Paper delivered at the Second Annual Conference on Reading
Research and the Study of Reading, April 1981.

Clymer, T., R. L. Venezky, and R. Indrisano. Chains of Light, Lerel 15.
Ginn Reading Program. Lexington, MA. Ginn and Co., 1982.

Day,] D “Teaching Summarization Skills. A Comparison of Training
Methods.” University of Illinois at Urbana-Champaign. Unpub-
lished doctoral dissertation, 1980.

Dufly, G. and L. McIntyre. A Qualitative Analysis of How Various Primary
Grade Teachers Employ the Structured Learning Componens of the Direct
Instruction Model When Teaching Keading. Research Series No. 80.
Michigan: Institute for Research on Teaching, Michigan State Uni-
versity, 1980.

Durkin, D. “What Classroom Observations Reveal about Reading
Comprehensicn Instruction.™ Reading Research Quarierly (1978-79)
14, 481-533.

Durkin, D *“‘Reading Comprehension Instruction in Five Basal Reader
Series.” Reading Research Quarterly 16 (1981).

Durkin, D. *Do Basal Manuals Teach Reading Comprehension?” In
R C. Anderson,] Osborn, and R. J. Tierney (Eds.), Learning :0 Read
in American Schools. Hillsdale, N.J.: Erlbaum, 1984.

Goodman, K. S. and Y. M. Goodman. Theory and Practice of Early
Reading (Vol. 1). Hillsdale, NJ.: Erlbaum, 1979.

Gordon, C.and P. D. Pearson. The Effects of Instruction in Metacompreben-
sion and Inferencing on Children's Comprebension Abilities (Tech. Rep.
No. 277). Urbana: University of Illinois, Center for the Study of
Reading, 1983.

Hare, V. C. and K. M. Borchardt. **Direct Instruction of Summariza-
tion Skills.” Reading Research Quarterly, in press.

Harste, J. C. and C. L. Burke. "A New Hypothesis for Reading

19

36



20 Reading. Thinking, and Concept Deselopment

Teacher Research. Both Teaching and Learning of Reading Are
Theoreucally Based.” In P. D. Pearson and J. Hansen (Eds.), Read
ing: Theory, Research and Prautie. Twenty-sixth yearbook of the Na-
uonal Reading Conference. Clemson, S.C.. National Reading Con-
ference, 1977.

Harste, J. C., C. L. Burke, and V. A. Woodward. "‘Children’s Language
and World. Initial Encounters with Print.”” In J. A. Langer and
M. T. Smuth-Burke (Eds.), Reader Meets Author/Bridging the Gap: A
Psycholnguistic and Souiolinguistic Perspective. Newark, Del.: IRA,
1982.

Palincsar, A. and A. Brown. Reaprocal Teaching of Comprehension Moni-
toring Activsies (Tech. Rep. No. 269). Usbana. University of lllinois,
Center for the Study of Reading, 1983.

Paris, S. G., M. Y. Lipson, D. R. Cross, J. E. Jacobs, A. M. DeBritto,
and E. R. Oka. Metacognition and Reading Comprebension. Chicago:
Research colloquium presented at the annual meeting of the Interna-
tional Reading Association, April 1982.

Peurson, P. D. and M. C. Gallagher. “The Instruction of Reading
Comprekiension.”” Contemporary Educational Psychology (1983) 8,317~
344.

Raphael, T. E. and P. D. Pearson. The Effects of Metacognitive Sirategy
Avareness Tramming on Students' Question-Answering Bebavior (Tech.
Rep. No. 238). Urbana. University of Illinois, Center for the Swdy
of Reading, 1982.

Ra, hael, T. E., C. A. Wonnacott, and P. D. Pearson. Metacognitive
Training 1n Quesion-Ansuering Strategies. Implementation in a Fourth
Grade Developmenial Reading Program (Tech. Rep. No. 284). Urbana:
Unuwversity of Illinois, Center for the Study of Reading, 1983.

Smallwood, W. L. and P. Alexandes. Biology. Morristown, N.J.: Silver
Burdett, 1981.




O

ERIC

Aruitoxt provided by Eic:

As previously indicated by Pearson and Leys, learning 1o wdentify or 1o infer the
main idea of passages has long been one of the most prevalently taught aspects
of comprebension instruction. In fat many educators consider it 10 be the most
important skill of reading comprebension but at the same time one of the most
difficult 10 seach. Will inductite, direct instruction in the shills of categorizing
and classifying belp siudents improze their ability to identify main 1deas? Wil
liams proposes a model, with demonstrated suscess, for teahing the concept of
main idea.

How to Teach Readers
to Find the Main Idea

Joanna P Willlams

Teaching children to *“find the main idea™ has long been part of reading
instruction, and lessons on this topiv appear uver a wide range of grade
levels. As widespread as this instructional focus is, however, children
often cannot find the main idea even in rather simple texts (Baumann,
1983).

Recently we have completed the development and evaluation of an
instructional program that focuses on teaching specific strategies for
identifying the main idea in short expository paragraphs (Williams,
Taylor, Jarin, and Milligan, 1983). Our project was an attempt to
design a program that was based on certain fundamental and classic
principles of instruction, and on implications for instruction drawn
from recent advances in theories of text processing. The text mawerials
used in the instructional sequence came from a series of our expert-
ments (Williams, Taylor, and Ganger, 1981, Taylor and Williams,
1983; Williams, Taylor, and de Cani, in press, Williams, in press),
which also provided some of the base for the instructional design.

We make no claims that the ability to identify main ideas 15, in any
real sense, different from any cther comprehension—comprehension
that involves making inferences, for example. It is clear from the
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demonstrauons of schema theorists (Anderson, 1984, Rumeclhare,
1980) that a rcader always brings prior knowledge to the tsk of
understanding text and that such background information interacts
with the text informauon in cognitive processing. When does one
comprehension task end and anuther begin? A consideration of such
matters 1s beyond the scope of this paper. The focus here is strictly on
attempts to improve children’s ability in the traditional and ubiquitous
task called "“finding the main idea.”

Our program was based on the idea that cumprehension of the main
idea rests strongly on basic categorization and dassification skills (Wil
liams, 1n press), and this paper presents a description of an inductive
coneeptidenuficauon mudel of text processing, propused as the basis
of an instrucuonal model. Also three sample lessons are outlined, two
of which are derived from our instructional program. The third lesson,
suttable for more advanced students, is based un the same instructional
model.

Successful instruction usually reflects the applicauon of certain funda-
mental, Jassic prinaples. Teachers should start a lesson by modeling
the unitenion performance, and instruction shoeld move gradually to
the point at which the student can perform the task independently.
Both the instructional tasks and the response demands should be ar
ranged 1nto casy-to-difitcult sequences. Feedback should be provided,
and there should be sufficient repetition and practice at each step of the
sequence, which should occur in a variety of formats in order to pro-
mote transfer. Our program incurpurated these basic principles in its
design.

CATEGORIZATION AND TEXT PROCESSING

When children begin tw read, they are already highly proficientin their
ability to categunze the world (Mervis, 1980). Indeed, even toddlers
can sort familiar vbjects intw categories. Preschoulers also can easily
provide an appropriate general category label fur a group of familiar
ubjects, 1.e., toys.” In fact, probably no laburatory task has yet demon-
strated the extent to which yuung children have these abilities. We
believe that an effecuve nstrucuonal techn’que consists of showing
children that this same classification mudel underlies certain aspects of
text prucessing, v.¢., finding the raain idea. That is, we demonstrate that
what one dues when one reads a paragraph in order to get the main
idea 1s similar to what une dues when referring to a group of objects
by means of a summary {category) label. The instruction consists of
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juxtaposing known categories and relevant text examples, and it pro-
vides the child with the familiar mudel of assification as a framework
(schema) for the new concept of main idea.

Of course, we also tel! the child what a main idea is, and this certamnly
can help. But a definition is not necessarily as putent as a couple of
wellchosen examples. Moreover, the must valuable examples most
likely derive from an already understood concept.

These notions are consonant with recent theoretical work on text
comprehension. Kintsch and van Dijk (1978}, for example, talk about
the development of macrostructure. As people read text, they convert
sentenes to propositions, and at the same time they delete, generalize,
and integrate those propositions. These latter macroprocesses yield a
macrostructure, which can be defined as thuse prupusitions in the text
that represent the information that wuuld appropriately summarize that
text These macroprocesses are, of wurse, basic cognirive processes that
underlie all human abilities, not just language womprehension, let alone
just written language comprehension.

The fc'lowing paragraph jllustrates the similarity between text pro-
cessing and simple classification:

Cowboys had many jobs to do. Cowbuys had w prowect the herd from
cattle robbers. They had to brand cattle o shuw who owned them. They had
to nide around the ranch to keep cattle frum straying too far.

Ir this paragraph, each of the last three sentences entails {1.c., seman-
tically implies) the topical macropropusition expressed in the first scn-
tence (van Dijk, 1980, p. 46). The first sentence, then, 15 an explicit
expression of the macrostructure, a sentence that summarnizes the enure
text.

Expressions of macrostructure du nut have to appear explicitly in the
text, of course. If the topic sentence were to be removed from the
above paragraph, readers would be able to generate the macropropos:-
tion underlying the paragraph by reading the detail sentences, and if
they were asked to write a summary sentence for the paragraph, they
would most likely come up with a sentence similar to the topic sentence
presented above (Williams, Taylor, and Ganger, 1981).

Obviously, natural text is much more complex und varied than a
simple classification model, strictly applied, can handle. The ability to
deal with such complexities—and, at more advanced levels, to make the
adjustments in the basic model that are necessary in order to process
sophisticated text—deriv s from gradual refinements in macroprocess-
ing ability as the child develops and as he or she gains further expert-
ence.
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Example Lesson 1

In this introductory lesson, the child is provided with the already
familia: dass.ficaton model as a framework fur the unfamiliar concept
of main 1dea. The lesson as written is suitable for a learning-disabled
¢hild who attains the third or fourth-grade level on a standardized
reading test but who nonetheless often fails to “‘get the point.” With
suitable mudificauons 1t wuuld alsu be appropriate early in comprehen
sion nstruction for nondisabled students, i.e., toward the end of the
first grade or at the beginning of the second grade. The explicit presen-
tauon of the dassification model provides a familiar schema and serves
to orient the pupil to the task.

Excerpts from the teacher’s script (Williame et al., 1983), which can
serve as a framework for an actual lesson, are preseited here. (More or
fewer examples will be appropriate, for example.)

Begin by laying out a variety of pens, pencils, and crayons. **What
do we call these things all together?”” (Things we use for writing.)

Good. Now, what kinds of things do we use for writing?” (We use
pens. Make a separate pile of pens. We use pemili. Make another sepa
rate pile. We usc «rayons. Make another separate pile.) ““Let’s review.”
(Place wriing impler-ents in one pile.) “"What are all these?” (Things
used for wriung.) ~What kinds of things do we use to write?”” (Pens,
pencils, and crayons.) ~So, we have many different things to write with.
Can you think of sumething else that we write with that I don't have
here?” (Chalk.) “Good. Those are all things used for writing.”

Next, place a variety of buttons on the table. ‘“What are these
called? (Buttons.) ' "What kinds of buttons do you see?”” (Plastic but
tons, wouden buttons, metal buttons.) Separate the buttons into three
piles as in the above example, and then move them back into one pile.

All of these are buttons. But we found out something about buttons
—they re made out of different materials. So, we can look at different
kinds of buttons.”

Next, write a list of words on the board. dollar, money, dime,
penny. “Which word in this list tells about all the other words?”
1Money,s  Good. Whyi™ (Money tells what all the others 2re about.)
Erase muney from the list, rewrite it abuve the others so it's the topmost
word and underline it.

W rite anuther list un the buard and read it aloud. “Dusting the furni.
ture. scrubbing the floors, making the beds, washing the dishes. What are all
these phrases about?” Cleaning the buuse., Write the phrase above the
others, and underline it. “Thas phrase tells the most important idea of
all these phrases.”
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Mount a list of sentences, each written on a separate strip of paper,
on a felt board and read aloud. “There are many ways to use paper, paper
15 used to write letters, paper is used to write book reports, it is used for drawing
pictures. Which sentence tells what the others are about?”” (There are
many ways to use paper.) Underline the sentence. “"This sentence tells the
most important idea of all the sentences. These uther sentences (point
to them) are all about different ways to use paper.”

Now write a paragraph with no topi. sentence about the matenals
from which buttons are made. Generate an appropriate topic sentence,
and remind the siudents of their earlier classiieation of real buttons.

DEFINITION OF MAIN IDEA

One difficulty with much current jnstruction is that the definiuon of
main idea has not been spelled out clearly. The lack of an explicit,
consistent definition makes it difficult tw select ur construct good 1n-
structional texts. Often, the lack of clarity in the materials used leads
to fuzzy, debatable “main ideas™ that do not allow clear illustration of
the concept and thereby do not provide good feedback to students.

This problem can be avoided by defining main idea more rigorously.
We have done this by using the terms provided in van Dijk’s (1980)
analysis. Let us return to our sample paragraph. We can define both a
general topic for this paragraph, i.e., cowboys, and a specific topic, i.e.,
cotboys have many jobs. The point is that there are various levels of
macrostructure, some more general and inclusive than others.

The point is that text materials for teaching should be designed, at
least in the initial stages of instruction, su that there is a Jear main idea,
one that fits into some definite structure. We think that the van Dyk
formulation is a good foundation. it does not over all paragraphs, but
itis general and inclusive and clear enough tu sei~e as the structure for
initial materials. Later in instruct.on, mure varied and flexible para-
graph structures are warrante”.

Example Lesson Z

This lesson focuses on finding the specific topic of a paragraph. It
assumes proficiency in finding the general topic, which is the focus of
a great deal of the existing instructiunal material un main idea. Indeed,
we believe that rather too much emphasis is placed on general wpic and
not enough on more challenging tasks fur which children actually need
more help. We present here the teaching script fur a single paragraph,
the actual lesson would contain similar work un several paragraphs. (It
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should be noted that the lesson vn specific pic dues not directly follow
Lesson 1 in our instructional program.)

Thus lesson also is suitable for learning-disabled children who score
at the third- or fourth grade level on standardized reading tests
and who can idenufy the general topic of a single paragraph. With
modification, such a lessun also could be used with beginning readers.
For example, a teacher might deude not o teach the terminology
general topic and pecific topic or might prefer not to use handouts.

Distribute a handout vn which is printed each of the paragraphs to
be used 1n the lessun. Put the first paragraph vn the chalkboard, and
ask a child 10 read it aloud.

Squirrels live 1n different pares of the United States. The gray squirrel is
often seen 10 parts in the eastern Unuted States. The red squirrel lives in
furests in the Rucky Mountains. The ruund-aied gruund squirel is com-
mon in the desert.

“When I ask you what this paragraph is about, what is the first thing
that comes to mund?”* (Squirrels.) Children circle each instance of the
word squarreis on their handout, circle instances on the chalkboard
example. “Goed. Squirrels 1s called the general iopn of this paragraph.”
Write the term on the board. “What does the paragraph tell abous
squirrels?”” {Where squirrels live.) Children underline the instances—
the different places—that are menuoned 1n the paragraph, underline
them on the chalkboard example. “Dues the paragraph tell us every
thing we know about squisrels?” (No.) “‘Good. For example, it does
not tell what squirrels like to eat, or how they care for their young.
This paragraph tells unly about the different places where squirrels live.
We call this information about the squirrels the specific topic of this
paragraph.” Write the term on the board, under it, write wbere squirrels
liwe with a list of the different places, “The speufic topic tells us more
informauon about the general topic. Once we figure out the general
topic of a paragraph, we have to luck further and figure out the specific
topic.”

CATEGORIZATION AND LEARNING FROM TEXT

So far, we have been assuming that readers understand what covboys
are, what jobs are, and that branding .attle, prutecung the herd, and
so forth are examplars of the category of jobs. Thus we have been
talking about simple comprehensior. and not the mure complex situa
tion that occurs when readers are learning from text, as when they
have an understanding of the category "jobs,” but have never known
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before reading a paragraph that branding catie 1s une of a cowboy's
jobs.

We also have been talking about a model of concept identification
rather than of 7oncept formation. The reader who is reading a senies
of detail sentences of the type shown above presumably has an under-
standing that the activities specified in those sentences wie jobs. (Of
course, this may not always be true. It may be that a reader has never
learned before that an individual might get paid for performing a
particular activity. But we have nort dealt so far with the formation—
or expansion—of categories.)

The model, however, can be extended to cover such situations.
When people read, they usually assume that the text will contan only
relevant information (cf. Grice's [1975] cooperative principle). Thus,
in terms of our simple paragraphs, the reader under urdinaty cond-
tions will expect that all the detail sentences serve as positive exemplars
of the main idea. Consider a reader who has read enough of the
paragraph shove (with or without a topic sentence) to have formed,
however hazily, the mental representation, “This is about ccwboys’
jobs,”" and who then comes upon a sentence whose underlying proposi-
tion he or she cannot identify as az exemplar of the general category
“'jobs.” The reader may change his or her identification of that proposi-
tion to include it in his or her set of exemplars, i.e., relabel it “a job."
In this case, the reader would be learning from the text.

On the other hand, he or she might reject the proposition as an
exemplar and enlarge the representation of what the paragraph is
about, this is in fact what proficient readers do with simple paragraphs
(Williams, Taylor, and de Cani, in press). For example, if a sentence
such as “Cowbuys sing and dance every evening” were encountered 1n
the sample paragraph, a young reader might infer that singing 2.d
dancing are jobs that cowboys do, or a reader who is more proficien:
might offer as a topic sentence, ““Cowboys do many different things at
work and play.” It should be noted that in hoth cases readers are
assuming that the text is well organized and that the information it
presents is relevant. Only in extreme cases will readers reject anoma-
lous portions of text instead of trying to make sense of them and
incorporate them into their representations (Markman, 1981).

Example Lesson 3

This lesson deals with content area instruction for normally-achiev-
ing junior high schoo! students (seventh grade).? Long before this point
4 24 4

1. The author is grateful 1o David Fairfield for suggesung Lesson 3 and to Mr. Linn
Marks for valuable comments on an earlier version of this paper.
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in a student’s education, of cuurse, he or she already has internalized
the basic categorizauon model inherent in text prucessing, even if that
model has never been made expliut in the student’s early instrucuon.
This internalized mode) inakes it pussible for tuat structures to be used
to expand conceptual knowledge. In other words, the student reads to
learn,

A text several paragraphs long is presented. After reading the pas-
sage, students are given three statements and are asked tu select the une
that best represents the main idea of the passage. The statements are
written such that one is totally irrelevant, the second is related to the
text but comprised of minor details, and the third is the best representa
uon of the main 1Jea. Students can eliminate the first statement quickly
and thus narrow the choice to two items. “If they select statement 2,
1t is easy to show why 1t is incorrect. details vs, main idea” (Putnam,
1974, p. 42).

Later items can be constructed to ““fine tune’ the skill. For example,
the extraneous statement can be eliminated and replaced by one that
wontains relevant, althouh very minor, information, A secund statement
can contain the main 1dea, stated very poutly, and the third statement
can be the main idea expiessed well. Once again, the choice can be
quickly narrowed to two, and if the student chooses the main idea
poorly expressed, "It is easy to teach the reasons why. one is more
encompassing ot it includes only the main point”” (Putnam, 1974, p.
42). Such exercises can be used and elaborated on in order to help
develop the ability vo learn from text.

Following 1s a sarapie text (Buggey, Danzer, Mitsakos, and Risinger,
1980) and two exercise items based on the text

Aboliuonists, regardless of their approach, ran into many problems.

Southerners looked upun abulinumists as troublemakers. Lunsford Lane
was tarred and feathered when he returned o North Carellua o purchase
his family’s freedom.

State legislators in the South appealed tu each nurthern legislature o stop
abolinonists actvities in their states. Although they received little support
in the state legislatures, they were able t gather the vutes tu pass a “gag”
rule 1n the United States House of Representauves, This law set aside all
peununs relaung w aboliuor. Aidupted 1n 1836, the measure was not with-
drawn until 1344,

But prejudice was not Limuted to the slaveholding Suuth. Abolitionist
speakers 1n both North and South often were pelted with rotten eggs.
William Lioyd Garnison was more than onee run vut of town on the end of
a rope.

Touwnspeuple in Canterbury, Connecticuy, bruke intuw Prudence Crandall's
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school for black girls, destroyed furniture, bruke windows, threw filth 1nto
the water well, and eventually sucz:.Jdud in forcing the school to move out
of town.

Even among the abolitionists, prejudice would be seen. One anuslavery
society became quite slarmed when it was suggested that blacks be invited
into membership. Many members felt it was acceprable to 1nvite blacks o
attend, but not be put on “equal - with ourselves.” In this society, those
members who favored equality for all, black and white, finally won out.

It may be said that the abolitionists were both successful and unsuccessful
in their reform movement. They were unsuccessful in convinang southern
slaveholders to abolish slavery. They were successful in geting many people
in the N th ready for the struggle ahead.

Exercise I Choose the statement that best expresses the main idea of
the passage.

1. Suate legislators worked differently in the North and South.

2. Abolitionists met a lot of resistance to their antislavery views.

3. All abolitionists were against slavery, but some of them opposed
equality.

The student is encouraged to consider only the information that s
relevaat to the text and eliminate immediately that which 1s irrelevant
or absurd. In this exercise, statement 1 can be eliminated vutright. The
passage mentions state legislators in the larger context of abolinonists’
activities, but the entire passage hardly could be said to be reflected 1n
this statement. In the second elimination, une must decide which state-
ment is more important, more relevant, more central to the text. State-
ment 3 is true and can be found in the text, but it is not central to the
complete passage. Statement 2 summarizes the main idea of the pas-
sage, and for this reason it is preferable to the last statement.

By varying the choices, the exercise becomes somewhat more chal-
lenging.

Exercise 2. Choose the statement that best represents the main idea
of the passage:

1. There was resistance in the North to education for blacks.

2. Abolitionists were subject to frequent harassment.

3. Abolitionists had to deal with both internal and external prob-
lems.

Since all the statements are consunant with the text, the task becomes
considerably more difficult. Statement 1 is definitely true, as jllustrated
in the fifth paragraph. However, once applied o the entire text, it easily
can be demonstrated that the main idea of that paragraph, i.c., the
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resistance w education for blacks, is only one aspect in the broader
context of prublems encountered by blacks and the abolitionist advo-
cates. Once this statement 15 eliminated, the student must determine
which of the remaining statements, both expressions of the main idea,
is the better of the two. While statement 2 expresses the central theme
of the text, statement 3 1s mure encompassing and therefore is the
better choice.

SUMMARY
In summary, a wncept-denufication model of text processing has been

propused as the basis for an instructional mudel. Several lessons have
been outlined to illustrate how the model can be used.

About the Author

Joanna P. Williams 11 Professor, Department of Edu.ational Psychology, at
Teachers College, Columbia University.
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Anaphoric reference is among the elements of text cobesion that bave recerved
considerable attention in relation to reading cumprehension. For example, 11 bas
been suggested that the distance between a pronoun and it referent van affect
comprebension. Will specific attention in the Jassroom to bote words are fre-
quently used to refer 10 other wwords lead 1o improved texs comprebension: Jobnson
bresents a number of exercises designed 1o derelop an undersianding of such
anaphoric relationships as a comprebension aid.

Developing
Comprehension of
Anaphoric Relacionships
Dalk D. Johnson

Readers must deal = ith anaphuri. relativnships in everything they read.
Inthis article, the term anapbori. relation bip is used in an inclusive sense
to denote the direction indicated by a reference term, either backward
or forward. Technically, the term anaphora means “backward refer-
ence’'—the use of a word or group of words to substitute for a preced-
ing word or group of words, «ataphora means *‘forward reference’—
the use of a word or group of words to substitute for a following word
or group of words. Anaphoric references are far more common than
caaphoric references. In the sentence, “Eric yanked :he door open and
he stormed into the room," he is the anaphori. term for the antecedent,
Eric In “The puma gracefully leaped from the tree. The sleek cat was
a natural predator, slezk cat is the backward reference replacement for
puma In*"We ducked when they shouted ‘Fore!’ This can, at times, be
a dangerous game,"” This is the anaphoric term for the unstated ante-
cedent, golfl In *“They were really wild today. My class was just about
out of control,” the forward reference term They is encountered before
the word ¢lass to which it refers. While there are many types of ana-
phora, the most familiar are the pronouns.
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W hat differentiates a unified text from lists of sentences in paragraph
form 1s the author’s use of reference terms and other cohesive ties of
text structure, such as substitution, ellipsis, conjunction, and lexical
cohesion as described by Halliday and Hasan (1976). Chapman re
cently observed, "Fur a text to be recognized as a text rather than as
a haphazard «ollecuon of sentences, it must have an orderly and cohe-
sive constzuction. . . . This concept is attractive not only for the way in
which 1t establishes the basic notion of tying parts of a text together but
also for 1ts great putenual as a tangible teaching technique. . . . It gives
teachers, and through them, their pupils, a notion that they can readily
understand the concept of tying things tugether by means of suitable
knots. ! Everything we read contains features of cohesion, and the
reader who 1s unable to prucess such connections is unquestionably
guing t suffer comprehensiun luss. Anaphoric elements of text struc-
ture must be dealt with for comprehension to occur.

Solid instructivn is needed to help students deal with anaphoric
relauonships. Guud writers make plentiful use of these features of text
structure and goud comprehenders must process them accurately. This
arude describes several teaching strategies designed to help swdents
comprehend the anaphoric relationships found in all levels and types
of wrnitten material. The comprehension instructional activities pre-
sented here are based upon the abbreviated listing of anaphoric rela-
uons summarized by Pearson and Johnson (1978, pp. 124-25).

ANAPHORIC RELATIONS
Possible
Comprebension
Relation Example Questions
Cronpuns: 1, me, Mary has a friend Who gets picked
us, you, he, him, named Jok... She up? Who picks
she, her, we, they, picks him up on him up? Name the
them. the way to school. preson who gets
They walk home picked up.
together too.
Locatnre (location) The team climbed Where have only a
pronsuns: here, to the top of Mt few people been?
there. Everest. Only a Name the place
few people have where only a few
been there. people have been.

1. Chapman, John, Reading Dercispmens and Cobesion. {London. Heinemann Educa
tonal Books, 1983), pp 46, 48.



Deleted nouns:
usually an
adjective serves as
the anaphora.

Arthmetic
anaphora.

Class mnclusite
anaphora. a
superordinate
word substitutes
for another word.

Develaping Comprebension of Anaphoric Relationships

The students
scheduled a
meeting but only 2
few attended.
Apparently several
went to the beach.
Others attended a
dance in the gym.
Only the most
serious actually
came to the
meeting. {Notice
that each adjective
phrase or adjective
refers to students.)

Mary and John
entered the
bui'ding. The
former is tall and
lovely. The later
is short and
squatty. The two
make an
interesting couple.

1. The dog barked
a lot. The
animal must
have seen a
prowler.

2. The lion
entered the
clearing. The
big cat looked
graceful as it
surveyed its
domain.

3, John was
awakened by a
siren. He
thought the
noise would
never stop.

33

Who went to the
beach? Who
attended the dance
in the gym? What
does the word
nthers refer to?

Who is tall and
lovely? Who
makes an
interesting couple?
What does the
word fuo refer to?

1. What animal
must have seen
a prowler?

2. What cat looked
graceful? What
does the word
wat refer to?

3. What iroise did
John think
would never
stop?
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Inclusive
anaphora: that,

this, the idea, the

problem, these

reasons. Can refer

back to an entire

phrase, clause, or

passage.

Deleted predican
adjectite: so is, is

no, is too (also),

as is.

Reading, Thinking. and Conceps Development

. (After twenty

pages discussing
the causes of
Civil War.) For
these reasons,
the South
seceded from
the Union.

. Someone was

pounding on
the door. This
(or it) surprised
Mary

. Crime is getting

serious in
Culver. The
police have to
do a beuer job
to solve this
problem.

. "Do unto

others as you
would have
them do unto
you.” Such an
idea has been
the basis of
Christian
theology for
2,000 years.

1. John is

dependable. So
is Henry.

2. John is

dependable.
Susan is not.

. The lion was

large but
graceful. The
tiger was
100.

93

1. Why did the

South secede
from the
Union?

. What surprised

Mary?

. What do the

police have to
do a better job
abour?

. What has been

the basis of
Christian

theology for
2000 years?

. Is Henry

dependable?

. Is Susan

dependable?

. Describe the

tiger.
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Psuterbs: so does
can, will have, and
so on (or), can,
does, will too (or),
can does, will not,
as did, can, will.
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4, The lion, as is . Describe the
the tiger, is tiger.
large but
graceful.

1. John went to

school. So did
Susan.

2. John went to

school. Susan
did tco.

. Henry will get

an A. So will
Theresa.

.Amy candoa

. What did Susan

do?

. What did Susan

do to0?

. What will

Theresa do?

. Can Matthew

cartwheel. do a cartwheel?
Martthew What can’t
cannot. Matthew do?

5. Mom likes . Does Dad like
bologna. Dad bologna?
does not.

6. John likes, as . What does
does Henry, Henry like?
potato chips. Does Henry

like potato
chips?

The “possible comprehension™ questiuns in the chart are types of
questions teachers can ask during the discussion of a passage 0 focus
students” attention un anaphuric relativnships. In additiun w goud suld
teacher led discussion that uses such focus questions, there are a num-
ber of paper-and-pencil activities that can provide students with practce
in dealing with these cuhesive featurcs of text. Sume are at the sentence
level and others use longer units of discourse.

The remainder of this article presents examples of different types of
paper-and pencil anaphoric pracuce. First, three kinds of activities are
shown, then, examples fur intermediate, middle, and high school stu-
dents are presented.

THREE TYPES OF INSTRUCTIONAL ACTIVITIES

Stevenson and Baumann (1981) have recummended three categuries
of paper and pendil activities designed o provide learners with pracuce
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in anaphoric resuluuon. “Find the Antecedent,” “Anaphoric Subst
tuzes,” and “‘Question and Answer.”

“Find the Antecedent”

This acuvity requires students w locate and idenufy antecedents for
anaphurnie terms. For young children, this shuuld involve simple sen
tences and sentence pairs, fur ulder students, paragraphs ur passage-
length selections may be used.

Direcisons. Cardle the word ot wurds that mean the same as the jualicized word

of words.

a. Sam went fishing all morning. He caught two bass and a perch.

b. My bike 1s very old. For my birthday I'm going to get a new one.

«. Mary scored two goals 1n last night's suceer game. Mary's teammate,
Susan, did 12,

d. Terry and fom went swimming. Both had a great time.

¢. The Browmes went w visit the Fire Stauon, but seteral couldn’t go
because they had the flu.

Directiens. The following stury has several staliuzed words. Try to figure out
what uther word or words mear the same as the italivized parts. Write your
answers on the spaces below.

My name 1s Tom. } have a best friend whose name s Jim. “:?'e have a lotin
wommon. l3 like to nide bikes and su does Jim. Jim likes w play soccer, and
sosda I. As ?said, my ,[Znnd and I enjoy doing the s“megthmgL

1. 5.

2. 6.

3. 7.

4. 8.

list of answer choices.

Nute. This acuvity can be made less difficult by providing students with a
| “Anaphora Substitution”
\

This acuvity requires students to subsutute an anaphuric term for a
Jearly 1denufied antecedent. The fullowing actvites are similar w the
“Find the Antecedent” exeruses, except that students need to select an
abbreviated, more efficient way of stating repeated infurmauvn,
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Directions Each of the following sentences has une ot mure italiuized words.
From the list at the bottom of the page, select the wurd that means the same
as the italicized part and write that word on the blank.
a. Jobn went on & trip 10 New a.
York.
b. Mary built a doghouse. She b.
made the doghonse for her
pet poodle.
. Nancy went to Bear Lake
Camp last summer. She had
never been to Bear Lake Camp
before.
. Mark hit 2 home run, and
Tom bit a home run.
. Martha got some new
building blocks tor he:
birthday, but her brother
broke the new butlding, blocks.

them Jid oo he

“Question and Answer"

Requiring studcnts to answer questiuns about anaphoric relaton-
ships will help them make these assudiatiuns and ultimately improve
reading comprehension. The following activity is designea for this
purpose, but it is also suitable tv evaluate students ability t compre-
hend anaphora.

Direction;. Read the following sentences and shutt paragraphs, and answer

the questions that follow.

a. John had a birthday. Because of this, Sally gave him a new watch.
Who received the gif®—_ Why was the gift given?

b. Martin and Monica made an attractive couple. The woman wure a lung
black coat, and the man wore a white coat with tails.

Whose coat was white?>—__________ Whose coat was black?

c. John is thrifty, but Mary isn’t. The boy always saves hus allowance, but
the girl always spends her money on gum and candy.

Is Mary thrifty>__ Who would have more money?
Who do you think would be better at blowing bubbles?

d. Ronald owns an antique bicycle. He gut it from hs grandfather who us J
it when he was a child. At that time, the bicycle was considered to be very
“fancy.”

From whom did Ronald get the bicycle?
Who first owned the bicycle?,
When was the bicycle considered to be “fancy”?
¢. The Boy Scouts scheduled an activity day last Saturday. The scouts could
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chouse what they wanted o do. Sume learned how to tie kaots. Most of
the swouts went t the movie vn bear hunting. Only a few dedded tolearn
sign language. At the end of the day, everyone 8ot tugether for cookies
and hot chocolate.

How many scouts ate cookies and hot chocolate? ——

Did many scouts choose to learn how to tie knots?

What was the most popular activity?

W 5t was least popular?

INSTRUCTIONAL ACTIVITIES FOR INTERMEDIATE,
MIDDLE, AND HIGH SCHOOL STUDENTS

Intermediate Grades

Four nstructional examples folluw. The first two use the anaphoric
substutution format (in these examples, pronuun substitutes). The re-
manung two are examples uf quesuon and answer acuvities using short
story-length passages.

Dire.

fivns. Read each sentence and nouce the walicized word or words. Write

a pronoun that could replace the italicized words.

1.

The captain is in charge of the ship.

2. Mares are female horses.

O OO 1 O\ WA LR W

10.
11,
12.
13,
14.
15,
16.
17.

Dire,

. Ike and I found facts about the Milky Way.
. The Rainbos and the Sea Witch were clipper ships.
. Frank reported on Mount Everest.

. 4 busky is an Eskimo dog.

. Ericka showed a model of a fruit qy.
.Jobn E. Kennedy and Lyndon B, Jobnson were presidents.
. Victoria and I went on a tour of O'Hare Airport.

Luis talked about space trasel.

Bill showed how to make pies.

Mike told Harry about pole vaulting.
The class buried the time capsule.

We use microscapes in science class.

A report on England was given by Zelda.
Ms. Low helped Sally and me.

This picture was painted by Ms. Lopez.

sons. Rewnite each of these sentences, subsutuung a pronuun fur the

italicized word or words.

1.

Sherlock Holmes is a storybook detective.

191
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2. Bees collect nectar from flowers.

3. An aquarium should be cleaned weekly.

4. Billfe Jean King has won many tennis titles.

5. Ben and I are learning to make a pizza.

6. Masons build with stone.

7. Many people wear bat.

8. The worker bees take care of the queen.

9. The sandwiches were eaten by Fran and me.

10. The computer was run by Mr. Boyd.

Directions. Some words refer 1o other words in the sentence n this stofy.
Read the story and answer the questions that follow.

Three Pigs 1n Cusiody
by Brothers Grimm, April 1, 1853

1""We weze sick and tired of having our homes blown down,” said Curly
Pig as he and his brothers were taken intw custudy by local police for the
murder of C. Lupus Wolf.

The three Pig brothers moved to town abuut two months ago in order
to open a bakery. *Curly built 2 home of straw. ‘Oinky built a home of twigs.
3Pinky built a home of bricks.

¢It seems that every time the moon was full, C. Lupus Wolf went down
to Maple Street and blew Curly’s and Qinky's homes over, which forced
them to take refuge with Pinky. *C. Lupus scrambled all over the roof trying
to slide down the chimney.

*This monrh’s fiasco was one time too many. ¥When C. Lupus slid down
the chimney, a pot of boiling water was waiting for him. 19C, Lupus was
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singed. :'Maybe the Pig brothers should have gouen official help before
taking such drastic steps.

i2As they were led away, the brothers said that they huped people would
understand how irntating 1t was w have w rebuild their humes every month.
1. In sentence 1, who does We refer 10?
2. In sentence 6, who does them refer t0?
3. In sentence 8, what does one time too many refer 10?
4. In sentence 9, who does bim refer 102
5. In sentence 11, what Joes such drastic steps refer to?

6. In sentence 12, who does they refer 10?

Direcsons. Some words refer o uther words in the sentences in this story.
Read the story and answer the questions that follow.

Woodland Woeman to Wed
by Charles Willis, April 1, 1697

1A very happy Ms. Snow White annuunced her engagement yesterday.
2$he made the announcement from the furest hume of dwarf friends. *Ms.
White also told of the hardships she has endured lately.

AMs. Whate 15 the daughter of Baron White. *Three years ago, when
Baron White remarned, problems started. ¢The new wife fuund out that her
magic mirror thought Ms. Whate the fairestin the land. "Ordered to do away
with Ms. White, a kind huntsman turned her loose in the woods. *She
wandered for a few days. #Then she was taken in by seven dwafs.

i0When Ms. White ate a puisoned apple sent by the evil wife, the dwarfs
prepared a glass coffin. ''Prince Charming saw the entombed woman. '?He
wanted to save her. 1*He auempted o move the coffin. "It dropped. *The
porsoned apple was disludged. 'After a short friendship, Ms. White came
to love the Prince.

1" Ms. White smiled happily as she said, "It was all worth it. '®I'm sure that
I will be happy at the palace. '*I intend to have a hand in the policymaking
in this kingdom.”

. In sentence 1, who does ber refer 102

. In sentence 2, who does she refer to0?

. In sentence 6, who does ber refer t0?

. In sentence 7, who does ber refer t0?

. In sentence 11, who does the entombed weman refer 102

. In sentence 12, who does be refer to0?

. In sentence 14, what does it refer 10?
. In sentence 17, what does it refer to?

QO ~J G\ \A LB W DO

Middle School

The acuviues for muddle schuol students use expusitory text and an

exchange of business letters. The first activity follows the question
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answer format and the remaining activities require the students to find

the antecedents.

O

ERIC

B o e

Direction: Anaphoric words take the place of uther words 1n sentences and
may refer to people, places, a number of things, or whole 1deas. Read the
passage and then answer the questions that follow.

'Extraordinary animals and beasts have always intrigued humans. Tales
about them abound in legends, myths, folklure, and literature. One of these
legendary beasts is the Abominable Snowman.

?As the story is told, the creature dwells in the Great Himalaya Mountains
of South Central Asia. Descriptions about the manlike ape or apelike man
often are cxaggerated, but the consensus frum shere is that it 1s approximately
8 feet (2'2 meters) in height and has a mass of hair covering its body. Reports
state that the Snowman walks upright, and its lacge size is confirmed by the
huge tracks it leaves in the snow. Several photographs of these tracks have
been taken, and this possibly has led to a continuation of the belief 1n the
monster,

The Snowman is called “'yeti” by the inhabitants of Tibet, this word
literally means “dweller araong the rocks.” Not only have the people of
Tibet claimed to have seen “yeti,” but s0 bare explorers, guides, military
personnel, and merchants.

‘In 1960, Sir Edmund Hillary, the noted New Zealand explorer,
searched for the Abominable Snowman in the hills of the Himalayas. One
year later, be concluded that “'yeti" was nonexistent. Today many doubt
Hillary's position and their interest is piqued when yet anuther sighung 1s
reported.

1. To what does them refer in the first paragraph?
2. To what does ¢reature refer in the second paragraph?
3. For what word(s) does there substitute in the second paragraph?

4. To what idea does this refer in the second paragraph?

5. For what word(s) does s0 hate substitute in the third paragr~ -h?

6. To whom does he refer in the last paragraph?
7. To what idea does position refer in the last paragraph?

Directions Read the following three letters. The italiauzed pronouns refer to
nouns mentioned earlier in each letter. In the spaces provided below each
letter, write the noun each pronoun replaced. Then answer the questions
that follow.
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14 Lookout Drive
Melon City, Ohio 28994
October 14, 19—

Yaeger's Discount Center
Main Street
Melon City, Ohio 28995

Dear Mr. Yaeger:

1 am not the type of person whu wates complaint leters to presidents of
department stores. Usually, if a sture has treated me unfaicly, I just don'tgive
«u any more of niy business. However, I have had a number of problems
with your store, and | have nu choice except to make sure 2they are worked
out.

To begin with, I went 1nto yout sture about six moaths ago to buy a clock
rado. 31 was o have been a bicthday present for my husband. 4He already
had 2one, but I had bruken it In any case, I walked into your store intending
to buy a clock radiv and walked vut having bought a $700 bedroom set. In
truth, I had no need for a bedreom set. I'm still not sure why I bought éone.
But having bought 11, I expected to receive it in good condition. This letter
15 to 1nform you that its condition was anything but good—on the contrary,
-3 was tecaible. The woud nut unly was scrarched in many places, but %t also
was broken! I look to you for a solution to this problem.

Yours truly,
Kate Levin
i 5.
2. 6
3. 7
4, 8.

Y. To what problem s Kate Levin referring in the last sentence of her letter?

Dear Ms. Levin:

I was shocked to read of the shabby conditiun in which vut merchandise
reached you. Believe me, 'Yaeger's™ dues nut believe in unhappy custom-
ers. Westivetoplease ibem. When we learn of a situation such as yours,
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we do everything we can to correct 2it, “To that end, I offer you a choice.
You may choose to have all four pieces replaced by a set in perfect condiuion.
Or—10 prove our sincere regrets—you may return 3them for a conmplete
refund.

I'have passed your letter on to the agent in charge of comolaints. I think
you will find her eager to settle your complaint. In fact, Mus. Panindge 1s
probably the best person 10 settle 4it, since it was she who sold you the
furniture in the first place.

Yours truly,
Harold Yacger

1, 3.

2. 4.

5. In the first paragraph, to what idea does To that end refer?

Dear Mr. Yaeger:

A lothas happened in the two weeks since I first wrote to you. I am getung
used to the scratches on the furniture. 'They lend a certain "antique mood"”
to the bedroom set. I have already replaced the four broken dowels, so Zthey
Jdon’t annoy me as much as they used 0. True, the fimsh was darker. But
since 31t wasn't applied very well 1o begin with, I don't believe anyone will
notice the difference.

Please tell Mrs. Partridge not to get in touch with me. Make sure that
4she understands not to contact me by phone, by mail, or 1n person. I think
itis always best to be perfectly clear about things. Confusion spreads so easily
these days. *It should be fought at all costs, I always say. That 1s why [ now
repeat that Mrs. Partridge has no reason 1o get in touch with me. [ have no
complaints. I don't even mind that the clock radio stopped working. After
all, we did get eight days of use out of ¢it.

Yours truly,
Kate Levin
1 4.
2. 5
3 6.
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High School

The first example cuntains several anaphora beyond simple pro-
nouns. Students must lucate the apprupriate antecedents. They need to
answer questiuns abuut the paragraphs in the second example. Ante-
cedent locanon is required in the two letters presented in the last
example.

Direcrons. Authurs often use anaphunic words to replace uther words in their
wriung. Fur example in the sentence, “Tawney was a preuty cat, but the
ammal scratched all the fucniture,” ibe antmal is used to replace cat. Read
this selecuon and nute the walivzed words. Write the word or words they
replace in the spaces below.

The wuudwand instruments commonly used wday belong to three fami
lies: flutes, clarinets, and oboe.

Of ihese,  the flutes have the highest puch. The two principal kinds are the
wneert flute and the piceolu. The Juner ? 15 a lighter instrument, often used
by marching bands. The Light, brght tone of the concert flute often is
employed by composers to carry the melody of a picce of music.

lastruments of the Janinet family have a wne lower than flutes but higher
than ubues. There are several types of these midrange instruments.® Each has
a parucular range, thuse of higher iwne are used in marching bands to play
music scores for violin.

Su are certan light instruments of the ubue family. This group® includes
the woneert ubue and the bassuun. The seiond of ibese has the Jowest tone of
all the woodwinds. It often is used for comical effect.

Ail these we” make the woudwinds parucular favorites of composers and
arrangers. Mox® can be found i1n even the smallest concert orchestras and
marching bands.

1. these
2. latter
3. mid-range instruments
4. those of higher tone
5. this group
6. second of these
7. all these uses
8. most

Direenons. Replacement words are used tw ke the place of other words in
a passage. Read the two passages and answer the yuesuons that follow each
passage.

Geraldine paused vutside her apariment building. She bent over and
pulled up her knee sucks. The rubber bands she was using to hold them up
made her legs 1tch. She debated whether ut nut she should take the bands
off. Then she nuuced sume buxes and pieces of furniture sitting in front of
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the building. Much to her dismay, s eral luoked familie . Geraldine rushed
up 10 her apartment. There, she fuund her sister Anita, crying. Geraldine
and her mother had been evicted.
1 To what docs them refer?
2. To what does the underlined sereral refers
3. Where did Geraldine find her sister?
After cating a lunch that she barcly tasted, Geraldine went back to schuol,
But her mind was not un schoul wurk. She wurried about her muther's
illness, where they were guing to live, and what they would do about the
furniture. But she could not sulve any of ihose things. She went to biology
class, listened to her teacher talk about nutritivn, and then wundered how
her body knew what she would need tumurruw. Thai secemed impussible,
since she did nut knuw where she would even be tumourrow. She went to
math class and asked herself what suares and tniangles had t du with real
problems. The wnes that she had scemed mure important than thuse 1n the
book.
4 To whom does they refer?
5. What are any of those things that Geraldine cannot solve?

6. What is that which seems impossible 1o Geraldine?

7 To what does ones refer?

Drreions Read the fullowing two letters. Each of the staliized pronouns
was used in place of anuther wurd or phrase. On the blanks fullowing the
letters, write the word or phrase that each pronoun replaced.

Dear Face Up Cream Company:

In your ads you promisc that custumers can get thesr money back of ihey
are not completely sausfied with Face Up Cream. I want my $4.27 back
because your Face Up Cream did nut satisfy me. In fact, 2 was worse than
unsatisfactory, it was a disaster! My skin did nut clear up 1n two days, as you
claimed it would, but i gut wurse. You dlaimed that I would soun become
**a number one member of the in cruwd,” but my cusest friends are now
avoiding me because they are afraid my condiuon 15 contagious. It does not
help to tell 4them that %1 is not sumething they can catch. They are not
around long envugh fur me tu tell them anything. Su please give me back
my moncy!

Yours teuly,
Suzie Pittel
Dear Ms. Piuel:

We regret that you have duubts abuut Face Up Cream’s ability to clear up
your skin prublem and tu buust yuur standing among the smar set. Clearly,
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there 15 a prublem. We ask, huwever, whether 6 lies with Face Up Cream
or with the way in which you used our product. After all, no skin cream
«an produce murades. Nevertheless, " «an hide blemishes and as a result
boost an individual’s <onfidence. Did you believe that all of your
bienushes wuuld disappear i two days? Unfurtunately, blemishes are just
nut chimuated that casily. *They require months of dedicated Face Up
Cream applicanun. This hind of wcatment will definitely show amazing
results nut unly un your face but alsu 1 yuur sudial life. We promise that
% will bring your fair-weather friends runming back to you. Please under
stand that we apprectate the pan you have suffered already, and 0 show
our sincere woneern, we will send you a six-month supply of Face Up
Cream for only $12.54. '9Thas 15 one-third off the regular price! After six
months, 1f you are sull nut completely sausfied, we will, of course, be
happy to refund your money.

Yours truly,
Face Up Cream Company

1 6.

2, 7

3. 8

4 9.

5. — 10.
SUMMARY

Readers encounter anaphoric relauuns in everything they read. It s
difficult to read mure than twu sentences withuut having tw deal
with une. The sentence you just read contains two anaphoric sela-
tions—u and one. This arucle has shown the role of anaphora in
text structure whesion and has presented an abbreviated list of ana
phura types, examples, and pussible comprehension questions fot
use 1 discussivn of a passage. The kinds of instructional activities
that comprise the bulk of the artide can be easily constructed by
teachers interested in providing comprehensive instruction in ana-
phura resulutuon. Writers will nut and shuuld not decrease their use
of these wohesive ues, therefure, it is up tu eachers w prepare their
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students to cope with such relationships and to guard against un-
necessary comprehension loss.

About the Autbor

Dale D. Jobnson 15 Professor, Depariment of Currnulum and Instruction,
at the University of Wisconsin at Madison,
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Part 11
Precomprehension and

Postcomprehension
Strategies

An ourtstanding teacher of English literature to college freshmen
made a revealing rematk in the early 1940s. I used to spend five
minutes making a reading assignment for the next day. I now find
that I spend from 30 to 40 minutes preparing the students to read
the assignment.” This teacher rightly anticipated one of the major
effects, though somewhat belated, of the newer cognitive psychol-
ogy upon comprehension instruction. the need to thoroughly pre-
pare students for reading by activating their background knowledge
and experience in relation to what is about 1o be read.

The first three articles in this section demonstrate different ways
to involve students in meaningful and moutivating prereading activi-
ties. The final article discusses pustinstructional assessment strategies
to avoid an improper assessment of a student’s comprehension. Since
the question is the most common means of assessing comprehension,
it is reasonable to suppase that unless a student understands what a
question calls for, either explicity or implicitly, the desired response
will not be forthcoming eten if arailable. Response insttuction, de-
signed to clarify what type, level, and structure of response is ex-
pected to a given question, is a logical complement to process-
oriented comprehension instruction.




A large body of research indicates that prior knowledge is a critcal Sacior 1n
comprebension. Houw may students and teachers become more aware of what
“udents already know about a topic and use this information adrantageously
before reading a given selection? Langer and Purcell.Gates describe a three.
bhase. problem oriented prereading plan (PReP) that Jeatures much classroom
discussion with *“communication prompts and probes” o help students use prior
knowledge in developing effective comprebension strategies.

Knowledge and
Comprehensiomn:
Helping Students Use
What They Know

Judih A Langer
Victona Purcell-Gates

This article addresses a problem common to teachers of all subjects,
Whether in science, social studies, literature, or mathematics, extbooks
are often difficult for students to understand. Although teachers use a
variety of prereading activities to prepare students, we conunue to seek
rew ways o help them comprehend the textbook material we ask them
to read. )

A series of results from our rescarch studies (Langer 1980, 1981,
1982, 1984a,b) have led us to rethink the notion of prereading dis-
cussions Many such discussions lead us to incorrectly estmate what
students know about a particular topic—to believe that students know
more (or less) about a particular (opic than they acwally do. If stu-
dents offer the response we expect, it is easy to assume they under-
stand, and if they give a response ne do not understand or did not
expect, it is too easy to assume they den't understand, To really un-
derstand what students know and mean requires discussion, and 1n
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partcular, discussion 1n which students and teachers listen to one an-
other.

Our work suggests that students have a rich background of life’s
experiences that can help them understand even highly technical aca-
demuc prose. However, two often this potentially useful knowledge is
expressed 1n personal (home talk) language as opposed to academic
(school talk) language. The words and ideas that come to the students’
minds may not be the responses teachers expect when asking preread-
ing quesuons. Early in their school iives, students learn that their home-
talk associauons are not likely to be what the teacher is looking for, and
begin to withhold theur ideas—ideas they might otherwise use to make
sense of the technical material they read in school.

In this arucle, we will present a prereading activity designed to help
both students and teachers become aware of what students already
know about a specific topic. This activiy, called the Pre-Reading Plan
(PReP), can be used with students in grades 3 through 12, in all subject
areas. Before presenting the activity, ler us first explore a bit more
deeply why some frequently used teaching practices may fail to prepare
students to read their textbooks.

VOCABULARY REVIEW

Picture, of you will, a fourth-grade classroom in which a group of
students have been assembled for a prereading activity to prepare them
to read a social studies chapter on “"Forms of Government.” Following
the suggestons 1n the teacher’s guide, the teacher has placed 10 vocab-
ulary words from the chapter on the chalkboard and is atempting to
find out if any of the students can *'say what the words mean.”

Teacher: Who can tell us wha. " msray means? (A few students tenta-
uvely raise their hands while tue rest of the students gaze somewhat
anxiously at their desks.)

Teacher: Joseph?
Joseph: My daddy belong to the democracy party!

Teacher: You mean the Democratic party. That's nice. Anyone else?
Joan?

Joan: Democracy is . . . I don’t know.
Teacher: Anyone else? James?

James: Democracy 1s the form of government of our government!
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Teacher. Good! That's right. Democracy i1s a form of government.
Now, who can give us a new sentence, using your own words, to
include the word democracy?

Let us examune thus fairly typical scenario. First, what was the purpose
of this acuvity? Why did the teacher ask the vodabulary definition
question? What knowledge did the teacher expect to tap or teach? In
this case, the teacher wished to prepare the students for reading the
chapter, to introduce them tu the technical words they did not already
know or remund them uf the meanings they unly partially knew before
reading those words in the text.

Thus justficauon presupposes that teachers an prepare someone for
a thinking acuvity simply by adding new knuwledge, and that students
who are told the meaning of a wurd will be able to comprehend that
word upon seeing it in a text.

OUTSIDE-IN AND INSIDE-OUT INSTRUCTION

The first assumpuon implies a passive stance un the part of the student,
as 1, a teacher can help students learn by assigning them to find defini
nons and then use the new words in sentences. In this sort of teacher
directed (vutside-in) activity, students are expected to accept new
words much as children aceept having rainboots put on, by adding new
parts to the vutside frame. This view of the learner as a passive recipient
of information has been rejected by decades of cognitive research
(Piaget, 1954, Neisser, 1976, Anderson, 1977, Rumelhart, 1977). We
know that learning is in large part directed from the inside out. The
student comprehends new ideas by relating the new ones to ideas,
experiences, and language that already make scnse to the student, and
by stretching these already-held meanings in an attempt to understand
the new. Meanings are not cunstructed outside the student’s back
sround of knowledge by guessing definitions and putting words into
sentences. Any acuvity that presuppouses a passive stance on the part of
the learner is doomed from the start.

The sccond assumption, that the meaning of a word lies in its top-
ievel, surface definition, also has been rejected by recent research
(Goodman and Goodman, 1978, Harste, Burke, and Woodward,
1982, Anderson, 1977). We now know that knowledge is always, to
a certain extent, idivsyncratie, itis built frum the inside out. Knowledge
is based on individual experiences and shaped as learners fit these
experiences 1w their vwn individual frameworks for understanding
the world. People continually make sense of the world using their
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exisung knowledge w interpret new information. Being able to make
sense uf the world involves nut merely using terse language to frame
a defimiuon, but describing and elabourating cuncepts by linking them
o uther understandings. If a student has had no experience with a
parucular concept, a definition will make nu real seuse unless it can be
linked to what s already knuwn. These links help learners make sense
from the nside vut, from their home talk world of personal language
and expernence tw the schoul-talk world of academic thoughtand tech
nical language.

Comprehension research consistenty has confirmed these basic ten-
ets. Readers must be active constructors of meaning if they are to
understand what the author is saying. The students themselves must
make the connections, no one else can make them for the students
because nu une else shares the persunal knowledge used to makes sense
of the world. Thus, hard as we try, nu une but the students can fashion
the links that will be meaningful.

WORDS VS. CONCEPTS

In the vouabulary-review scenario presented abuve, nune of the students
onsidered what they already knew about the cunceptdemocracy. Instead,
they tried to guess what their teacher expected, if they tried to respond at
all. Unfurtunately, such acuviues fall short of preparing students to read
their texts with greater comprehension. First, vocabulary words are
chusen because they are “new”, that is, they are not in the students’
reading ur speaking vucabularies. The rativnale for choosing the words
to be taught s simply that they are unknown and, if taught, they will then
be known. No credence is given to the fact that the words represent
whole networks of cuncepts that may be necessary for understanding the
text. Surely, simply knuwing that demucracy is a form of government, or
even knowing that 1t 1s a form of government by the people exercised
erther directly or by representauun, will nut get a student very far in a
histury text unless the principles underlying sucieties, guvernments, and
forms of rules and laws also are understood.

Another problem with vucabulary review activities is that they often
present a large number of words. This may seem reasonable if words
selected fur review are seen as members uf a word bank, but not if they
are simply labels fur underlying complicated concepts. While ten new
labels may not be two many, ten new concepts are likely to be over
whelming.
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IMITATION DISCUSSION AND INSTRUCTIONAL
DIALOGUE

Beyond the issue of what and how mudh is presented in a prereading
activity lies the problem of communication between teacher and stu-
dents. Qutside the classruum, when we want to discover what sumeone
knows about a given topic, we generally would say, “What do you
know about sky diving?" or “Do you know anything about wind
surfing?”" This reveals that the questioner would like «w know more
about the topic and expects a meaningful response, either indicaung
lack of knowledge or a report of known information, The person
guestioned is likely to respund with the requested informatun, and the
person who initiated the question is likely to continue the cunversation
with a request for elaboration o1 further information (e.g., “You mean
you use your body weight to turn the thing?").

Unlike real-life discussion in which the participants work together w
make sense, classroom discussion is often mure limited, the partiuipants
do not seem to use conversation in a cooperative learning enterprise.
Instead, the discussion becomes an “imitation” of real conversation. If
a teacher asks, “Can you tell me what demo.ra.y means?”' the student
usually will assume that the teacher has a particular response in mind,
and that some sort ¢ | ... . . it about the student’s knowledge will be
made based on the 1., .. . 7. is expectation calls for a different type
of thinking, a different typ.. of conversation, and a different type of
response than is found in our real-life example. No longer do the
persons questioned search their memories fur what they may know
about the topic. Instead they try to fashion an "appropriate” response
—a recitation of what they have learned—for which they will be evalu-
ated favorably.

Early in their school careers, students learn that only certain types
of responses are likely to bring favorable evaluatiuns, these responses
generally contain school type, academic language. James's response,
“a form of government,” is typical of the “academese’” students learn
to adopt in school. Because they have been trained to focus on the
content being taught (if not learned), teachers unconsciously listen
for academic language and react positively to it when they hear it
Schnol language often makes it seem as though students know the
concept when in fact all they demonstrate is that they can use acade-
mese effectively. Too often teachers stop here instead of probing fur-
ther to understand what students know and how deeply they know
it.
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THE PReP

The Pre-Reading Plan was developed tu foster an instructional dia-
lugue that differs in intent and communicative result from the activities
we have been describing. PReP is directed by a real desire to hear what
the students know. This intent shapes the language used by the teacher
and by the students.

The PReP 15 a diagnostic, instructivnal activity that is the product of
extensive research (Langer, 1980, 1981, 1982, 1984b, Langer and
Nicolich, 1981). It is based on three theoretical notions:

1. Knowledge about a tupic influences how well a textis understood.
What a person knows, how well that knowledge is organized in
memory, and how it is used during reading are all somewhat
idiosyncratic, based on personal knowledge and experiences.

2. The nstructuional environment influences the background knowl
edge and strategies readers use when they read a text. When
teachers and students focus on what they understand rather than
on nght answers, real communication is more likely to take place.

3, Better comprehenders monitor their comprehension by
e being aware of what they do and do not know
e understanding the task demands
e judging whether or not a bit of information is text related
e taking steps to increase the likelihood of understanding the text.

The PReP 15 a three-step activity tha. is useful for both instruction
and assessment. Presented befure stude.ts begin reading their texts,
the plan helps the teacher determine huw much background krowl
edge a student has abuut a particular topic and how that knowledge is
vrganized, the language a student uses tu express the knowledge, and
how much concept teaching (if any) may be necessary before the stu-
dent s likely to comprehend the text. Instructionally, the activity helps
students becume aware of what they already know about the topic,
build on this knuwledge in the cuntext of the group's elaboration of
related language and concepts, and refine predictions of what the con-
went of the text will contain, which will facilitate learning from the text.

Preparing for PReP

Before beginning the discussion, the teacher needs 1 review the text
to be assigned and choose thiee to five key cona sts which can be
represented by a word, phrase, ur picture. For example, if the text deals
with the branches of government, “congress” mir' t be one of the
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concepts selected. A picture of the Supreme Court in action might also
be presented.

Three Phases of PReP

Phase 1

The first phase is basically a free assudiation task. In this phase, iniual
associations with a particular concept are elicited.

Teacher. Before we read about the United States’ form of government,
tell me anything, anything at all, that comes tu your mind when you
hear this word (see this picture, etc.).

As the students respond, the teacher writes their associations on the
chalkbuaid, overhead projector overlay, or chart paper. It is important
that all responses be accepted in a nonjudgmental manner. Also, the
students should be encouraged to think of as many ideas as they can
about the concept.

Phase 2

When all students have had an oppurtunity tu respond, the teacher
begins the secund phase  “the activity, which involves reflecting on the
inttial associations.

Teacher: What made you think of . .. ?

This phase helps students become aware of what they know and
judge whether or nutitis likely to relate to the text they will soon read.
They also reflect and build upon what they already know through
listening to and interacting with the teacher and the other members of
the group.

Phase 3

During the third phase of the activity, the students are given an
opportunity to reformulate their ideas.

Teavher. Based on our discussion, have you any new ideas about the
word (the picwre, etc.)?

The students now can shape, through language, associations that
have been elaborated or altered as a result of the discussion. Because
they have had an opportunity to probe their own memories, listen to
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others, and reflect upun this process, the responses elicited during this
phase often are more refined than those elicited during the first phase.

From the beginning, students are aware that they are doing the
PReP because they are preparing to read about a particular topic. The
enure activity takes place in the context of the to-be-read material.
However, this does not mean that, as the third phase is concluded,
they are asked to predict what the text will say. Rather, they are
pointed 1n the direction of the text, and the owrership of the knowl-
edge remains theirs.

In summary, the three phases of PReP involve. (1) initial associations
with the concept, (2) reflections on these iniual associations, and (3)
reformulauon of knowledge. Table 1 portrays these three phases.

TABLE 1. THREE PEASES OF PReP
Phase Teacher Students
1 *Tell me anything you free associate/access
think of when you prior knowledge
hear. ... "
2 “What made you think reflect on thought
of...." processes, organization
of knowledge
3 “Do you want to add reformulate and refine
to or change your first responses
response?’’
Assessing Student Knowledge

Student responses generally will fall into three categories, which can
be used by the teacher to assess the compiexity of the students” knowl-
edge. Previous studies have shuwn these Lateguries to be good predic-
wrs of students” recall of a particular passage and to be independent of
IQ and overall reading ability (Langer, 1980, Langer, 1984b, Langer
and Nicolich, 1981).

1. Much prior knowledge. Much knowledge about a concept is dis-
played if students respond during phase one with superordinate
concepts, definitions, analogies, or linkages with other concepts
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indicative of high-level integration of ideas. They will show an
encompassing knowledge of the topic.

. Some prior knowledge. Some knowledge about the twpic 1s reflected
in responses that take the form of examples, attributes, or defining
characteristics. Students will know bits of information about the
topic.

- Little prior knowledge. Linle knowledge is indicated by responses
that focus on low-level associations, morphemes, "'sound alikes,"*
or somewhat irrelevant first-hand experiences. This sort of knowl-
edge is peripheral and diffuse. (See Table 2 for examples of re-
sponses at each of the three levels.)

TABLE 2. THE ORGANIZATION OF 10PIC-SPECIFIC KNOWLEDGE

Much Knowledge

superordinate concept—higher class category
e.g8., fascism: "One of the various forms of political rule.”

definitions—precise meaning
e.g., dictator: " A ruler with absolute authority over the govern-
ment of a people.”

analogies—substitution of comparison for a literal concept or literal
expression
e.g., court: "Court is the scale that weighs your destiny."'

linking—connecting one concept with another
e.8., congress: "'Congress is like parliament in that both. . .
Some Knowledge

examples—appropriate class, but more specific
e.8., government: *'Dictatorship,"

autributes—subordinate to larger concept
e.8., court: "Trust in the judgment of others."

defining characteristics—defines a major aspect of the concept
e.g., goternment: '‘Makes laws"
Little Knowledge

associations—tangential cognitive links
e.g., congress: "'Important people.”
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morphemes—smallest units of meaning such as prefixes, suffixes, and
root words
e.g., binary: “*Bicycle.”

sound alikes—similar phonemic units
e.g., gerrymander: *‘Salamander.”

first-hand expenences—tangenual respunses based un currentexposure
e.g., Iran: *News on television.”

no apparent knowledge

Generally, students with much prior knowledge are able to compre-
hend the text without assistance, thuse with seme prior knowledge may
need the watchful eye of the teacher o help them along the way, and
those with hule privr knowledge are in need of direct concept instruc-
uon before they an be expected to comprehend the text. Of course,
some texts use such wonvoluted sentence structures or such abstract
language that they create processing prublems even for students who
know a good deal about the topic.

EXAMPLES OF PReP IN USE

The remainder of this arucle will be devuted to examples of the PReP
being used with several different ypes of reading material at different
grade levels.

Example: Grade 5, Social Studies Class

A fifth-grade class was abuout to read a section of their social studies
text that dealt with the U.S. form of guvernment. Their teacher was
concerned about the heavy wneept load of the chapter and wished to
find out what the students alteady knew about the topic. The teacher
previewed the chapter and chuse three basic concepts. A portion of the
PReP acuvity that followed for the key word congress is presented
beivw. The wategunzauons of the students’ respunses are listed along
the right margin.

Phaie 1

Teaunr. Before we read the next section of our social studies book
about the U.S. guvernment, I want each of you to tell anything, any-
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thing at all, that comes to your mind when you hear the word con
gress.

As the students responded, the teacher wrote their responses on the
chalkboard. Each response was accepted in a nonjudgmental and inter
ested way by the teacher.

Bill. A part of our government where Much. definition
they make the laws.

Megan: It’s in Washington, D.C., Some: attribute

Gabe: A law-making body of Much: superordinate/

government. definition

Alan: On T.V. Litde: association

Jennifer: Makes laws. Some: defining
characeristic

Jobn: Congo. Little: morphemic
association

Phase 2

Teacher. Now I'd like you each to tell me what made you think of what
you said. Megan, you said, "'It's in Washington, D.C." What made you
think of that?

Each of the students was asked in turn what made them think >f their
individual responses.

Megan. My dad went to Washington, D.C., on a business trip a couple
of munths agu. He brought pictures back and he twld us about how he
went to see the White House where the President is and he went to
see the congress.

Through this discussion, Megan was able to connect what she had
learned from her father, compiete with his persunal impressions, with
the concept of congress about to be met in print.

Gabe. 1 was thinking about all the parts of our guvernment. I picture
congress as the part that makes the laws.

Alan also was able 0 explore and expand his thinking as he told how
he hears and sees news about congress on television.

O
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Phase 3

Teacher. Now that we have talked about this and before we read the
text, du any of you want to add to or change what you have said about
the term congress?

Megan: A group of elected people Much: definition
who meet in Washington, D.C., w0

debate and make laws for the

country.

Megan thus was able to give a more precise definition of the concept.
Her memory of what she had heard from her father, which she had
connected to what had been said in the discussion by other members
in the group, heleed her to do this.

Alan. Important people argue about Some: auribute
whac the . . .

Alan was able to expand un his memory of hearing about congress on
television by recalling sume of the (ssues surrounding the television
announcements.

Through this acuvity, the teacher was able to assess what each student
knew about the sucial studies material they would read. The eacher
decided that Gabe and Bill were well prepared to read the assigned
chapter. Megan prubably could read the material successfully, but Jen
nifer would need extra help to link what sne knew to the content of the
<hapter. Alan and John would need sume addinonal instruction on the
conceept itself before they could be expected w comprehend the social
studies text (see Pearson and Johnson, 1978, for suggestions for con-
cept instruction).

Example: Grade 8, Science Class

In a science Jassroom, at the eighth-grade level, students were pre-
paring tu read about phuresynibesis in then texts. The teacher preceded
their reading with a PReP acuvity to help them recall and organize
what they already knew abourt this « ncept and to determine which
students were ready o read he matenal. The poruon of the acuvity
below focused on the concept of phatesynibesis. Other key words se-
lected were cycle and ox)gen.

Phase 1

Teacher. We're gouing to be reading abuut a prucess called phaotosyn
thesis in our texes. I'd like you 1w tell me anything that comes 0 mind
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when you hear the word photosynthesis. I'll write what you say on the
board. Anyone?

During this phase it became apparent that none of the students had
much knowledge of the concept. The following is typical of the re-
sponses,

Joan: Sun shining on a plant. Some: defining
characteristic

Jack: Photograph. Litle: morphemic
association

Marian: Pictures. Little: morphemic
association

Zachary Something to do with Litde: association

science.

Phase 2

Teacher Now I'd like each of you to think about what you said and to
try to tell us what made you think of that response.

Jack: Photosynthesis sounded like photograph. The first part of 1t, anyway.

Marian- Yeah I thought at first you said photograph and that made me
think of pictures.

Joan* I remzmbered reading in a book about photosynthesis. There
was this picture that showed rays coming out of the sun and going
down to a plant. I just remembered the picture when I heard that
word.

Zachary* | just remembered hearing the word in another science class.

During this activity, the teacher helped the group see that they did
know something about the concept. A discussion grew out of the mean-
ing of the photo morpheme and how it would be related to the sun and
plants This helped all of the students refine their responses in the third
pnase and helped some of them raise the level of their responses.

Phase 3

Teacher Now that we've been thinking 2bcut this for a while, do any
of you want tn change or 224 i your previous rvesponses, before we
read about photosynthesis?
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Joan: It is when the sun shines on Much: definition

plants and that helps the plants give

oxygen.

Zachary: Sun and plants. Some: defining
characteristics

Jack and Marian st.ll had only /itile prior knowledge, but they refined
their previous responses by adding light, which they may have con
nected to their earlicr photograph responses.

The teacher concluded thar although Joan could successfully read the
text, the others needed help building the woncept from what they knew
before reading about it. Jack and Marian were helped to see that they
already knew about the morpheme phoio and the role of light in the
process of photography. They then could extend this knowledge to the
role of Light in the process of photosynthesis. Of course, further concept
teaching took place but always beginning with the students’ own knowl
edge as displayed through their own language.

Example: Grade 11, Literature Class

Our final example of *%.. PReP comes from an cleventh-grade litera-
ture class. The class was about to read a series of selections that deal
with the concept of justue. Their literature selections included excerpts
from The Book of Job and Dante’s Inferno. In addition to selecting the
concept of justne for the PReP activity, the teacher also had chosen the
key words of fairness and retribution.

Phase 1

Teacher. Tell me anything you think of when you hear the word jus
tice.

As the students responded, the teacher recorded theis ‘omments un
cnitically on an overhead projector overlay. The studer.. il seemed to
possess at icast seme knowledge of the concept.

Alice: Being fai. Some: defining
characteristic
Carol. It's when a murderer is caught, Some: example

tried, and executed.

Jason. When my mother believes me Some: example
when I tell the truth, even though it
looks like I might be lying.
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Robers. Fair handling—due reward. Much: definition

Melanie: A basic concept underlying Much: linking
our system of law. No matter how

rich or poor you are, you are treated

equally in the eyes of the law.

Phase 2

Teacher. 1'd like each of you to tell me how you thought of your
associations to the word justice. What were you thinking of when you
chose your responses?

Robers. 1 was thinking about how my pareats try to reward us when we
deserve it and punish us when we deserve it. That seems just. Also,
other authority groups shuuld do the same—schuuls, employers, gov-
ernments, courts.

Note that this part of the activity gave the teacher a chance to probe
Robert's initial bookish definidon to see if he did, in fact, undersiand
the concept of justiie. From his respunse to this probing, it became
apparent that Rubert had given a great deal of thuught to the concept
of justice.

Carol. Whenever [ hear the word jusiice, I always think of crime shows
and people being punished by the courts.
Phase 3

Teacher. Now that you have had a chance to ceflect on your thinking
about this term, do any of you wish tw add to or change your original
response?

Jason: Means getting what you Much: superordinate
deserve.
Carol. Getting punished if you are Much. supercrdinate

guilty and not getting punished if you
are innocent.

Before allowing the studens to begin reading, the teacher helped
them to see that they pussessed quite definite ideas about the concept
of justice based on experiences in their own lives. When they thought
of these experiences and ideas and reflected upun how the ideas were
formed in their minds, they were ready to learn and assess how the
Bible treats the subject and how Dante treats it.
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These three nstances of the dassroum use of PReP demonstrate its
appication at differenc levels with different topics. The priaciples be-
hind 1t make it quite useful in all subject areas. It provides a way for
students o bewsme aware of what they knuow abuut a given opic and
w reflect and build upun that knuwledge. Italso gives the tzacher a way
tv assess the degree of knowledge students already have about a partic
ulat topic. Tt dues this in such a way that students are not led to give
“canned” responses with litle meaning behind them.

As teachers, we all can recall instances, such as the science example
abuve, when .ne comtent and language Jf the iext was far from the
expenience of our students. Our dilemma i 1 bridge the gap in a
substanuve way. This invuives helping students becume aware of what
they a' eady knuw and then helping them build un that kaowledge su
that ct-:v can use it to gain new knowledge.

We also can recall situations such as the example from the literature
ass in which we knew vur studenrs had a great deal of experience to
bring tu the text. The task here 1s o help students recall those experi-
ences and reflect upun them su that they are consavusiy assimilating the
wnirre  matenial through the filter of theit own relevant knowledge.

! we, as teachers, appruach what out students already know leads
it turn w huw they will appruach their texes. To help studens use what
they already know, (lassroum discussions need to give students room
tu tell what they knuw, iu their own language. PReP is one way to
accemplish this.
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Both prior knowledge and knowledge 1o be avquired are 10 some extent structured,
that 15, they form a part of an eaisting pattern that needs to be understood in
order 10 foster students” comprebension. If students are given speific aid in
antiapanng the siruture of a complex texs by means of an abstract yes simplified
version of the text, will their comprebension of the teat be improved.” Jerrolds
describes Awsubel’s conveps of the adiance organuzer, differentiates it from viber
types of advance information, reviews the research evidence of ity 1alue, and
demonsirates how 1o build and apply an advance organizer.

Its Nature and Use

Robert W Jerrolds

David P. Ausubel is une of today’s majur learning theorists. He has
written extensively about the process by which the learner extracts
meaning from a womplex written passage. Ausubel (1968) indicates
that learning through conditoning, discuvery learning, and rute learn-
ing all are means by which a persun acquires new knowledge. They are,
however, dynamically different frum the process by which a person
learns from the moure sophisticated material found in sume ollege and
professional texts.

THEORETICAL BASIS OF THE ADVANCE ORGANIZER

‘ The Advance Organizer:

Ausubel presents the following explanation of the dynamics of mean-
ingful learning from texts.

The model uf cugniuve vrganizauun prupused fut the learning and reten
uun of meaningful matenals assumes the existence of a cugnitive structure
thau 1s huerardually urganized o ierms of highly inclusive conceprual traces
under which are subsumed traces of speufic infurmatonal data. The majot
orgamizauunal prinuple, 1n uther wurds, 15 thay of progressive differenuation
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of trace systems of a given sphere of knuwledge frum regions of greater to
lesser inclusiveness, each linked tu the next higher step in the hierarchy
through a process of subsumption (Ausubel, 1963, pp. 24-25).

Thus Ausubel says that putentially meaningful matenal is learned when
it fits an existing cognitive structure, interacts with established elements
of that structure, and is appropriately placed under a relevant and more
inclusive concept in that cognitive structure.

Ausubel believes that the mosi effective way of increasing learning
and retention of meaningful verbal materials is by manipulaung the
organization, stability, and clarity of the cuncepts relating to new mate-
rial that already have been established in: the learner’s CUgNILIVE Strucs
wre He suggests that this cognitive structure manipulaton can be best
accomplished by the use of cognitive organizers. Therefore, he has
formulated the concept of adiane organizer, which is a set of related
material presented prior tu the new material and written on a higher
level of abstraction, inclusiveness, and generality than the new matenal.

The most efficient way of facilitating retention is tw introduce appropriate
subsumers and make them part of the ugnitive structure prior to the actual
prescntation of the learning task. The intruduced subsumers thus become
advance “organizers,” ur unchoring fudi, fur the recepuon of new material.
In effect they provide an intruductory uverview at the appropriate level of
conceptualization (Ausub<!, 1963, p. 29).

A cursory reading of this description of the advance organizer might
lead one to believe that 't is similar to long familiar devices such as
overviews, precis, digests, briefs, synopses, abstracts, and introductons.
However, Ausubel indicates that in must cases these do not work well
for three reasons. First, they are not presented long envugh in advance
(presumably about 24 hours) t becume incorpurated into the cogni-
tive structure to form an “ideational scaffuld™ to which the new, incom-
ing ideas can be attached. Second, they are not written on a more
general, inclusive, and abstract level than the new material, they gener-
ally are written on the same level as the material they introduce and
simply duplicate some of the key infurmation and leave vut details.
Third, overviews and such most uften are not specifically designed to
be related to the presumed idealitiunal content available in the learner’s
cognitive structure (Ausubel, 1968).

Ausubel’s advance organizer is a sct of material designed specifically
to facilitate the incorporation of a given body of material :nto the
cognitive structure. When the advance urganizer has been established
in the cognitive structure, the new, incumirig ideas can be subsumed
unc_; its more inclusive, abstract, and general propusitions. Through
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this previously established organizer, the new ideas are incorpur ted
into the cognitive structure. In short, the primipal function of the org. nizer
is to bridge the gap betreen what the learner already knows and what the
learner needs to knot before be or she wan successfully lears: the task at
band (Ausubel, 1968, p. 148).

Although new facts and ideas may be incurporated into the cogniuve
structure, a second factor must uperate if they are to remain available,
that is, they must be maintained as separate entities ‘rom the higher
level concepts under which they are subsumed. The advance organizer
can sen e this secund function by specifically delineating similanties and
differences between the new materials and established concepts.

As seen by Ausubel, a third factor affecting retenuon is that of
seeming or real contradiction between the new material and the estab-
lished concepts. Ausube! says that the individual, upon encountering
such contradictions, will dismiss the new material as fallacious, will
compartmentalize the new material and try to remember it by rote, or
will attempt to recondile the new material tw the established structure.

Organizers are alsu expressly designed tw further the principle of iniegra-
tive reconciliation. They do this by explicitly pointing out 1n what ways
previously learned, related uncepts in the wugnitive structure are ercher
basically similar to or essentially different frum new ideas and informauon
in the learning task (Ausubel, 1963, p. 82).

Ausubel (1968) says advance organizers work because they “'draw
upon and mubilize whatever relevant anchuring cuncepts are already
established in the learner’s cognitive structure™ (p. 137), they provide
for the anchoring of the new information under relevant propusitions
that have been established earlier, and they “'render unnecessary much
of the rote memorization t> which students often resort because they
are required to learn the details of an unfamiliar discipline before
having available a sufficient number of key anchoring ideas™ (p. 137).

RESEARCH REPORTS ON THE USE OF THE ADVANCE
ORGANIZER

Although Ausubel is widely respected for the soundness of his theories
in cognitive psychology, more than two decades of research have not
establisted that Ausubel’s positiun un the learning device called the
advance organizer is well-grounded or not well-grounded. There is a
considerable body of research that supports his tenets and a sizable
number of studies that have failed to do so.
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Barnes and Clawson (197 5) examined the results of 32 studies of the
effects of advance organizers. [hey reported that 12 of the studies
basically fuund significantly superior results in using the advance organ
izer and that 20 of the studies did not. Barnes and Clawson also exam
ined certain variables in these 32 studies to determine whether or not
patterns in the ways advance organizers work could be derected.

When the vanables—length of study, ability level of subjects, grade level of
sub,ects, type of urganizer, and wognitive le. .l of the learning tasks—were
analyzed separately, no clear patterns emesged regarding the facilitative
effects of advance organizers (Barnes and Clawson, 1975, p. 651).

Luiten, Ames, and Ackerman (1980) submitted 135 studies to a
meuaanalysis and concluded that the advance organizer does produce
posiuve results, even though the smount of improved learning and
retention may be small.

The average advance urganizer study shows a small but fadilitative effect on
learning and retenuon. The small effecc may well be a function of the short
durauun of treatment of the typical study (all 1o often an experiment is
wondluded within une or two class perivds). Mureuver, the findings indicate
that advance vrganizers faulitate learming in all content areas examined,
albeat broadly defined, and with individuals of all grade and ability levels
(Luiten, Ames, and Ackerman, 1980, p. 217).

Kozlow (197 8) also did a metaanalysis of selected advance urganizer

research reports. His sample was 99 experiments found in 77 reports.
Of the 99 tstausties wwomputed for the experimental comparisons between
advance vrganizer and conirol gruups, 68 were pusitive indicating that the
ubserved means for the advance urganizer groups were higher than thuse
for the control groups. Twenty-two of these pusitive t-staustics were statist
cally significant while none of the 25 negative t-statistics were significant
There were two t-statistics that were zero (Kozlow, 1978, p. 5047-B).

Mayer (1979, reviewed 44 published research studies involving
advance organizers. He stated that 20 years of research on advance
orgamizers had produced a great deal of data and conflicting claims.
However, based on his review he concluded:

Twenty years of research on advance urganizers has cleacly shown that
advance crganizers can affect 1earming, and the conditions under which
organizers are most likely tw affect learning can be specified (Mayer, 1979,
p. 161).

Stone (1983 located 166 reports on the use of advance vrganizers
for possible use 1n a metaanalytic study. Out of that number, 29 met
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the requirements for that statistical treatment. “The 29 studies were
broken down to yield as many effec: sizes as pussible. Because many
studies gave results for several treatment or subject variables or in-
cluded substudies, 112 effect sizes were obtained™ (p. 195). Stone
reported that, overall, the advance organizer produces increased learn-
ing and retention.

A second aspect of Stone’s study was “'to compare the results with
some predictions from Ausubel’s model of learning™ (p. 195). Her
results indicate that, overall, the predictions from the model were not
confirmed.

Stone's somewhat contradictory results typify the results of the bod-
ies of studies on advance organizers considered together. Disparate
results of these swdies are pardally accounted for in the vanety of
subjects used in the experiments, organizers and modifications of or-
ganizers used, research designs and statistical treatments, subject matter
of the advance organizers and the material to be learned, and length
of time involved in the study, etc. In this writer's opinion, the greatest
problems have been in the huge discrepancy among the different re-
searchers’ levels of sophisticaiion in handling Ausubel's theoretcal
constructs and their translation of those constructs into appropriate
advance organizers. Clark and Bean state:

A primary reason for this lack of strong support is the absence of true
objective descriptions and definitions of the urganizers used and the concom-
mitant poor control over their derivation and construcuun (Clark and Bean,
1982, p. 2).

These writers, like many others, claim that there is no vperauonal
definition of the advance organizer sufficient tw insure that a parucular
advance organizer is adequately written.

Ausubel (1978) says he has clearly stated precise operational criteria
for the advance organizer and explained in his books (Ausubel, 1963,
1968) how to construct one. In his research reports and other wriung,
he has illustrated the advance organizer repeatedly.

Apartfrom describing organizers in general terms with an anpropriate exam-
ple, one cannot be more specific about the construction of an organizer; tor
this always depends on the natuce of the learning material, the age of the
learner, and his degree of prior familiarity wiihi ihe learning passage (Ausu-
bel, 1978, p. 251).

Despite the conflicting results of the research, there is a compelling
logic in Ausubel's theoretical positions. Further, the learning device
called the advance organizer is epistemologically entirely consonant
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with his theory. Perhaps most impurtantly, the advance organizer
makes guod sense to eaperienced secondary teachers. Alvermann
(1984}, a researcher who has made extensive use of different kinds of
organizers 1n practical classtoom situations, says, “When I introduce
secondary teachers to different kinds of vrganizers, the one they want
to use is Ausubel’s advance organizer.”

Most of the studies of the effectivenes. of the advance vrganizer have
been vne-shot or short-term efforts, It would seem that such a trial
provides the least possible chance for the advance organizer to be
effectuve. Subjects of such experiments have been reading for years in
their own style, whatever that may be. They have been exposed to
summaries, ntroductions, and other devices that probably appear to
the expenimental subjects to be like the advance organizer, and they
have found thuse devices tu be of little ur no help in dealing with the
material they are trying to learn.

In education we seidom expect anything to aid learning unless the
students have been taught how to use it and have had some drill or
practice 1n that use. That the typical limited exposures of students to the
advance orgamizer have revealed any pusitive results is good evidence
of the potenual power that the advance organizer could have under
more appropriate wnditions of teaching and extensive practice. The
cear implication 1s that the advance urganizer needs to be carefully
prepared and taught.

WRITING AN ADVANCE ORGANIZER

Following 1s a passage written to be short but utherwise typical of
the kind of wontent-area textual materials that a junior high school
student would be expected to read. Following this representative
passage, entutled "'Life in the Sea,” is an advance organizer espe-
aally written to faulitate the student’s ability to understand and re-
member the wontent of the passage. In practice, the advance orga-
nizer, Mouon and Life,” would be studied %y the student at least a
day 1n advance of reading the representative passage. The passage is
presented first here so that the reader an see how the advance or-
ganizer was developed.

In wrniung the advance vrgatuzer, the authour studied the passage very
carefully. Each key idea, general idea, and unusual idee. in the passage
was identified. Facts that cuuld be combined or summarized in a sen-
tence or two v 2re nuted. Discrete sentences then were generated that
were thought to be:
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1. summaries of the entire passage, e.g., There are varying kinds of
life in the sea. Life in the sea is interdependent.

2 summaries of subsections of the passage, e.g., Temperature affects
life in the sea. Sea life must move or be moved.

3 comparisons of ideas in the passage with ideas the student proba-
bly is already familiar with, e.g., Like plants on land, those of the
sea need chemicals and sunlight. There are streams in the sea Juist
as there are rivers and other streams on land.

4. more inclusive than the content of the passage, e.g., Motion 1s
essential to all life. Living things must have a constant supply of
nutrients.

5 more abstract than the content of the passage, e.g., Living things
are affected by their environmiat. One essential element in the
nawre of the sea is that it is always in motion.

6. more general than the conrent of the passage, e.g., There are
ceraain conditions necessary for al: life to flourish. Motion brings
about changes in life.

The author then organized and combined all uf these examples and
the other discrete sentences into a short, unified passage. In the process
of making these discrete sentences intu a sensible intruductory passage,
every effort was made to produce a passage o which the 1deas in the
longer passage could be meaningfully related.

TYPICAL PASSAGE OF JUNIOR HIGH SCHOOL TEXT

Life in the Sea

All things that live in the world's oceans are placed in one of three
categories by oceanographers, scientists who study the oceun. The three
categories are plankton, nekton, and benthus. When the suenust talks about
Plankton, he or she is referring to those plants and animals of e sea that float
on or near the surface of the water, having little or no ab:ity to move
themselves. When the oceanographer uses the word nekion, he or she s
talking about animals that can swim abuut freely and easily in the water. The
word bentbos refers 10 plants and aniinals that live on the bottom of the sea.
Some benthos walk or crawl about at the bottom of the sea, while others
attach themselves permanently 1o the ocean floor.

Tolive and gro v, plankton must have sunshine and certain chemicals. The
various types of plankton can swim very little, if at all, but they float about
casily They must depend upon the water t carry them t© the sunshine and
chemicals or to bring the chemicals t them. The free-floating plankton
actually may be carried thousands of miles from their original area by a
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fast-moving surface current. The plankwon fluat un or near the surface of the
water and absorb the sun’s rays. They absurb the nceded chemicals from the
water. Even the simple up and duwn muvement of the waves is important
tu the micruseupie sea plants because this movement keeps them sliding past
new water frum which they absurb chemicals. The sea plants sometime drift
or are pulled duwn tu the murky deep water where sufficient sunlight cannot
reach them. Unless the water muves them back woward the surface, they dic.

The uny plants fluaung i the sea becume food fur the tiny animals in the
plankwn gruup. The larger animals of the sea feed upon the smaller ones.
Thus, indirectly, the must ferouous shark is dependent upon microscopic
piants fluaung 1n the sea. If the proper chemicals are present in the water and
other conditions such as sunhight and temperature are favorable, the litde sea
plants may duuble their size ur aumber in five ur six hours. If the helpless
plants are warned by the currents into dark ur utherwise unfavorable areas,
the plants do nut muluply rapidly and may even Jdic. When the liude plants
die, they start a chain of events that leads tw the death of the larger forms
of sca life or o their moving away from the area.

Of the three groups of sea life, the nckton has the greatest freedom of
movement, Fish, whales, squid, and uther members of this group are able
‘ tu mouve about freely in search of fuud or a generally mure favorable envi-
| ronment. Some forms of nekwn travel thuusands of miles cach year They
| may travel wath or against the ueean currents. Dolphins, sailfish, a..d bar
rucuda can swim 25 o 30 mules an hour. When wonditiuns grow unfavorable
i une atea, the nekwn generally can move away to find a better place.
Someumes the unfavurable changes are su rapid or widespread that the
nckton du nut have ume to escape. An catre ocean current may change
1 courses and sweep them intw an area that is o hot or 0o cold. Many fish
1 have gas-filled bladders that enable them o stay ata given level in the water.
l Any sudden duwnward muvement of water wan carry the fish into deep
| water. A sudden surge of water may carry a fish upward to a death by
explosion.

' The third group of sca hfe, the beathus, move about litde if av all. Coral,
seaweeds, and vysters attach themselves to the ueean fluur ur objects on the
ocean flour, Starhish and crabs creep abuut at the buttum of the sea. The sca

buttom hulds a great deal of bactenia. These were carried to the bottom on

ubjeuts that sank. There they have plenty of muving water and solid surfaces
on which to Jing. If they have a sufficient foud supply, they grow rapidiy.

} Benthus 1n sume form live in shallow shure waters, uthers live where the

veean 1s six miles deep, but all furms depend upun the moving waters o

; bring them fuud. If the waters brng unfavurable onditions, such as 100

much salt ur e much dissulved uxygen, there is litde vt nu hope of escape

for the benthos.

The larger forms uf life, the nekton and benthus, may in their turn contrib-
ute tw the growth of the liwde sea plants. When a whale ur other form of life
dies, esther 1t 1s caten by uther ammals or it decays. If it decays, the forces
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operating in the sea cause it to break duwn intu vanivus chemicals. When
these chemicals are brought near the surface by the muvement of the watet,
the tiny plants can use the chemicals to make more food.

The amount of life in vanous parts uf the sea 1s uften surprising. There
may be very littde life in arcas of dear, trupical seas. The water 15 so deep
that the chemicals that sink tw the weean fluur are nut easily brought up high
enuugh fur the plants w reach them. If waters did nut muve in from other
parts of the world, stirring these calm waters and arrying chemscals and
plants, life might becume swaree in these trupical regions of the high seas.
Sirangely envugh there is much Life in the wold polar areas. The rapid up and
duwn muvement of water in these regiuns brings the chemicals o the sur-
face. Some kinds of sea plants du well in luw emperatures. Suenusts have
found plants growing on ice floating in polar seas.

There is also an abundance of hfc in shalluw water whether it s near dry
land ot uver the top of an underwvater mountain. In shallow areas there 15
much muvement of the water as it strikes aganst the land furms beneath it
and as rivers puut intu the sca. Chemicals thus are surred frum the buttom
and brought 10 the floating plants.

In the envirunment of the sea, three speaal facturs greatly affect hfe. One
of the must impurtant of these is the presence of saltin the water. Sea water
is about 3.5 percent salt. The constant wurldwide mouvement of water keeps
this percentage abuut the same in all uceans and in all parts of the weeans.
Rivers, of course, du nut have such a percentage of salt. Sumeumes nvers
at floud stage puar mure fresh water into the sea than the nearby sea life can
stand. The result 1s wholesale death to the surrounding life in the sca.

In tropical regiuns evapuratun is very rapid. The evapuraung water, of
course, leaves the salt behind. When sumething happens w slow down
movement of the water in such a regiun, the percentage of salt begins
build up, and certain forms of Life dic. In the Dead Sea and the Grear Salt
Lake, there is nu muvement of the water vut w the ueeans, and hife has almost
disappeared in these waters.

Another factur affecting sea life is the percentage of dissulved gases in the
water. Many sea animals, cspedially fish, aie very sensiuve w the amount of
dissulved gases the water cunwains, Dissulved uxygen vanes greatly frum one
part of the ocean t anuther. Tuw much ur o hinde of this oxygen will bring
swift death to certain varicties of sea life. There 15 often rapid upward
movement of the deep water uff the cuast of suuthwest Africa, carrying 1o
the surface water that is extremely luw in dissulved uxygen and that brings
widespread destruction of nekton.

A .hird major factur affecting sea life is temperature. Althuugh sume furms
of life existin all the varivus temperatures of the uceans, the form vanes.
If there is a sudden change in the nurmal temperatute of a region, wide-
spread death uf sea life will cesult. E! Ninu wurrent off the coast of Peru may
bring unusually xarm water duwn the cvast uf Suuth An.znica, killing fish
by the millions.
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AN EXAMPLE OF AN ADVANCE ORGANIZER

Moation and Life

Lifc in the sca has many similaniues w bfe un land. All living things must
hav¢ nutnients, substan.es that enable them w hive, gruw, and reproduce.
Plants, un land and in the sca, need certan kinds of chemacals and sunlight.
Plants can take these chemicals and use sunlightan a speaial process tu change
the chemuals into fuod. Animals cannut manufacture their foud frum chemi
«als and sunlight, therefure, ammals muss get thar fud frum plants and
other animals,

When plants and ansmals dic un land, ther budies ate returned t the suil,
where they break duwn intw chemicals. In the sea, dead plants and animals
Jdecumpuse and the dhiemicals produced fluatin the water v sink to the weean
fluur. In buth wases, uther furms of Life absurb these chemicals, thus setung
into motior the great cycles of lifc.

If the living thing un land ur 10 the sca cannut get to the nutnient source,
the autnients must be brought to it All lfe 1s directly ur indirecdy dependent
upun plants, and plants generally are very linuted in their ability o muve
abuut. Sea plants gencrally are muved abuut much mure than land planc.
All fuems of Iife are dependent upun motiun. Fur the coatinuation of life,
I 115 essential that air and water be wunstantly muving. Life un the land gets
| many essential nutnients from the air. The vanous gases compuosing air would
nut stay in the nght pruporuons Jf aic did nut constantdy move. Land forms
’ of life would die swaftly 1f these propurtions were gready changea. If air
wefe nut in constant Mution, many places un the earth wuuld bewome wo
hut while uther places would becume o wwld o sustain life. The same types
of prublems wuuld develop fur hfe sn the sea if the waters wers nut in
constant motion,

Auf muves in greatsircams uver land and sea whale great strcam, of water,
l many umes the size uf the Mississippr River, muve through the world's
oceans.

There are several furees that set air and water intv mutun and determine
their direcuun and speed. One of these furees is the rutauun of the carth un
its axis. As the carth spins, the spinning muvement auses great ueean and
aif currents tu start muving 1n huge yrdes. The currents in the Nursthern
Hemusphere muve duckwase, while thuse in the Suuthern Hemisphere muve
counterclockwise,

Anuther furee affeceng the movements of air and sea s the gravitatunal
pull uf the moun and the sun. This pull causes the aif 10 suine places un the
canh t be pulled upward and in uther places o muve duwnward. The
gravitatunal pull causes udes in the sea, and udes cause waves. If a wave 1s
near the shure and stnikes buttum, the water in that wave will start to muve
furward as well as up 1nd duwn. This muvement surs up the veean botum.
Water 1n waves un the high seas dues nut muve furward but only up and
down.

Temperature 1s anuther puwerful furce affecung air and water muvement.
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Air and water neat the equator become warm and are pushed away oy the
calder air and water moving in. As the warm air and water move further
away, they become increasingly coider and eventually mix with air and watet
from the polar regiuns and start back toward the equator. Temperature also
causes up and duw i movements. As cold air and water sink downward, they
push warmer air and water upward.

Wind and water can set each uther in mutivn, Because water cools and
warms slowes than does land, the vieans keep creaung muvements of air
from colder tu warmer arcas. The friciunal gull of the wind on water also
<auses the water w0 move in buth currents and waves. When winds pull water
out in currents frum the shore, there is nu water w follow. Replacement
water must cume from lower levels. This upwelling movemer of water surs
up the ocean floor.

Like the land forms with which we are familiar, the sea botom vanes
greatly There are muuntain ranges, level plains, and deep canyons. Ali these
formatiuns affect the movement of water w much the same way that such
forms un land afec the muvement of air, they may turn sueams aside and
cause waters to move up and down.

Forms uf life un land and in the sea thrive in environments swired to them.,
Great changes in air muvements can bring destructive droughits, fluods, or
frosts tu a land arca Great and sudden changes in ouean movements bring
destruction to life in the waters of the sea.

How Students Might Be Taught to Use Advance Organizers

Students could be given the advance organizer "Mouon and Life”
and the passage “Lifc in the Sea™ and taken thruugh the steps of using
an advance organizer. First, the students would need o read the ad-
vance organizer with the aim of learning its conient. Then, 24 or more
hours later, they would need w read the pasiage with the intent of
relating the new material to the cuntent of the «dvance vrgamizer. They
would have tu be able to see the relativnship of the new material to the
general, abstract, and indusive content of the advance orgamzer. Fi-
nally, they would have t be able to keep the new informaton from
becoming absurbed completely by the mure general ideas of the a-
vauce organizer.

Specific instructions fur learning the content of the advance organizer
might be as follows:

1. Read this short passage carefully and try tw learn what it says so
that tomorrow you can use the material in .his short passage to
help you learn the material in a longer pascage.

2. Study the material until you understand it. Think about the pas-
sage as a whole. Dedide what it means, what the statements cover,
and what limitations or restrictions they include.
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3. Determine whether ur nut you shuuld restate sume of the general
ideas of this passage in different words. It is easier to remember
and deal sith an idea if you can state it in your own words. Some
of you may not see any way to restate the ideas and will wapt to
leave them as they stand. Everyune should, however, try tw restate
the general ideas in her or his own words.

4. Check your restatements against the uriginal to be sure that you
have nut changed the basic ideas. Be sure that your restatements
cover everything in the uriginal. Be sure your restatements do not
80 beyond the original.

5. After you have dedided what s, fur you, the most appropriate way
tu state the general ideas in this passage, study cach of the general
deas su that yuu can remember them and relate them t what you
are going to read tomorrow.

The next day the students could be taken through the process of
reading the passage countaining the new matenial to be learned and
shuwn huw to relate the new maternial w what they learned from the
advance organizer.

They could be twld that each new item of information sb suld be
related, if pussible, tu the general, indusive, and abstract concepts in
the advance vrganizer. The types of relauonships the new material
could have to the general ideas of the advance organizer should be
delineated. The students should be told that:

1. a new 1tem may elaborate one of the general advance organizer
ideas, that is, it may take sume clement . © an advance organizer
idea and extend it.

. a new item may describe one of the advance organizer ideas.

3. a new 1tem may support une of the advance urganizer ideas, tha
is, it may give additivnal cvidence that the gener.] urganizer idea
is true.

{. a new item may qualify une of the advance organizer ideas. It can
dou su by limitung the advance organizer idea to a certain time,
place, or number of cases.

5. a new item may represent une of the advance vrganizer ideas, that
15, 1t may say much the same thing as the advance urganizer idea
but in different words.

6. a new item may seem to contradict une of the advance organizer
ideas.

[

There are many uther ways that the new informatiun may be related
tu the advance urganizer ideas, but these are the most frequently found

1 types of relationships.
<
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Specific instructions for using the advance organizer to learn the
material of the passage might be as follows:

A new item of information may be an elaboration of one of the general ideas
we hate learned. We have the following statement from the new
material: *“When the ‘itdle plants die, they start a chain of events that
leads to the death of the larger forms of sez life or to their moving
away from the area.” One of the general ideas from the short passage
we studi ~d yesterday stated, ** Animals cannot manufacture their food
from chemicals and sunlight, therefore, animals must get therr food
from plants or other animals.” Ou. new information takes part of the
general idea we already have and extends it. In this case, it gives
further information about the general idea.

1 new item of information may describe one of 1he general ideas. Let us look
at this sentence, “If the proper cheniicals are present in the water,
and other conditions such as sunlight and temperature are favorable,
the litle sea plants may double their size or number in five or six
hours.” You may remember we had this general idea in the passage
we read, “Forms of life on land and in the sea thrive in environments
suited to them.*" Our new item of information describes in detail the
general idea that forms of life thrive in environments suited to them.
A new stem of information may support one of the general ideas. We and
this sentence in the passage, *‘El Nino current off the coast of Peru
may bring unusually warm water down the coast of South America,
killing fish by the millions.” This fact supports the general idea we
got from ou other material, namely that great and sudden changes
in ocean moveme ‘s bring destruction to life in the waters of the
sea.

A new item sf information may qualify one of the general ideas. We have
the presentation of the fact, If the helpless plants are carried by the
currents into dark or otherwise unfavorable areas, the plants do not
multiply rapidly and may even die.” ‘This statement indicates that
there are special limitations on our general idea, ' Plants can take
these chemicals and use sunlight in a special process to change the
cnemicals into food."”

A nev. item of information may represent a general idea. Here is a sentence
from our material, “Thus, indirectly, the most ferocious shark 1s
dependent upon microscopic plants floating around in the sea.”” This
statement says essentially the same thing as the general idea we
looked at before, “Animals cannot manufacture their food from
chemicals and sunlight; therefore, animals must get therr food from
plants or other animals.” Thus, we have an example that represents
a general idea.
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o A new 1em of information may coniradict, or seem to contradict, one of the
general 1deas. One of our specific facts is that scientists have found
plants growing on ice floating in polar seas. This statement we can
relate to our general idea that, if water were not in constant motion,
many places on the earth would becume o hot and other places
would becume two wld to sustain life. We can relate the two things
because the specific fact seems to woatradict une of the general ideas
that we had acquired.

o In dealing with seeming contradictions, you should proceed in two
steps. Fuirst, deude in what way or ways the item seems tw be against
une of the general ideas. Second, decide how the item can be brought
into line with that general idea. In other words, how can it be made
to fit the general idea? Even after you know the new items of infor-
mauvz. and their relationship to the general ideas you read the day
before, you still have a major problem. That problera is that the
general ideas can swallow up the new . ~ms of information. How can
you nsure that they will nut be swallowed up by the general ideas
and thus lost to you? You can proceed in two steps. First, recognize
that the new facs are different from the general ideas. Second,
determine ahead of ume that you will maintain the facts in your
memory as items you «an sort vut and use apart from the general

ideas.

e Once you have the general ideas finnly in mind, as you read infor-
mauon closely related to thuse general ideas you tend to think of
the new fauts as being much the same thing as the general ideas. At
least you tend t think of the new information as not being any
thing deudedly different frum the general ideas. You must clearly
recognize that the facts have an existence of their own. True, they
are celated t the general i1deas, and you must understand that rela-
uouship, But if you du nut recognize that the new information ex-
ists 10 1ts own right, that it is somehow different from the general
ideas, you will remember litle more than the general ideas. For
example, vne of the general ideas is, “All living things must have
nutrients, substances that enable them to live, grow, and repro-
duce.” Now we have the following new item of information,

There may be httle life 1n dlear, tropical seas because the water is
s deep that chemicals sink to the bottom and are not easily
brought up again.” This sentence is telling us veiy much the same
thing as the general idea. If we just assume that this sentence essen
ually 1s the same thing as the general idea, we will fail 0 remember
that there are places 1n the .lear trupical seas that are so deep that
they suppurt very litle life. The point we want to zemember is tha,
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unless we recognize the specific new information as items 1n and of
themselves, we are not likely to remember them. They will be
swallowed up by the general ideas.

o It is easier to remember one general thing rather than all the parts
of that thing or a number of specifir facts. When you finish reading,
you remember a great deal of the new information, but very quickly
the new facts you kave learned begin to fade into the old gereral
ideas. Soon you can remember little other than the general ideas. To
slow down this process of the general idea absorbing the new infor-
mation, you must decide before you read that you will keep the new
information alive in its own right. You can do so by saying to yourself
how the new information is like the old general ideas and how 1t 1s
not like the general ideas. This process will become easier as you
practice.

* Suppose we have the following specific fact that we want to remem-
ber, “Even the simple up and down movement of the waves s
important to the microscopic sea plants because this movement keeps
them sliding past new water from which they absorb chemicals, This
sentence is closely related to the following general idea, “For the
continuation of life, it is essential that air and water be constantly
moving." In orde. to remember the new information, we must note
how this sentence is like the general idea, then we must aote how
it is different.

* We have the following sentence in our material, ““The free-floaung
plankton actually may be carried thousands of miles from its onginal
area by a fast-moving surface current.” This s:ntence is very closely
related to the following general idea, “*Sea plants are generally
moved about much more than land plants.” We must note how the
specific fact is like the general idea and lLiow it is different from the
general idea.

* When you read, it is easy to speed over the new information 1n
material and assume that you understand the relationships and
know what are general ideas and what are new items 1o be learned.
If this method of reading to gain and retain new information s to
be cffective, it will be necessary to examine each new item and
actually say to yourself what the relationship of that new informa-
tion is to the general information you already have. Then you
must see how the oid and new ideas are alike and how they are
different.

* In all these processes, you must decide the relationships in your own
words Saying to yourself v hat the relationships are wili enable you
to remember beter what you have read.
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THE POTENTIAL VALUE OF THE ADVANCE
ORGANIZER

A frequent c.mplaint about Ausubel’s concept of the advance orga-
mizer 1s tha classroom materials are not written the way he says they
shuuld be written. In the upinion of this author and a substantial num
ber uf researchers whu Lave examined Ausubel’s theory carefully, class-
room texts should be. Unul such a ume as large amounts of texwal
matenals are sv written, the teacher will have to write the advance
orgamizers for her ur his own students. Since the teacher knows her or
his students bewer than the textbuok authur who has never met those
students, the teacher should be better able w write advance organizers
that “fic”’ the cognitive structures of the students.

David P. Ausubel has presented a system describing how texuual
matenals can be beter icarned and better remembered. The theory is
emnently sensible. Research on this system for more than 20 years has
provided substantial, but nut unequivocal, evidence that the system can
work. If textbook authurs and teachers would employ the system in
constructng a substantial body of texwal materials, and if teachers
would teach and provide practice in the use of the system over substan-
ual lengths uf ume, there 1s good reason w believe that reading to learn
<t the jumor high schoul level and beyond could be grearly improved.

About the Author

Robert W' Jerrolds 18 Professor. Department of Reading Education, at the
Unitersity of Georgua.
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Ay noted by authors in this volume, there is growing recognition of the 1mpor-
tance of taking time in teaching comprebension to eapiore and, if neessary, to
build students” background knowledge prior 10 reading a seleciion so that they
hate a sound basis for antiipating, prediting. and undersianding ihe meaning
of what they read. How may teachers, particularly at the middle- and upper-
grade levels, belp students wse their prior knowledge and experience to do this”
Nelion Herber presen.y a series of instructional activities designed to tap st-
dents’ resources in g way that “‘feeds foriard 10 the context of the text.”

Anticipation and
Prediction in
Reading Comprehension
Joan Nelson-Herber

The significance for reading comprehension of readers’ prior knowl-
edge has received widespread auenuon during the past decade and has
been amply suppuried by research. It seems incongruous, then, that so
lide instructivnal time is given to preparauon for reading in Jassroums
across the naton. This paper discusses the need fur preparation for
reading assignments and, more specifically, focuses on the use of antici-
patoun and prediction strategies for improving reading weinprehension
in middle and secondary school classrcoms.

Durkin's recent studies, reported in this text and others, support
what content reading specialists have been saying for years. that teach-
ers spend very litde instructional time in acuvaung, reviewing, or de-
veluping relevant background infurmauun privr w reading, and that
womprehension 1s “taught” mostly by assignment and assessment, that
is, by assigning the reading task and then asking questions after the
reading has been accomplished. While Durkin’s studies have focused
on reading instruction in elementary school assroums, the same pro-
cess of assignment and assessment may be observed in middle and

89

LRIC 193



920 Reading. Thinking, and Concept Development

secondar school content dasses. Teachers often assign textbouk read-
ings wntaining uncommon vouabulary, unknown fauts, unfamiliar con
cepts, and unusual values without any preparatory instruction. Given
our present understanding of the impurtance of prior knowledge, the
fact that many students are nut able 1o «wmprehend should be no
surprise t0 educators,

MEANING RESIDES IN THE KNOWLEDGE AND
EXPERIENCE OF THE READER

What do we know about privr knuwledge and reading comprehension?
Recent research provides evidence in support of the following generali-
zations:

1. Prior knowledge 15 of cenural importance in the reading process
and plays a critical role in text perspective and interpretation
(Anderson et al., 1977; Pichert and Anderson, 1977).

. Prior knuwledge can be used to make ambiguous texts con.pre-
hensible (Bransford and Johnson, 1972, Reynolds et al., 1982).

3. Relevant priur knowledge tailitates comprehension, uwreasing
readers’ recall and recosution of text (Bransford, 1784, Pearson
et al., 1979).

4 Irrelevant, inaccurate, or conflicting prior knowledge can distort
wmprehensiun and interfere with the autho:'s message (Lipson,
1984; Reynolds et al., 1982; Steffenson ec al., 1979).

5. Prior knowledge can account for more vatiauon in reading per-

formance than either 1.Q. or measured reading achievement

(Johnsion, 1981; Johnston and Pearson, 1982).

Pricr knowledge can account for text difficulty to a greater degree

than the frequently used measures of sentence length and word

difficulty (Kintsch et al., 1975).

ro

N

To put it simply, research supports the idea that the knowledge and
expenence a reader brings to the text determine, 1o a large eatent, what
the reader comprehends from the text.

Sumeumes 1t 1s necessary, however, to use very unusual illustrations
to help proficient adult readers recugnize the importance of prior
knuwledge and experience in comprehension. The recent professional
literature 15 repiete with tricky sentences and contrived paragraphs
designed specifically to demonstrate one effect or another. However,
the importance of prior knowledge can be demonstrated with a simple
sentence from a daily newspaper:
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The bears were caught shurt by a drop in the prime and insuwnonal panic.

Ii ...ay seem like an unusual illustration, but it is a perfectly correct
English sentence and would be perfectly comprehensible w any regular
reader of the newspaper from which it was selected. Even all the words
are familiar. However, anyone not familiar with stock market language
and investment strategies would be unlikely to understand the author's
message no matter how well he ur she had learned the basic reading
skills. To understand the message at all, the reader must have a schema
for the message and must be familiar with the technical vocabulary. The
reader must recognize the sentence as related to a stuck market strategy
and must know the special and un.sual meanings of the words when
used in this context. Even so, the reader may only get the general idea
of the message. For example, he or she may understand that some kind
of inveitors were taken by surprise by a drop in interess rates and some action
by in:*2.tions. Notice that the reader with a litdle prior knowledge of
the stock market may get the gist of the message but lose :he richness
of meaning that suinevne with a more elaborate stock market schema
would comprehend. The sophisticated investor would recognize the
term bears to mean investors who are interested in selling stock on the
expectation that the market will move low er. Further, he or she would
recognize that being .anght ,bort meant that the bears had sold stock
that they did not own in hopes of buying it at a lJower price before the
settlement date and keeping the difference as a profit. She or he would
recognize the prime as the interest rate at which banks and institutions
can borrow money. And fir_ily, he or she would know that when
interest rates drop, institutions that are hulding a lot of cash rush to buy
stocks, thereby raising overall stock market prices.

It should be noted also that if the wrong schema were activated—
e.8., bears. .aught. pani., etc.—or if the reader brought incorrect prior
knowledge to the message—e.g., bears as bujers—there would be even
more variance in comprehension

If the comprehension of such a simple sentence frum a daily newspa-
per can be so profoundly influenced by the amount and quality of the
reader’s prior knowledge, is it any wonder that middle and secondary
school students have difficulty comprehending sophisticated content-
area textbooks to which they biing minimal prior knowledge of the
subject? It must be ubvious that comprehension of the demonstratuon
sentence would not be improved by secycling the reader through basic
reading skills. It should also be obvious that rec; cling students through
basic reading skills because they encounter difficulty in comprehending
content material for which they have little or no background knowl-
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edge 1s probably counterproductive. Unfortunately, instead of recog
mizing the nature of reading problems in middle and secondaty schouls,
and providing appropriate advanced instruction, educators have fallen
for the "back to basics™ slugan and persisteatly have set up remedial
readir.g programs that are locked into a deficit recycling model.

Each reader reconstrusts meaning from text on the basis of his or
her dizect, vicanous, or analuguus prior knuwledge and experience.
Effiuent 1=aders acuvate that knowledge and experience when ap-
proachung a readr.g task. They antidpate and predict meanings un
the basis of whau they already know about the reading content, and
they moumitor their reading comprehension t detect dissunance or
.onflict with what hey already know. When dissonance or conflict
occurs, that 1s, when it doesa’t sound right or it doesn’t make sense,
they enther resead the material w correct their understanding or e
solve the conflict by wonstrucung new knowledge ur elaburating on
old knowledge. In other words, they use prior knowledge as a base,
both for reconstructing meaning from text and for wnstrucziag
new knowledge from text. Without a2 minimum base of prior knowl
edge about a subject, readers expenience difficulty and frustration in
womprehending cuntent matenial even when their reading skills are
reasunably guod. Basic reading skills are necessary but not sufficient
for comprehension of content materials.

ADVANCED INSTRUCTICN IS THE KEY

Reading instrucuon should occur atevery level and in every dassroom
where reading 1s required to be successful. Instructuon in middle and
secondary school subject areas shuuld indude preparatiun for the read
ing assignment, guidance through the reading prucess, and support
toward independence in reading the content materials of the subject
«Herber, 1978;. Instrucuunal processes that simulate efficient readers’
strategies an help the learner realize what effiuent readers do. St
dents can be wught t use the reading skills they pussess in combination
with their knowledge and expenience o recunstruct meaning frum text
and t build vn what they already know in urder w grasp the new ideas
in text material.

Preparauon for reading content materials 1s probably the most im
purtant and the must neglected part of the instructional process. Stu
dents can learn to use privr knowiedge and expenience o anudipate and
predict meaning through instrucuon that ccuvates related knowledge,
previews key concepts and vocabulary, creates curivsity and expecta
uon, sets purposes, and feeds forward to the context of the text.
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SAMPLE TEACHING GUIDES

The sample teaching guides thac fullow are designed o show how
teachers can prepare students for their reading assignments. Each of
these guides has been used successfully in 1eal Jessroom situations.
Each has been found by the teachers who used them to be valuable in
helping students to anticipate and predic meaning in conten. materials
and to improve comprehension buth of the assigned matenial and of
rclated material read independently,

English Literature: Poetry

A roem has been selected for the first teaching guide because com-
prehension of poetry is heavily dependent on the reader’s prior knowl-
edge Poetry operates both at the particular level and at the univessal
level Poems require that readers use their prior knowledge not only
to recognize what poets are saying, but what puets mean by whar they
say and how what they say relates w ihe whole world of experience.

Students in middle and secondary schouls often a.e frustrated by
poetry because they don’t understand that the puet writes to describe
or capture a universal idea or experience. They need prereading in-
struction that prepares them tw anticipate and predict meaming on the
basis of their own experience and tu recognize how the ideas of the poet
relate o world experience.

The following material has been used in a variety of sedings to
prepare secendary schoul students to read the puem ™ Ozymondias * by
Percy B. Shelley, as well a5 other puems with the same general theme,

(Jzymandia
by Pery B Shellny

I met a traveler from an antique land,

Who sard: Two vast and trunkless legs of stone
Stand 1n the desert. Near them, on the sand,

Half sunk, a shattered visage lies, whose frown,
And wrinkled lip, and sneer of cold command,
Tell that 1ts sculpror well those passions read,
Which yet survive, stamped on these ifeless things,
The hand that mocked them and the heart that fed,
And on the pedestal these words appear:

"My name is Ozymandias, King of Kings.

Look on my works, ye mighty, and despair!™
Nothing beside remains. Round the decay

Of that coiassal wreck, boundless and bare

Tre lone and level sands stretch far away.
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Activating Related Knowledge

Furs., the students are asked tw form inw groups of fourt or five and
work together o list as many werds as they caa think of that relate to
both of the following ideas. time and the desert. The word sand is given
as an example in that it relates both w tn.e and t© the desert. Differert
groups of students generate different word lists depending on their
gevgraphial lucauons and their own background of experience. The
following lists were generated by an eleventh grade class in New
England and by a tenth grade class in the Southwest:

Time and the Desert

New England Southwest
sand heat sand changing
pyramids wind cacws lizards
sphinv ruins sun snakes
mummies curse moon plants
ancient tombs heat mirage
modern archeologists seasons ruins
sun pucblos erosion
nomads

Obvivusly the groups had differing schemata for the organizing
wleas. The New England group was respunding with words related
mostly to the anuent desert and the Svuthwest group with words
related mostly tw the living desert. Buth gruups recugnized relation-
ships with ime that were buth licral and inferendial. Differences in lists
show up even among groups in the same classroom.

After the lists are generated within the gruups, they are shared with
other groups in the class and key words are discussed in texms of their
relauunships with the urganizing ideas. The purpouse of the exercise is
tw activate students” prior knuwledge of the urganizing ideas and to
share that eapenence among all the students. In addition, it gives the
teacher the uppurtunity to assess students” knowledge related to the
setung and wne of the puem and tw enhance that knowledge when
necessary.

Expanding and Rofining Vocabulary

After the weacher nas shown that he or she values the students’ word
Lisy, they are quite willing to engage in a vocabulary activity with words
that the teacher values. Students then are asked t remain in their
groups and work together on a vocabulary exercise.
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Recognizing Related Meanings

Diretions . For each set of words beluw, «ross vut the word that dues not
belong with the uthers. In the space pruvided, descnbe how the uther three
words are related or why they belong together.

1. vast boundless limited colossal

2. face visage front rear

3. smile sneer laugh frown

4. broken whole shattered fragmented
5. column mighty pedestal table

0. poct araist sculptor scientist

7. emotions passtons troubles feelings

8. cornmand despair abanc.on hopeless

The exercise is designed to familiarize the students with the words
that appear in the puem so they will ecognize them when they read
the poem. Working on the exercisc as a group gives studears the
opportunity to hear the words pronuunced, to see the words as they are
being discussed, t recugnize the relativnships among the words, and
to spedk the words in the discussion. It should be nuticed that several
of the items are ambiguuus in the sense that more than one answer is
reasonable. Since this is a learning experience rather than a test, these
kinds of items can be effective in focusing even more atenuon un the
words and in requiring multiple recitation of the reasons for one group-
ing or another when students compare their respunses. It should be
pointed out tw students, however, that un must well-designed muluple-
choice tests there is only one best answer.

Drawing on Experience to Support Familiar Ideas

After gaining some familiarity with the vocabulary of the poem,
students are asked to work in their groups o respund on the basis of
their own experience to some statements of familiar ideas.

Think Abous It

Drretion. Read cach statement and dedide whether ot not you really be-
lieve it is true, based on your uwn experience. In your discuss:on of the
statcments, try to think of exceptivas that might suppuit a different point
of view as well as examples that suppurt the idea. Fur exanple, in the frst
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item, does ume aer wait fur anyune? What about ume-out in a football
game? Dues ume ever seem t sluw down ur speed up? Is ume real or have
we created 1t? See of your group an cume W an agreement on each state-
ment.

1. Time waits for no one.

2. All people are moral and someday will dic.

3. Death is the great leveler.

4. An artst gets to know a lot about his or her subject.

5. Things are not always what they seem tw be,

6. Pride goes before a fall.

7. All man-made things are temporal and sumeday sall disinzegrate.

8. A person’s vision 1s temporal even thuugh his ur her perspecuve is
cternal.

The exeruse 1s de: " jned to familiarize students with the ideas of the
poet so that they recogmze those ideas when they read them, interpret
the puet’s meaning, and apply the. puet’s ideas to the universe of experi-
ence.

Reading for a Purpose

Now that students have activated and. or developed “prior knowl-
edge” uf the seting, tone, vucabulary, and i1deas of the poem, they are
directed o read "Ozymandias™ to see if the author of the poem agrees
with the statements they have been discussing.

After the students read the poem, the statements may be used for
discussion of the poet's ideas. For cach statement, the students decide
whether or not they think the poet agrees with it, and they find evi-
dence in the poem to support their decision.

Though this amount of preparauon for reading may seem excessive
to sume teachers of hiteratre, most teachers who have learned to help
students use these strategies are delighted with the changes in their
students” atutudes toward reading literature and their ability to compre
hend metaphor and abstraction. Moreover, the strategies can be de-
signed for theme umits wherein the same concept statements can be
used for several pieces of literature w develop independence in read-
ing.

For example, the statements used for discussion in “"Think About It
abuve nught be used w supportstudents” reading of another poem. For
humework after the lesson, the students might be asked to read the
puem ~'Limited” by Carl Sandburg, to determine whether or not that
puet agreed with the statements. Since the theme of “Limited™ is simi-
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lar to that of *“Ozymandias,” most of the statements can be supported
with evidence from that poem as well.

Limited
by Carl Sandburg

I'am riding on a Limited Express, one of the crack trans of the nauon.

Hurding across the prairie into blue haze and dack air go fifteen all-steel
coaches holding a thousand people.

(All the coaches shall be scrap and rust a>.. all the men and women iaughing
1n the diners and sleeper shall pass to ashes.)

I'ask 2 man in the smoker where he is going and he answers. - Omaha.’

The same kinds of strategies for preparation for reading assignments
can be used with different genres of literature as well as with science
and social studies text materials. Prereading exerdises wan be designed
to activate or develop students’ experience related to the theme of the
text material, to provide students with knowledge of the key concepts
or technical vocabulary, and 1o lead students o antcipate or predict
meaning on the basis of their own experience.

Science: Biology

During observation of a student intern, I watched a tenth grade
class struggling unsuccessfully with a reading assignment only two
pages long. The students had been asked tw read the material and to
write the answers to questions that the teacher had written on the
chalkboard. Both the stdents and the teacher were frustrated and
irritable because the students could not comprehend the matenal. Fol-
lowing the observation, the teacher and I discussed the students’ diffi-
culty and worked on some prereading strategies to develop and en-
hance the students’ ability to comprehend the material. The density of
concepts in the material made the reading extzemely difficult for any-
one not already familiar with the ideas contained in it (including me).
Since the teacher already was familiar with the vocabulary, the facts,
and the concepts being presented, she did not recognize the problem,
Indeed, she had to draw a diagram to help me understand 1t. Once
she recognized the problem, she decided to use a structured overview
of the material to familiarize students with the vocabulary of the se-
lection and the organization of the material presented (Barron and
Earle, 1969). We also agreed that a vocabulary exercise based on the
overview might be helpful. Qur purpose was o develop in the stu-
dents, in advance of the reading assignment, a sense of anticipaton
for what would be presented and how it would be organized.
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Structured Overview

The next day, the teacher intruduced the lesson, using the structured
overview of the matenal. The teacher showed how the new material
was related to what the students already knew. She pronounced each
new vocabulary word and puinted out its relationship to other words
in the text material. She built up the expectation that sudents would
learn the classes of eumycophyta and examples of each, along with
other informauon that they wouid use to complete the overview upon
reading the material. Below is the overview.

STRUCTURED OVERVIEW OF A BIOLOGY READING
ASSIGNMENT

BIOLOGY (BIOLOGIST)
/ \

Ammal Kingdom Plant Kingdom

AN

Thallophyta
Algae Fung (Mycology, Mycologist)

(Creen) (Non-green)

—
Myxomycophyta Eumycophyta
Shme Molds
(Protista)

Classes Examples

Other Information

Refinement of Yocabulary and Concepts

Before the actual reading assignment, the teacher asked the students
to move 1nto groups of four ur five and work together on the following
vocabulary exercise.

Similarities and Differences

Direciions. Some of the words in pairs listed Lelow can be found in the
structured overview. Based un your knowledge of the words from previou.
lessons and the way they are related in the uverview, discuss with others in
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your group huw the wurds in each pair are alike and huw they are different.
If you don’t kaow for sure abuut any pait, guess where they may fit in the
overview and then cume back o them after reading the matenial w cumplete
the overview and the vocabulary exercise.

biology~my- ology

algac—fungi

achlorophyllous—chlorophyllous

myxomycophyta—eymycophyta

mycologist—biclogist

protista—slime molds

autotrophic—heterotrophic

phycomycates—fungi imperfectae

Though the words are extremely difficult, the students were able to

complete most of the exerdise un the basis of the structured overview
and their own knowledge from previous lessons.

Reading for a Purpose

Finally, the teacher asked the students t read the matenial to com-
plete the structured overview and the vocabulary guide and then to
answer the questions un the board. Given this preparation for the
reading assignment, they aere able to anticipate the vrganization of the
material and to predict the appearance of faus and concepts based on
their knowledge of the ourganization. They were able to answer the
assessment questions with relative ease.

Social Studies: Public Health

As a final example, this lesson was taught by a spedial educauon
teacher to a group of learning disabled students in a middle grade
resource room (Stalcup, 1980). The reading selection was about the
dangers of teenage smoking.

Activating Studemt Experience

As first preparation for the reading assignment, the teacher asked the
students to say all the words they could think of related to smoking. The
teacher listed their words on the chalkboard and they discussed how
each word was related to smoking.
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Expanding and Refining Vocabulary

Duning the discussion of students’ word  sts, the teacher added and
explained a few words frum the selecuon thau the students needed to
know.

Predicting from Experience

Next, the teacher introduced the followi. % exercise:
Would You Say Th «

Dircnuns . Work together o read each statemeri. and deuide un the basis of
what yuu already knuw whether or not you agree with the idea. If you
agree with 1t, put a check 1n the first space. Then if you predict that the
reading selecton wuuld support that stacemen, put a check in the second
space.

Smokers don’t live as long as nonsmokers.

 JP—

20— More teenage girls smoke than do teenage boys.

3 Some teenagers smoke because it makes them feel
older.

4. _Some teenagers smoke because their friends do.

St — Some teenagers smoke because they don’t think about
the dangers of smoking.

(T Poisonous gases in cigarettes can damage a smoker’s
heart, lungs, and brain.

7. Babies of woraen smokers are at risk.

After energete discussiun of theit uwn beliefs and upiniuns about the
statements, the students predicted which of the statements would be
confirmed by reading the article,

Reading for a Purpose

Finally, the teacher directed the students to read the text in urder to
coafirm or reject their predictivns un the basis of the evidence pre-
sented in the article.

Given this kind uf preparauoun for reading, these “learning disabled™
students were eager tu read the matenal, and they were able tu compre
hend the facts, concepts, and values presenied. Further, they gave every
evideace of pleasure and sadsfaction in doing so.
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TEACHING AND LEARNING

Although these instructivnal strategies focus un particular reading se-
lections, it is the process rather than the product of reading that is being
stressed here. The strategies are designed to help students realize the
value of prior knuwledge and experience as a basis for reading and
learning. They learn tu anticipate and predict meaning, based on therr
own priur knowledge and experience, and to monitor their reading tw
detect dissonance ur conflict with what they already know. When what
they are reading doesn’t “*sound rignt™ or doesn’t “squ. ¢ with their
experience,” they seek evidence to correct their understanding or to
resolve the conflict by constructing new knuwledge ur elaborating on
old knowledge. Children du nut come intu the world knowing these
prucesses, they must be learnied. Sume students learn them inddentally
and become proficient readers on their own. Most students would
benefit from lns uction that builds pusitively on the basic reading skills
and provides support for the transition to suphisticated subject-area
reading materials.

In summary, the following ideas shuuld be considered by middle and
secondary schuol teachers as they plan their wontent-area reading as-
signments:

1. Preparation fur reading is an impurtant part of the instructional
process.

2. Simulation of the efficient reader’s strategics helps the learner
understand the reading process.

3. Generation of ideas around an urganizing coneept activates the
learner’s prior knowledge.

4. Prereading discussion of new vocabulary and,'or the vrganiza-
tional pattern of the material promotes anticipation and predicuon
of meaning.

5. Prereading discussion of known ideas related or analogous to
content material promotes anticipatuon and prediction of mean-
ing.

6. Instruction that activates priur eaperience, creates curiosity, sets
purposes, and feeds forward to the content of the text should
occur in every classroom where reading is required for success.

About the Author

Joan Nelson Herber is Professor, Division of Professional Eduvation, ar the
State Unitersity of New York at Bingbamton.
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There it considerable evidence that different 1ypes of questions ehwnt dfferens sypes
of response. If this is so, do the questions we ask in avsessing reading compreben-
sion require different types of responses that must be learned? Junes presents a
varietv )f materials for teaching students bow 1o recognize and respond 10 a
number of different kinds of questions.

Respornse Instruction

Beau Fly Jones

Durkin's (1978-79) landmark findings concerning the lack of com-
prehension instruction in American Jlassroums already have been de-
scribed in the introduction of this book. As important as these
findings are, they do not fully address the range of problems of in-
struction. Achievement in school requires buth comprehension and
the ability to respond to questions about what is read. That is, when
teachers ask students to summarize, to describe, or t compare and
contrast, they expect students’ respunses to be organized in terms of
commonly recognized (iext) structures. Thus, a compare/contrast
question requires a compare.’cantrast text structure, not a descripuon
of a sequence of events. Moreover, teachers expect a certain level of
response: literal, inferential, application, and so on. Yet, these text
structures and levels of processing requirements are almost never
stated as part of the objec.ive or task in most classrooms. The best
students seem to figure out these requirements in a trial and error
manner. However, the national outcry regarding the peor quality of
speaking and writing suggests that the majority of American students
are not fluent in responding to questions requiring writien and oral
discourse.

What is needed as a paralll to comprehension instruction is what I
have termed response instrution. Broadly stated, this is systematc and
explicit instruction to help students articulate, in oral and written dis-

The author wishes to thank the Chicago Public Schuuls and the Center for che Study
of Reading for their support in developing the matenals used 1 chis article.
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course, answers tu questons about what they read. More specifically,
response instrucuun involves teaching students how to structure their
answers su that the answers cover the desired content, use an appropri
ate text structure, and refiect the intended level of response. Techni-
cally speaking, respunse instruction may incude teaching students how
tu answer ubjective questions and analugies as well as how to answer
questions requiring connected oral or written discourse. However,
there already 1s research un respunse instruction for objective questivas
and research on testwiseness and analugies {Salumon and Auchenbach,
1984). Hence, this arucle will focus on respunse instruction for answers
requiring connected discourse.
The article is organized t0 answer several questions:

1. What is the content of response instruction?
2. How should response instruction be taughe?
3, Why should we provide response instructions?
4. When should response instruction be given?
5. Who should teach response instruction?

6. How should response instruction be scored?

After these quesuons are answered, there are three sample lessons.

WHAT IS THE CONTL..T OF RESPONSE INSTRUCTION?

Generally, any infurmaunon that helps students articulate answers to
yrestiuns consttutes repunse insinniion. Consequently, what is offered
below 15 intended w be suggesuve, not definitive. Since responses are
answers to questions, 1tis impurtant to wonsider what ty pes of questions
students must answer as well as the w2r..c of the relationship between
the questions and the wxt. Then e can cunsider ways to help students
organize their answers.

Question Analysis

Armbruster, Anderson, Bruning, and Meyer (1983) have analyzed
over 300 questions in sucia: studies teats tu develop a taxonomy of
questions. Altogether, they define eight types of questions.

time (When?)

location ( Where?)

quantity (Hote much? How mamyé)
name ( Who? Whose?)
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concept identification { What? Which?)

explanation (Why? How?)

description (What 15?2}

comparison (Compare/Contrast? How did X change?)

For each category of question, Armbruster et al. show sysiematically
what informauon s prenided 1n the question and alsu the pattern of ideas
that is required in the answer.

Consider  Why-Conflict™ questions, a subcategory of explanations,
for example. These questiuns typically require that the student identify
the goals and actions of the two ot more parties in the conflict, the
questions provide the definition of the conflict. The question, *“Why
was there trouble between the Indians and the colonists?” clearly
defines the cunflict between the Indians and the colunists. To explain
the conflict fully, the student must explain how the colonists™ actions
interfered with Indian goals and vice versa. The authors argue that
students 1n U.S. history and other fields typically are not taught how
to analyze what a quesuon is asking, find the relevant information or
content 1n the text, and write an .nswer to the question. Providing
explicit in.uuction in question analysis would be a major step toward
response instruction.

Level of Thinking and Text Conditions

Raphael and Pearson (1982} argue that in analyzing questions, it is
cruual to consider the relationship between the question and the an
swer, given the available information. Raphael and Pearsun distinguish
three text conditions. text explicit, text implicit, and script. In a fext
exphust condition, the answer is stated explicitly. In a feat impliit condi
uon, the answer 1s only implied, consequently, the student must use
inferenual thinking. In the .onps condition, according to Raphael and
Pearson, the answer is not in the text, instead, the student must use
prior knowledge. Regarding the lauer, I prefer the term text inade
quaie because it allows the teacher to direct the student to cor<ult
addiuonal texts, as well as prior knowledge, when the answer i, xt
stated in the text or when it is stated so poorly that it is not us; e.
Raphael and Pearsun fuund that teaching students to recognize these
vanous conditions significantly impruved cumprehensiun. They argued
that this instruction made students aware of the need for theit answers
to have different levels of thinking and helped them to analyze the
nature of the available infurmation as a first step toward furmulating an
answer,
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Fraines and Noanlinear Qutlines

Once students have analyzed a question aud have found the relevant
informativa, the next step in respunse instruction would be w help
students urganize their answers. Undoubtedly, guod teachers have
fuund various ways t du this throughout the years. Two concepts are
uffered beluw because they have unly just emerged from research. A
Srame is a set of cuntent spedific questiuns ur categories that an author
ot student uses t urganize the text (Armbruster and Anderson, 1984).
However, frame quesuuns are nut just any questions. They are ibe key
sets uf questiuns that are fundamental to understanding a given disa-
plinc. A wpical frame underlying many narratve texts is the goal-
action vuteume frame, This frame may be used tu understand the be-
havior of vne character in a story or he acuon of one group in an
histurical nacrauve. In this frame, the key questuns are. What are the
guals uf group A? What actions did it wake t achieve its goals? "¥hat
are the results of the actons? Other quesuuns that often ase added to
this frame fur literary narratives are. What were the problems group
A had in reaching its guals? What was the internal response of the
gioup?

When stdents use frames tu help vrganize the text or to answer
questiuns, each frame question ur category has an accumpanying “slot”
vt category that the students use tw fill in the answer o the questions.
Ii. the CIRCA (Collaburation twImpruve Reading in the Content Area)
pruject, invulving the Chicago Public Schools and the Center for the
Study of Reading, we have found it useful w teach students to use
varivus types of nuniinear ouliine sirudures tu accompany each frame.
The vutline structure should reflect the structure of the response.

To explain, rescarchers recenty have develuped a number of innova-
tive systems fur vutlining, analyzing, and respunding tu questiuns. Fur
example, Junes and Amiran (in Jones, Amiran, and Katims, 1984) have
develuped such a system, which they call matrix outiining and analy-
-1 Inthis methud, they teach stwdents w vutline respunses to questons
that ask fur comparisuns by using twu-dimensiunal wables ur matnices.
Cunsider a questiun asking a student w “describe’ (compare) colomal
and lual guvernments in early America before the American Revolu-
uun. The types of government would be the row headings of the
matrix, the frame questions would be the column headings of the
matrix. The three government frame questons are. Who governs?
What puwers du the leaders have? How du they get their powers? (See
Figure 1a, p. 114). Once the mutrix is completed, the student then can
analyze the pauern of informatiou in each column and row by specify-
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ing similarities and difference ¢ lditiunally, the student may use the
matrix structure as the basis fo ,amizing an ural ur written response.
Thus, a row generalization u: probabilizy statement may be a twpic
sentence that is supporied by the infurmatiun in the cells of that row.
Through matrix outlining and analysis, it is pussible tu teach students
to generate numerous high-level generalizatiuns and to vrganize infur-
mation for any number of paragraphs.

Similarly, Armbruster (1980) has develuped an innuvative system of
outlining called idea mapping in which ideas are mapped in boxes ac-
cording to certain rules she develuped. Many of the frames in CIRCA
are modifications of her definition of mapping. A frame that is fre-
quently mapped in the CIRCA project is the problem-svlving frame
(see Figure 1b, p. 115).

To summarize, we have described several concepts and skills that
would help students to respund to questivns. Fisst, it would be useful
to teach students how to conduct question analysis. T is means teaching
students to analyze questiuns for the infurmation they provide and four
the information they require, i.e., the wext structure that is implied or
stated in the question. Secund, students shuuld be aware that quesuuns
require different letels of thinking. giren the text conduion. Third, students
can use frames and nenlinear outline struntures o help organize ther
answers,

HOW SHOULD RESPONSE INSTRUCTION BE TAUGHT?

Teaching Methods

One way to teach response instruction is by providing explusr -
ftruction, as described by Pearson and Leys in this volume. Spedifically,
this means telling the students exactly whatis eapected on a step-by-step
basis, providing guided practice, and then progressing tw independent
practice (Pearson and Gallagher, 1983). Explidit instruction is inher-
endy “.p doren™ instruction in that the teacher begins instruction by
providing general guidclines or rules fullowed by particular examples
and practice.

In contrast, the teacher could sequence the same instruction by using
a “bottom 1p™ approach. In this instruction the teacher begins by elicit-
ing examples of the desired respunse from the class. Each example 1s
examined for its merits. If one example is particularly good, it may be
selected as 2 model respor.sc. Usually, though, the teacher works with
the class as 2 group to formulate a response using the examples as a
basis. Once good responses are vbtined and the students are fairly

122



ERIC

Aruitoxt provided by Eic:

110 Reading, Thinking, and Concept Development

famihiar with the process of furming une, the teacher will elicit some
general rules and guidelines fullowed by guided practice. Many of the
methods aruculated by ontent-a.ea reading teachers involve botom
up nstruction with much emphasis on guiding the students as a group
to figure out the best statement or response.

A . inz 1s another method o f providing response instruction. In this
method, the teacher ideally provides (1) one or more examples of
model. hat illustrate varivus features of the expected responses,
(2) wmuients that Wdenufy exactly what is gu.d about each response,
(3) sample thinking proce-ses used to arrive at the response, and
1) guidea pracuce with ample uppurtunities for editing, revision, and
correction »f errors.

Qther Characteristics

It 1s cruaial that respunse instruction should be content driten in two
important ways. First, the wntent always should determine the pre
scribed text structure, regardless of its level of difficulty. That is, if the
first chapter of the course fucuses on questions about causal interac-
uons, the teacher shuuid nutinvent sume description questions because
descripuve text structures are easies t teach compared to cause//effect
or explanauon text structures. He or she should deal directly with
causal analyses because that is the content in question. Second, the
instruction should focus on teaching text structures as a means to under-
scanding the content, not as an end in itwelf. It is very easy to lose
balance hete, one must constantly emphasize that text structures are
merely a means of expressing ideas. Thus, instruction and correction
of errors should constantly relate to the flow of ideas.

It 1s also crucial that response instruction involve a great deal of
mierasnon with the students, regardless of the teaching method se-
lected. Tuat 1s, the teacher should frequendy ask students to summa
rize, paraphrase, explain a puint, defend an answer, or provide addi
uonal examples if the instructivn is direct ur involves modeling. The
bottom-up approach is, of course, inherently interactive.

WHY SHOULD WE PROVIDE RESPONSE
INSTRUCTION?

The answer to this question has to be sumewhat anecdotel. In the
.ourse of dung experimental research, I was an observer in a high
schoul that 1s recugnized nationally as being outstanding in terms of
student scures un the essay cwmpunent of cullege entrance exams,
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college acceptance, and scholarships during ollege. What I saw sur-
prised me at the time. On the day before a test, a teacher told the
students what content tu wover in the essay question and what para-
graph structures to use throughout, paragraph by paragraph. I lacer
iearned that this training was part of a concerted schoolwide effort tw
train students to write a highly structured five-paragraph essay n all
content areas. Similar procedures were followed for the jurnior term
paper, including a 10-page handuut spedifying not unly the content
coverage and essay structure but alsu notetaking and studying proce-
dures. Since then, I have discovered that there is a rather stable relauon-
ship between outstanding achievemient amung students and the type of
response instruction prescribed above. Obversely, there seems to be an
equally stable relationship between what Spady (1981) calls “‘vague-
referenced” instruction (particularly regarding respunses) and low
achievement.

More recently, Bloom (1984) has been studying fur several years the
background of outstanding persuns in all fields (musicians, chess play-
ers, scholars, etc.). He has found that what they have in common
educationally is wutorial instruction, which is maximally high in provid-
Ing cuer as to what must be learned and the criteria for evaluauon,
participation (time on task), «wrration of errors, and positire reinforces
men! It would seem that respunse instruction constitutes a substantal
part of a tutoring model of instruction.

Additionally, Bloom has cmpirically established that the achieve-
ment level of students taught by the wtorial model ss two standard
deviations higher than that attained by traditional jnstruction. Cur-
rently, he is engaged in establishing what variables of instructuon 1n
typical classrooms might be altered to move the level of the average
student toward the level of the most talented. Two variables that he has
defined thus far are enbaned wgnitite entry lerel, which teaches scudents
the prerequisite content and skills they need for a given course, and
quality of indruction, which secks to provide high levels of instructional
cues, participation, correction of errurs, and pusitive reinforcement for
whole groups.

Providing response instruction would generate the fulluwing.

1. high levels of cues, because the teacher tells the student directly
what is to be learned and how tu respond in order to attain the
highest criteria of excellence

2. high levels of participation, because each student in the class re-
sponds to written questions, and responding is, by definition,
participation
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3. high levels of correcung errurs, because the student is given the
crtena for cofredting erfors in respunses, is actively involved in
an editng, revision prucess before submitting a final version, and
often works to improve the version after it has been evaluated

4. high levels of reinforcement, beconse the teacher’s role is that of
helper and colleague in response instruction.

WHEN SHOULD RESPONSE INSTRUCTION BE GIVEN?

Elsewhere Junes, Friedman, Tinzmann, and Cox (1984) have argued
that nstruction fur any given segment of texc should involve three
phases:

1. Readire.s insirnion, which secks to preteach difficult vocabulary,
relate the content to what is known, provide a purpose in reading,
analysis of questiuns, and possibly estimate the likely response
furmat on the basis of analyzing the question or surveying the
features of the text such as titles and pictures

2. Comprehension nstrianion, which helps the student with “on-line™
prucessing duning reading as well as with constructing meanings
from text after reading (“‘in-depth’ processing)

3. Response snstruetion, which helps the student respond to questions
about the text,

Thus, 1n one sense, response instruction actually may begin in the
readiness phase if the students analyze questions befure reading (e.g.,
a question asking the student to explain the effects of an event implies
a cumpare, contrast text structure). Therefure, une purpose in reading
would be t nute the similaritues and differences because the student
must compare X before and after the event. The main thrust of re-
sponse instruction, however, is after reading.

WHO SHOULD TEACH RESPONSE INSTRUCTION?

The answer tu this queston is unequivocal. everybody—teachers of
students frum k.ndergarten through graduate school in all subject
areas. One of the reasuns why instruction has become su fragmented
1n recent years is that cuntent teachers often expect the reading teacher
or the English teacher t provide all of the writing instruction. Yet, this
15 not pussible because respunse instruction shuuld be cuntent driven,
and teachers whu teach reading, language arts, or English frequently
are nut suffiiently well versed in the content areas to teach the content
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and text structures needed for effective instruction. Essenually, a plea
for response instruction is a plea to integrate the teaching of wniing 1n
the content areas with the concept teaching of reading in the content
areas developed by Herber and cthers in this book.

HOW SHOULD RESPONSES BE SCORED?

Although there already are some excellent methods of scoring wntung
available, most of these were develuped fur the purposes of teaching
composition, not a content subject. Scoring need not be complex, nor
is there only one method. Perhaps the easiest method is to make brief
outlines before teaching of the key points in the content, the key text
structure elements such as the use of a specific text structure plus
appropriate markers, and the level of response. These vutlines should
be the basis of teaching as well as of scoring. Moreuver, while there are
any number of ways to weight the various sets of scores, content cover-
age and level of thinking should receive the highest weights. An exam-
ple of scoring an essay on the interaction of the Indians and Eurupeans
in the New World is shown in Figure 2a (p. 116). A more systematic
method developed for matrix outlining and analysis is shown 1n Figure
2b (p. 117).
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FIGURE 1A. GOVERNMENT FRAME USING MATRIX
OUTLINING AND ANALYSIS (frum the CIRCA Teacher's Manual,
U.S. History, Grade 7, reprinted with permission)

Folitical Essay, Part 1 Unit 2: ULesson 2

The Two Levels of Colonial Government

O

ERIC
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Governing Unit Power(s) Source of Power(s)
r —
1| governor (can veto laws) (from the colony's
R owner)
s
T council (passes laws for the (from the colony's
L entire cololny) owner)
E
Vv | assembly or {passes laws for tie (elected by the
L ] legislature entire colony) colonists)
L
S { county and town (nuke decieions on (elected by the
EJofficials local problums; colonists)
C vote for goverament
0 officials)
N
D | people at toun (make decisions on (by living i{n the
rectings local problunms) town) [ not in the
L essay)
E
Vv juctices ot the {rake decisnions (appointed v the
E | prace that atiect small governar)
L arvas of a colony)

EXPLANATION

1. You will use the goveramest frame to record what you learn about

kxkk END Rk

government in the English colonfen.

Z. England set up two levels of governrent in its calonies;
therefore, the governsent frame is divided into twoe parts.

3. The people who governed at the two levels are listed in the
"Governing Unit” coluzn of the government frame.

Copyright (© 1984, Board of Education, City of Chicago, and Center for
tre Study of Reading, University of Illinois, Urbana-Champaign

BEST COPY AVAILABLE
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FIGURE 1B. FILLED-IN PROBLEM-SOLVING FRAME
(from the CIRCA Teacher's Manual, U.S. History, Grade 7,
reprinted with permission)
Part 1, The First Presidency Unit &4t Lesson 3

Questions for the Problem-Solving Frame

1. Who had the problea?

Problen

(national government)

2, What was the prcblea?

(a large national debt)

3. What caused thia problem?

(debts frem the Revolutionary War
such as loans from other ¢cun-
tries, loans from American cit{-
zens, back pay due to soldiers,
and overdue bills from merchants)

4. What were the negative effects?

(America was a bad credit risk;
other :sountries would not lend
money to the new nation; Americans
were fearful of {nvesting their
ronzy in the government.)

Attempted Solutions

5. What actions were taken to
solve the problem?

(Tariff Act passed)

(Hamilton proposed a fipancial
plan to-=

1. pay war debtx in full
2. assume var debts of the states
3. establish a National Bank

4. pasa an ¢xcise tax on whishey.)

6. What were the resulta of theae
actiona?

(raised some funds but not enough)

{greatly {mproved the nation's
credit racing, but many Americans
and Europeans continued to
distrust America's financial
cendition)

(1led to the Whishey Rebellion in
Pennsylvania)

AEAR END hank

Copyright © 1924, Board of Education, City of Chicaqo, and Center for
the Study of Reading, University of Hlinois, Urbana~Champaign
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FIGURE 2A. SCORING PROCEDURES USED FOR AN ESSAY ON
CAUSE-EFFECT RELATIONS (reprinted with permission)

Exploration Test: TM=4

Paragraph Question (26.-31.)

Directions - WRITE a paragraph that summarizes the results of the economic

interaction of the native Americans and the Europeans in the New World.

The topic sentence has been written for you. Use the following steps to

construct your paragraph: |
{

Step 1. SIMMARIZE the results of the econonic interaction for the
Indians in a sentence or two. INCLUDE at least two results.

Step 2. SUMMARIZE the results of the econonic interaction for the
Europeans in a sentence or two. INCLUDE 8t least two results.

Step 3. CONTRAST the results for the Indians and the results for the
Europeuns in a sentence.

REMEMBER that you can earn benus peints by including extr . information
and by constructing a well-vritten paragraph.

SCORING KEY

step 1 Indian results 2 points 1 bonus point
~ traded away their land for two for third result
~ driven from their land results

= conquered by the Europeans

Step 2 European results 2 points 1 bonus point
= found gold and silver for two for third result
=~ pecame wealthy and powerful rusults

~ Spain established a large empire
in Central and South America

Step 3 Contrast of revules 2 _points
= Indians hurt by conflict
- Europeans helped by contlict

Award one or two bonus points to a paragraph it it includes “something
extra,” such as supporting details, a genvralization, or a connecting
sentence.
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FIGURE 2B. SCORING CARD USED WITH MATRIX OUTLINING
AND ANALYSIS (reprinted with permission)

CONPARE=AND=CONTRAST ESSAY (CAC) CHECKLIST

INSTRUCTIONS. One checklist and grade sheet below will be used by your
teacher to grade your CAC. As you write use the structure (5) column as
a checklist to make sure that you have the correct number and types of
sentences for each paragraph. After you have completed your essay, make
a check (v) in the column labeled (S) for each sentence that is present,
sccurate, and properly positfoned. Each sentence does not necessarily
have to be in the order 1isted as long as it is well=integrated in the
paragraph structure. However, {f the sentence is grossly out of order,
nake an "X" in the (5) column and do not count it as a credit. The number
of checks will be the number grade you recefve for Structure. Qualit
w{ll be assessed by the tcacher according to the criteria in the right
column. Quality scores for cach zentence €0 in the column marked (Q).

INTRODUCTORY PARACRAPH ( 1)
Introductory scntences

o

Grabs rcader's attention; sets
stage (20)

Ohvious (1); Original (2-3)

Specifics sims./diffs. (3);
Discovery gen. (5)

tiention of attribute cate-
gories (1)

Transftion sentence Llement from Intro (1);

Element from par. 2 (1)

Explanation of the title
Thesis statement (col. jen.)

Q | CRITERIA FOR GRADING QUALITY
Statement of purpose

FIRST MIDDLE PARAGRAPH ( 2)

Topic sentence Makes conparative statement (37
Specifies sims. (2); Speciffes
ditts. (2); Finds underlying
corte vle. (%)

Adequate (1) Cood (2)

Aequate (1); Cood (2)

Literal or paraphrase (1);
Analytical (2=3)

Llemcnt from 2 (1); Element
from 3 (1)

*Use of sipnal words Appropriate Use (1=2)

betail, example or quote 1}
Detail, erample or quots . 2
Wrap-up sentence(s)

Transition scntence

[ 1111

SLEOND NIDDLE PARAGHAPH { 3)
Topfc scntence Nahes corparative statement (3);
e e e W

COMCLUSION ( 5) - e

Restatenent of thesis Review (1); Paraphrased revicw (2)

{
{

*Col. relatfonship gencraliz'tn [ ||~ 1 obvious (1); Shows fnsight (2-3)

Causal {nference 11| Obvious (1); Shows insight (2-3)
Supporting evidence: || Weak (1); Strong (2-3)

Probability staterent {1 | obviocus (1); Shows fnsight (2-3)
Supporting evidence: | J} | Weak (1); Strong (2-3)

Closing staterent | Appropriateness (1)

*Use of signal words |~ | Appropriate Use (1-2)

*Optional
Copyright (© 1982, Beau Fly Jones
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OVERVIEW OF A SAMPLE LESSON SUMMARIZING AN INTERACTION FRAME

Grade levels: 7-8 Subjecs: United Stazes History
Queston/1ask: Summanze the interacuon frame for the International Essay on the French and Indian War.

Interaciion frame: Much of history involves the interaction of tuo or more groups of people. A useful way to comprehend
descripuons of these interacuons 1s to use the interaction frame. In its simplest version, this frame involves asking the
following questzons: (1) What are the goals of each group? (2) What actions did each group take to reach its goals? (3) What
was the nature of the interaction? (4) What were the results of the interaction for each group?

Text structure: Compare/contrast Time: One class lesson

Matertals: The matenals for this lesson were taken from the CIRCA project, the Collaboration to lmprove Reading in the
Cor -nt Area. The collaborators are the Chicago Public Schools and the Center for the Study of Reading, University of
Ith: - , Urbana-Champaign. CIRCA matenials consist of a Summary Text, which includes summary essays on each period of
Ui - - States history, a Teacher Manual, which provides gudelines for in-depth instruction for each unit, and Student Notebook
The .naterials are used in conjuncuon with regular classroom textbouks. The materials shown are from the Teacher Manual

Teaching procedures
1. Ask the students to surtey the utle and subutles from the International Essay in the CIRCA Summary Text (not shown).
2. Elicit from the students:
o predictions regarding the content of the essay.
e 2 ratonale for which frame to use (the interacuon frame, because the essay deals with the interactions of the French.
Indians and English/Colonists during the French and Indian War).
3. Ask the students to read the essay, correct their predictions, and add any new information.
4. Guide the students to map the ideas from the essay into the interaction frame ir, Activity A (Figure 3a, p. 119).
S. Guide the students to construc a summary of the interaction frame (Figure 3b, p. 120).

Note that this lesson provides readiness 1nstruction, comprehension instruction, and response instruction. Response instruc
uon actually begins during readiness instruction when the teacher asks the students to use the title, subtitles, and graphics
to decide which frame to use. The steps above are paraphrases of the actual instruction.

131




Response Instruction

119

FIGURE 3A. INTERACTION FRAME FOR THE INTERNATIONAL
ESSAY ON THE FRENCH AND INDIAN \WAR
(reprinted with permission)

International Essay, Parts 1 and 2

The French and Indfan War:

Unft Z: Lesson 16

Lonflict over the Ohio Valley

Allfes: Frglish/Colonists

GOALS

———

England wanted 1o clafm the land
in the Ohic Valley.

The colonfsts wanted to settle
in the Jhio Valley,

Interaction: cConflict

Allfes: French/Indians

GOALS

France wanted to claim the ohfo
Valley, hunt for furs, and keep
the English colonists out.

The Indfans wanted to keep their
land in the Ohio Valley and keep
Enplish colonfsts out.

Eoglich/Colonint
(clagrmed Ohio Valley)

Ohio Valley)

French 1o leave)

(tricd to settle in ——

French/indians

Crommns e (¢1aired Ohio Valley)

(build tur trading poststo
prevent knglish colonists

Irom moving westward)
{sunt troops warning 4<}I—(meﬂu refused to leave)

French und Indian War Brohe Out, l16R9

dfcaty of Paris Sipned {n 1761

English/Colonial Results

England .

~England won the war.

~England got the lund In Canada
and east of the Missiscippt
River.

=England becase the rajor Euro=
pean power in North Arvrica.

=Inference: England lowt some of
fts power over the colonive.

Colonists

=Colonists grew rore independent
of England,

~Colonies becare more unificd
with each other.

~lew lands in the west were
opened for settlement by the
colonists.

French/Indfan Results

France

TFranec lost the war.
=France lost Canada und all of
the territory east of the
Missisngppl River,

lf\di.i*h:
=Indfan tribes lost thedr land
in the Ohio Yalley,

aaxk END pana
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City of Chicago, and Center for

the Study of Reading, University of IV inois, Urbana-Champaign

ERIC

.

132

BEST COPY AVAILABLE



120 Readmg, Thiking, and Concept Development

FIGURE 3B. RESPONSE INSTRUCTION FOR SUMMARIZING AN
INTERACTION FRAME (reprinted with permission)

Internat fonal basay, Tarts 1 and 2 tnit 23 Lesson 16

Exarple Surmary

The Prench and laddan war began oset the ewnership and use of the land
and resources in the ohio Valley. On one side of thye conflict were the
Engiish and the colonists. On the other side wefe the French and the Indians.

What wverc the goals of cach group?

The goal of England und the colonists wus to claim the land {n the
Ohio Valley and estabiish settlements there, The goal of the French and
Indians was also to clait or keep the land in the Ohic Valley and to keep
the English colonists out.

(Why did the goals of the two groups of allics lead to a conflict?)

The shared feal, te clain the Ohio Valley, led te a conflict interaction
because each Pair of allies wanted to use the land in a way that interfered
vith the wishes of the other pair of allies. For exarple, 1f the English
4nd colonists built settlements, less land would be available to the Indians
for hunting of to the french for fur trapping. Therefore, the French and
Indfans wanted to heep the Erglish colenists out of the Ohlo Valley,

(What actions and responses did each group take to reach their goal?)

To reach thelr goals, the colonists tried to suttle in the Ohio Valley
and the French bullt fur trading Posts to prevent the Eoglish colonists
from poving westward. The Eoplish responded by sending troops warning the
French o feave the Ohde \alley, but the French refused. Comsequently, the
Fretch ond Indian Wer began and eiventually caded with the sipning of the
Treaty of Paris in 1763,

(What were the tesults of the war and treaty for England, France, and the
Indians?) -

As 8 result of the war and troaty, Logland won the war, tock control
of most of the iand in horth Amcrica, and became [he Fajor European power in
rorth Amcrica. ©On the other band, France lost rearly all of fts land
clatms in dorth A rics and the lpdian tribes who had supported them also
lost their lands in the Ohde Valley.

Copyright © 1924, Board of Education, City of Chicaqo, and Center for
the Study of Peading, taiversity of Nlirms, Urbana=Champaign
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OVERVIEW OF A SAMPLE LESSON USING MATRIX OUTLINING AND ANALYSIS

Grade levels: 4-8 Subject: Literature

Question.1ask What techniques did the author use to reveal the character traits of the main characier? Cumpare, contrast
characters 1 and 2 with regard to character traits.

Text structures: Description; Compare/contrast Time: Variable

Mazerial. The materials for this lesson are from the Chicagu Mastery Learning Reading (CMLR j buuk Appiying Comprebension
Insiruction 1o Fiition and Nonfiution. The first part of this buuk is devuted to a series of generic acuvities that systemaucaily
atilizes two progressions (1) frum speaking tv writing, and {2) frum description 10 compare, contrast. The senies shown in
Figures 4a and 1b seeks to apply the cuncepts of character traits from CMLR to literature. The instrucuon begins by reviewing
typical character traits vrally. Then two ur more characters are idenufied. The lass describes each character at length through
discussion, and the teacher helps the students urganize the infurmatiun in the maurix. Then, the mauix 1s used as the basis
for writing paragrapks.

Teaching procedures
1 Retien the concept of character procedure traits, and discuss the difference between mouds, character traits, and facts about
a character. (This procedure is optional, but many students have difficulcy with this task.)

2. Hdentify the characters o compare.’contrast, and write them on the chalkboard in a matrix such as Figure 4a (p. 122).

3. List the traits for each character.

1 Din.. how each trait was revealed (e.g., authur’s statement, mewphor, dialugue, character’s acuon, etc.), and wrie them
in a matrix such as Figure 4a.

. 4sk the students to describe the traits of character 1 using the writing paradigm in Figure 4b (p. 123).

- Review the signal words for compare/contrast paregraphs (see Figure 4c, p. 124).

- Ak the students to .ompare.’\ontrast traits of characters 1 and 2 using the writing paradigm in Figure 4d (p. 125).

134
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FIGURE 4A. CHART OR MATRIX SHOWING CHARACTER
TRAITS AND AUTHOR'S TECHNIQUES FOR EACH CHARACTER
(reprinted with permission)

fangueps Arts Activitices Fey=2

for Tictien
CHARACTER TRAITS

Have the students list the chardcter traits on a chart.

;
“e

Fable Jond Mary
brave cowardly honest
glooey cheerful brave
1rpalict fricndly chieerful
loving rean friendly
suspicious irresponstble neat
responsihle destructive patient
self=reliant bragging modest
loving

ravk 4 dircunsion of the characters® similaritivs and differences

Analyzing Character Traita

3y the students <nalyse each chardcter's traits by connecting the
traits with tur cbaractet’s actions and the ITvadsons for theae actions.
tor enavplel

Character Action Redason Traft
Dan fte leaves hin Be wants the trichy
pen. detective o cunning
e misled.
the He segx the he assumes that smart
detective pur Znd assures the vitnesses alert
Ten i3 trylng to will try to
be risleddirg. trick hir,

d4scuss.
analyzed.

Copyright @ 1982, Board of Educscton of the Lity of Thicage,

Cnicage, I1liross

Publisted by Mastery [ducation Lorp.

Continue this chatt forr with edon of the actions the group wishes to
211 the mator characters involwed in rach actfcen should be
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Response Instruction 123

FIGURE 4B. INSTRUCTION FOR WRITING A DESCRIPTIVE
PARAGRAPH (reprinted with permission)

Language Arts Activities F=4=3
for Fiction

CHARACTER TRAITS

Writing a Character Traft Paragraph

1. Have the stuydents write & paragraph deseribing a character trafc.
Use the chart on F-4=]1.

2. Explain that the paragraph should contain the following:

* & tople sentence stating the character's namey the bool title,
and the traic

+ details showing how the traft was revealed-=should be varted to
include a character’s action(s), a character's dialog or thought,
and direct statement of the author.

3. Explain that the paragraph should leok 1lfke this:

Topi¢ sentence defining the character, book title, and traft

Elaboration of the topic sentence (e.ges the author
shows the generosity of a character by his/her direct
staterent and by the character’s actions and dialeg)

1. Exarple or quote showing the charactec's actfons
are generous (e.g., the character spends a lot of
time raking & gift for a friend)

<. Example or quote showing the character's dialeg or
thoughts are genercus (e.g., the character says, "1
really enjoy making things for other people.'™)

3. Exsrple or quote of the author's dircct statement
{e.ges the author says that the character "was &
kind and generous person™)

S

4. fofnt out, where appropriate, that thisparagraph fs fdenticel fn
»trutture to the paragraph abour rood.

Copyright (@ 1992, Board of Education of tre City of Chicago,
Chicage, Illnois
Publisted by Mastery Education Corp.
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FIGURE 4C. FRAME OF COMPARE-CUNTRAST SIGNAL WORDS
(reprinted with perraission)

Language srts Activitics F=i=4
for Fiction

CHARACTER TRAITS

Coapar ing and Contrasting Character Tralts

1. Have the studerts write a paragraph showing the sinilaritfes and
diftercnces between two characters,

2. 1ist the corparc-and=contrast signal words on the chalkboard.

in contrast (o) like/alike
whereas as

in opposition (to) both/and
unlike also

than sirdlar/similarly
while fdentical

but although
compared to reserble
different/ditferumce share

however the samc as

on the one (other) hand have in common

1, Eaplain that a compare=—sad=contrant chatacter traits paragraph should
contain the followiny:

+  an Introductery schtence tdemtifying the characters and title of
the book

+ a general state-cnt sumsarizing how the characters are simflar and/or
dif ferent

« a more speciife, but still gencral, statecent telling how the
characters are sinilar

« detalls supporting the pencralization tegarding sinilarities
+ & secopd gt o -1 statement statiog how the characters are Jifferent
« details supporting the generalizarion regstdlog ditferences.

Copyright © 1982, Board of Education of the City of Chicago,

chicago, 1llinois
Pubiished by Mastery Education Corp,

e 137

Aruitoxt provided by Eic:




Response Instruction 125

FIGURE 4D. INSTRUCTION FOR WRITING A COMPARE-
CONTRAST PARAGRAPH (reprinted with permission)

Language Arts Activitics Fu4=5
for Fiction

CHARACTER TRAITS

4, Explain that the paragraph should have the tollowing structures

Introeductory sentence fdent{tying the characters and the title
of the book

. .w

Generalization summarizing how the twe characters are altke (e.g.,
both are tndependent) undfor different (¢.g.s one 1% indupendent; the
other is dependent)

1. Cencralizatfon stating how one knows both characters
are independent (e.g., both think for themselves)

a. Example or quote trom the book for character A

b.  Exarple or quote from the book “hardcter B

2. Generalizatdien showlng how tne characters are different
(.., whervas character A fs independent aud thinks for
Rimvelt, character o s dependent and relies on the opinfons
of othery)

4. Exarple or quote trom the book for character A

b.  Erurple or quots tror the book for ¢haracter 8

- ——————— o

Copyrigtt @ 1962, Doard of Education of the City of Chicage,
Chicago, Illinois
Published by Iasterv Fducation Corp,
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OVERVIEW OF A SAMPLE LESSON TO COMPARE/CONTRAST VOCABULARY TERMS

Grade level: 6 Subject: Reading/Social Studies

Question/task. Learn a list of related geography terms. Be ready to compare/contrast their meaning.

Instructional strategy. Often when teachers ask students to learn a list of vocabulary terms, they do not state explicitly that the students
should be prepared to compare/contrast related terms, or tell them how to study for such a task. In the instruction that follows,
response instruction is only one step out of a seven-siep study procedure. In preliminary instruction, the students are given the seven
steps in two phases: a comprehension phase and an in-depth study phase. The comprebension phase has five steps: (1) read definition,
(2) paraphrase it, (3) extract key words, (4) establish category label and sort the list of words into categories, (3) establish the related
words. The study phase involves (6) compare/contrast and (7) corrective review:.

Text siructure: Compare/contrast Time: One class period

Materials: The materials for this lesson were taken from the Vocabulary Learning Strategies strand of Chicago Mastery Learning Reading.
The lesson is from a long unit on categorizing geography terms. In this unit, the students are given a long list of alphabetized words.
Many of the words are familiar. The students are required to look up the unfamiliar words and relate them to the familiar words
by establishing the category label and familiar unrelated words. At this point, they are ready to compare/contrast.

Teaching procedures

1. Provide the students with an alphabetized list of related geography terms: e.g., acid rain, bayou, butte, canyon, channel, conserva-
tion, continent, crater, delta, desert, drought, ecosystem, endangered species, erosion, food chain, gulf, island, isthmus. \1~0te that
the list contains both familiar and unfamiliar words.)

2. Explain that each of these words are related to one of three categories: land formation, water formation, or ecology. Explain that
studems will categorize the related words into one of the three categories using the seven-step procedure.

3. Explain that the students will first work through four comprebension sieps. Read the definition (which is provided for them). Paraphrase
it (using five rules for paraphrasing provided in the materials). Extract the key words. Establish the category label (land formation, water
formation, or ecology factor) and sort each of the alphabetized words into one of the three categories.

4. Identify closely related terms within each category (e.g., butte and plateau, bay and gulf, peninsula and island).

5. Ask the students to write compare/contrast summaries for each set of closely related words. Use the thinking/writing model in
Figure 5a (p. 127) as an example. Follow this with the exercise in Figure 5b (p. 128) for each pair/set.

Q:

i

Response Instruction 127

FIGURE 5A. RESPONSE INSTRUCTION TO COMPARE-
CONTRAST GEOGRAPHY TERMS (reprinted with permission)
Comparing and Contrasting SA=5-3

“ATEGORIZING

LXAMPLE

butte - a hill that rises sharply from the flat
has a flat top, stecp stdes * area around 1t and

plateau ~ a large, raised or clevated section of flat land
Ask yourself. How are they the same?
Compare:

Both a butte and a plateau are flat, and
they are ralsed above the sutrounding land.

Ask yourself: How are they different?

Contrast: A plateauw is a jarge section of land and

a butte fs not,

Suzmarizing Sentence: A butte and a4 platvau are both a type of

ratsed, flar land, but a plateau ys larger
than a butte,

Explanatfon: Both butte and plateau belong to the same catepery called
land formations. They are alfhe bucause they are both rafsed, flat areas:
however, they are different because a plateau is larger than ; butte )
Because you comparcd and contrusted the terms, vou now have a yorkd :
knowledge of the terms butte and plateau. reine

In the following activity, you will yse the Compare and Contrast

Strategy to help you distinguish . e
between twn <imilse ehina pulsh or :ell.thL ltkeness and difference

-




FIGURE 5B. PRACTICE EXERCISE IN RESPONDING
(reprinted with permission)

Comparing and Contrasting SA=5=3

\

|

128 Reading, Thinking, and Concept Development
|

; CATECORIZING

|

EXERCISE B INSTRUCTIONS

1. WRITE a Compare statement for cach set of terms.

2. WRITE a Contrast statement for cach 8ct.

3. WRITL a surmarizing sentence, Try using visualizing to help you
write your summarizing sentence.  The first pair has been done

for you.

LXERCISE B PAIRS

1, bay/gulf
Compare: A bay and a gulf are alihe in that they ure both bodies
of water and they are both parts of an ocean, a sea, or
a lake,

Contrast: A bay and a gulf ure different in that a bay fs smaller
than 4 gulf.

Sentence: A bav and a gulf are bath bodfes of water that are a
part of A spd or 40 ocedan, buat 4 buy Is spaller than

a gulf.

2. peninsula/island

Compare® A . navruta and cuand aie_acedbe en that beth are an

area ok vavd wimvoandod by wates

tonrraser Toe dekderence botuven *le fuwe oar an eséand @A an arca

o fard that a8 complotedy sutrcunded by wnten. A

renotadd o8 an area of rand that o8 abrest surrounded

by vnten.

Sentencer A pesnnoda and an o davd ave bedl avvas of fand

wrrcunded by axten. bat a renocada o8 abrost survounded

b wnter and an osfand a8 corvfetedu wrrcunded by anter.

Copyright © 1984, Board of Education of the City of Chicago,
Chicago, I11inois
published by Mastery Education Corp.
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Part II1
Interactive
Comprehension
Strategies

A frequent obstacle to the improvement of comprehension is the
concepuon of instruction as something that is externally mctivated
by the teacher, 1s likewise targeted by the teacher to a specific objec
uve, and 1s immediately measurable so that there is evidence that
learning has or has not occurred. Such an instructional concept
minimizes student-teacher and student student interaction. This
mechanisuc interpretation of instruction alsv is being challenged by
the newer cogniuve psychulogy—oune that views effective learning
as essenually self-motivated, as cunscivusly monitored by the learner
toward mululevel guals, including that of the teacher, and as trans
ferable to other learning situations.

The artcles in this section illustrate teaching approaches designed
to persuade the learner to assume moure and more responsibility for
the structuning of effective comprehension processes. Instruction
moves from carefully modeled desired behaviors by the teacher to
guided instruction and then to independent action by the students.
Each approach emphasizes making the learner “"aware of thinking”
—a nouon often currently referred to by the formidable term meta
cogmiton— through much classroom dialogue and discussion as the
strategies are being develuped. Since the learning involves general-
1zable strategic processes, the learning vutcomes tend to be highly
transferable and hence functional.

The concept of teaching reflected in these articles is one of a
teaching-learniag partnership. If the challenge of such a cognitive
concepuon of the teaching-learning task in developing comprehen
sion and thinking strategies is accepted, then the prospect for beteer
comprehenders and thinkers in our schools is encouraging.




|

Teachers may propose reading strategies, but students dispose of them. Can
students be taught not only to beome aware of and undersiand effecive wompre-
hension and cognitive strategies, but to acvept them and 1se them? Party describes
a learning teaching model that features student-teacher and studens-siudens
interaction in a series of classroom dialogues and guided practice sessions that
bate been shown 1o belp students become self-generated reading strategusts.

Using Classroom
Dialogues and Guided
Practice to Teach

Comprehension Strategies

Scott G Paris

In most schools in the United States, reading instruction is surprisingly
similar. More than 90 percent of American school children use basal
readers and workbooks, and teachers’ main instruction revolves around
passages and exercises from these texts. Most teachers divide their
students into small reading groups, based on children’s abiliues, and
emphasize oral reading for young readers. Beginning readers also prac-
tice word attack skills, phonics drills, and sight vocabulari. s, older
children spend more time on solitary drills such as silent reading and
workbook exercises. Despite the widespread use of these methods,
recenu research has revealed that little instruction on comprehension
skills occurs in these classroom routines (Durkin, 1978-79; 1981).
Teachers may mention strategies occasionally, but they mostly follow
advice in the teacher’s manuals and ask questions about the content of
the basal passages. Students are expected to acquire effective compre-
hension skills through practice without being taught specifically how o
scan, reread, elaborate, or summarize information.

The problem, of course, is that practice is not sufficient for many
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134 Readinig. Thinking, and Concept Development

students. They never acquire effective rcading strategies. This is a
paradux because research has shown that strategies can be powerful aids
t reading comprehension, studying, and learning (Brown, Arm-
bruster, and Baker, 1984). The timing is even more puzzling because
<hildren from 8 w 15 years of age are capable of learning a great deal
about problem-sulving strategies (Gagne and Dick, 1983, Paris and
Lindauer, 1982, Resnick, 1983). Why do teachers fail to teach children
about cogmitive strategies at just the right time in their development
and schouling? The reasons may be due in part to the lack of informa-
uon 1n professivnal raining and published materials. Or teachers may
think thac children are not ready to learn about strategies in elementary
grades. Or they may think it is tou difficult to teach students these kinds
of abstract reasuning. Whatever the reasons have been, it appears that
vur expectations were tou pessimistic. Research during the past five
years has shuwn repeatedly that students can be taught to use reading
strategies through direct classtoum nstruction (Pearson and Gallagher,
1983 . But before I present sume practical teaching methods, I want
to discuss sume cnteal aspects of reading strategies and guided instruc
tion.

READING STRATEGIES

There are many general reading strategics that we expect students to
learn. Some oceur befure reading, sume “on line,” and some are ap-
phed after the text s read. Cunsider the kinds of strategies that teachers
would like w0 observe in 10- to 12-year-olds. Skilled readers might
evaluate the task, examine the tupic, and estimate the ditficulty before
reading. They might pause as they read tv check on their understand-
ing. They alsu probably will make inferences, rercad parts, and summa-
nize the main puints when they finish. Brown, Palincsar, and Arm-
bruster (1984) reviewed many reading curricula and identified six
fundamental comprehension strategies:

. understanding the purposes of reading

. activating relevant background knowledge
. allocating auention to main ideas

. critical evaluation

. monitoring comprehension

. drawing inferences

CN WA B W N —

These cumprehensiun activities are impurtant because strategic read
ing leads tw self-directed learning, and itis not surprising to find consen
sus among various curricula. But, despite identification of relevant
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Using Classroom Dialogues and Guided Practive 10 Teach Comprebension 135

strategies, there are few methuds recugnized for teaching the skills o
students,

The critical problem is how to make these invisible cugnitive pro-
cesses meaningful w students. Researchers have ubserved that children
can be trained to use cognitive straregies tu impruve actenuon, mem-
ory, and communication by becoming aware of what the strategies are,
how they work, and when to apply them (Paris and Lindauer, 1982).
Children need to evaluate their uwn comprehension, plan sequences of
actions, and regulate their reading behavior to adjust o changing con-
ditions. These kinds of reflection on one’s vwn thinking are called
melacognition. Awareness of various strategies and the benefits of using
them appropriately are important for learning how tu use cogmuve
strategies independently. Independence is required so that scudents do
not rely on teachers’ help to analyze text and to sulve comprehension
difficulties. Strategic readers have the knowledge and motivation (o use
the strategies as self-directed aids for learning.

What kinds of metacognitive knowledge underlie the acquisiuon of
reading strategies? There seems to be three categories of infurmauon
that students need to acquire (Paris, Lipson, and Wixson, 1983). The
firstis called declaratite knowledge and reflects “"knuwing that™ proposi-
tions about reading. For example, children learn that tides provide cues
to meaning and that there are differences between fiction and nonfic-
tion. The second category of information refers to "knowing how,” or
procedural know ledge. For example, children learn how to skim by read-
ing only occasional, “*high-information™ words. The third category of
information is knowing when to apply strategies and why they are
effective. Paris, Lipson, and Wixson (1983) refer to this as conditional
knowledge 1o emphasize that it is impurtant for students to understand
the pragmatic value of reading strategies. Students have to be con-
vinced that the actions are reasonable, worth the extra effort, and
functionally effective. Without a thurough understanding, it seems un-
likely that students will elect to use strategies without direct supervi-
sion. Thus, instruction that promotes students’ declarative. procedural,
and conditional knowledge also should promote theit use of self-con-
trolled reading strategies.

GUIDED INSTRUCTION

Knowing about reading strategies will not insure that students use them
while they read. Teaching is mure than telling, the information must
be supplemented with a rationale for using strategies. This 1s where
motivation blends with knowledge and where teaching and learning
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interact. The respunsibility o use reading surategies must be shified
frum teacher to studert su that learning is self regulated and nout done
merely fur cumpliance ur ex.crnal rewards. Students need w internalize
gundance that is provided imually by sumeune else su that they can
provide their own cniucism and motvatun. The steps mvolved in
shifung respunsibility can include the following furms of instruction.
infurming, mudeling, guiding, ubserving, currecting, and encouraging.
Repeated cycles of such learning and teaching resemble coaching mure
than didacue “infurmauon giving.” Indeed, this type uf guided learn
ing 15 huw parents usually teach children rouune skills such as cooking,
fishing, and game-playing (Rugufl and Gardner, 1984). It is also the
basis fur reuprocal teaching, a method used successfully by Palincsar
and Brown (1984) tw tcach study strategies w juniur high school st
dents.

How can teachers wonvey infurmauon w students abuut the benefits
of strategies and the necessity t use them on thear vwn? Must research-
ers agree thatinteracuve learning faulitates persuasiun. Students need
tu talk with each uther about the tasks and vptouns in urder w see how
vanious plans might be implemented. Through reciprocal teaching (i.e.,
situatiuns i which students and teachers exchange roles) ur peer wior-
ing, they can act as teachers as weli as students. In this fashion they can
adupt the rule uf an external monutut fur sumevne else just as they need
t aut as an internal monuwor fur theiz vwa reading. As Vygousky (1978)
nuted, this kind of interacuve learning helps tw shift the responsibility
for recruiung and applying wognitive surategies frum teachers 10 stu-
dents.

Classroum dialogues arc fundamental o this transfer because they
sive students uppurtunities w express their ideas. This allows weachers
o listen o students” ideas so that they can gain an apprediation of
students” oncepts and atutudes abuut reading. Cunversauuns in class-
roums alsu help o "make thinking public™ su that students can learn
from one anuther. As they assert, defend, and question their ideas
about their uwn reading and studying skills, they are being persuaded
abuut the value of effecuve strategies. There are many ways in which
teachers can sumulate Sucratic discussions about thinking skills. We
have fuund that these dialugues can be facilitated by using metaphors
fur strategies. Fur example, we have encouraged children as young as
7 1o 8 years old to walk about what th. need 0 do in order to “be a
reading detecuve " ut “plan a reading trip.” These metaphurs sumulate
children w relae reading o uther problem sulving tasks su they can
generate simular plans and strategies for cognituve vbjectves such as
readii.,, skimming, and studying. The metaphots fadlitate communica
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tion about abstract skills. They make the strategies seem sensible and
tangible because students can relate specific actions  each vne. They
also can perceive the need to use them by analogy.

In summary, teachers do not directly instruct scudents about reading
strategies very often. This is paradoxical given the impurtance of strate-
gies and the readiness of students to learn about them. Guided instruc-
uon appears to be an effective way tu inform students about the exis-
tence of reading strategies. It alsu provides modeling, feedback, and
persuasion so that students can inte, nalize teachers’ regulation of com-
prehension skills. Group discussicas and direct instruction can provide
information about declarative, procedural, and conditivnal aspects of
strategies. Classroom dialogues alsu provide sumulation and motiva-
tion to use the strategies. In the following section, I discuss some ways
in which we have taught reading strategies to children and sketch sume
lesson plans for different reading strategies.

INFORMED STRATEGIES FOR LEARNING

During the past five years, we have created a program for teaching
comprehension strategies to third and fifth graders that we call In-
formed Strategies for Learning (ISL). We chuse this name to emphasize
that teachers provide information abuut strategies explicitly w students
who in turn becume infurmed about the metacugnitive aspects of learn-
ing strategies. The program is based un gruup discussiuns and exphat
instruction abo 1t the value of reading strategies. The fundamental
purpose of each lesson is to infurm students about reading strategies.
what they are, how to use them, when to apply them, and why they are
functional and necessary. These ideas are not uften taught directly, and
we found that both teachers and students were eager to wlk about
reading strategies. In our first study, Marjoric Lipsun, an experienced
teacher and colleague un the project, visited two third-grade and two
fifth grade classruoms each week fur four months to pruvide the special
ISL lessons. The regular classroom teachers ubserved and parucipated
in the lessons, and we encuuraged them tw incurporate the ideas into
their teaching. To help them understand and anticipate vur instruction,
we gave them 2 to 3 page lesson plans in advance of each week's in-
struction.

As we designed ISL, it became evident immediately that the first
problem we had to tackle was how to trauslate abstract ideas about
cognitive strategies into comprehensible notiuns for 8- and 10-year-
olds. We chose metaphurs because they provide easy vehicles for com-
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municauun and offer concrete bases fur depicting and discussing strate-
gies. Fur example, a corral of hurses illustrated how “'rounding up your
wdeas” 15 similar w summanzing the main points of a story. We were
pleasantly surprised tu ubserve huw quickly students grasped the analo
gies and huw easily they extended the coneepts o reading. The tangible
actuns of using strategies were also easy tw cummunicate and to recall
with cues such as “rounding up ideas,” “searching for clues,” and
*planning your reading trip."”

Our chuice of metaphors as an instructional device was fortunate
because 1t represented active agents (e.g., detectives) using specific
strategies to sulve concrete problems. The currespundence to strategies
for reading, and indeed fur writing, studying, and learning, is direct
and obvious. We also realized that the metaphors were fun. They
sumulated teachers and students to think analogically. I was pleasandly
surpnised to ubserve a Jlass discussing planning to read and to hear une
fifth grader say, It's ke my Dad told me about sailing. You have to
have a rudder un the boat tv make it go where you want. That's what
a reading plan s like—a rudder on a boat that steers you where you
want to go.”

But what was the actual 1nstruction like? Each lesson began with a
focus on the bulleun board. These were large colorful displays that
were changed cach week with a new mudule. Students were asked to
read the ude and t ubserve the metaphour. Discussion was directed
immediately to the analugy with reading and the implications for how
we read. Fur example, planning an autumobile tip s like plaaning to
read because yuu need w knuw your destination befure you start, you
need a guud map, and you shouuld ubserve your progress and speed
alung the way. These kinds of similarities were promoted by several
fucal quesuuns, waitten un each bulletin buard, that directed children
to ask themselves quesuuns as they read (e.g., “What is my reading
gual? ). Fullowing this intruductory discassion, each cumprehension
strategy was modeled fur students as they read a chart story, overhead
prujectiun, ur wurksheet. As the teacher shuwed students how to use
the strategy, the eacher alsu discussed how, when, and why it helped
reading comprehension,

The remainder of each lessun was devuted o guided practice. Stu-
dents were given reading assignmenis, mustly wurksheets w be read
silendy but alsu group tasks that would involve oral reading. Now
students were required o generate and apply the strategies un their
own, secking help from the teacher ur peers unly when they became
wonfused or thwarted. Each lesson cuncluded with feedback provided
i group discussiuns su that students could share their perceptions of
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the benefits and problems associated with each strategy. Ths is a very
important phase of ISL because it prumotes whole-class discussions of
the skills students are expected o learn. Students share their feelings
with each other and the teacher—an experience that ©. alogether oo
infrequent in many classrooms. These dialugues also permit teachers
to assess the difficulty of the lessons as well as the effectiveness of
their instruction immediately and informally. We found that whole-
8rC ap instruction promoted cooperation amoung swdents and
removed the stigma and boredom of reading groups. The poorest
readers were often the most vocal participants in discussions becuuse
they could talk about reading even if they had difficuity actually read-
ing An additional difference between ISL lessons and tradinonal
reading groups is the focus on direct instrucuun of skills and ques-
tions about skill learning as opposed to content learning. Parentheu-
cally, I should add that we varied the _unteut of the passages used in
ISL lessons to include poetry, news articles, fiction, history, science,
etc We also stressed the application of sirategies in all reading situa-
tions and not just school tasks.

Our initial study was quite successful. The children in ur four exper-
imental classrooms showed significant gains in awareness and use of
reading strategies compared to four control classes (Paris and Jawobs,
in press; Paris, Cross, and Lipson, in press). Children who understood
reading strategies and goals and huw to plan and regulate their reading
consistently received higher scores un comprehension tests. The ISL
lessons promoted awareness and use of strategies as measured by inter-
views and actual reading performance. For example, students in experi-
mental classes were significan.l, better at using context w fill in missing
words in a cloze task and they were much better at detecung errors in
passages.

" - 2 success of our project encouraged us to expand ISL and to revise
the lessons so that they could be used easily by regular classroom
teachers We revised ISL to include complete lesson plans and meterials
for third-grade and fifth-grade teachers. Qur must recent version of ISL
includes 20 instructional modules grouped into units of five related
skills or concepts. The first group emphasizes evaluating the task and
planning how to read. The second group focuses un levels of meaning.
The third group emphasizes strategies for reasuning during reading.
The fourth group teaches students how t monitur and repair compre-
hension breakdowns. The fifth group reviews and integrates the four
previous skills and concepts. We found that a sequence of instruction
with periodic reviews helps students to appreciate a conceptual and
strategic orienation to reading.
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Bulleun buards depicung the metaphurs fur cach module served as
woncrete reminders tu students o use the strategies. The metaphors
were used 1n the lessuns and repeated in the worksheets su that students
felt cumfurtable with the analugies and vucabulary (e.g., roadsigns for
reading ur tracking duwn the main idea). We used a “fading tech-
nique’ tu shift responsibility tw swudents (Pearson and Gallagher,
1983 ). Each mudule included three lessuns, each une required approxi-
mately thirty minutes. The first lessun intruduced the strategy and
provided explicit mudeling un huw to use it. The second iesson re-
quired students t apply it w.ih less guidance, and the third, or bridg
1ng, lessun required students (v use the strategy in uther content-area
assignments. In a sense, practice was infurmed and guided until sw-
dents could use the strategies independently.

In addiuun to the lessun plans and materials, we alsu provided teach-
ers with penudic inservice wurkshops in which they learned about the
theureucal principles of metacognitiun, reading strategies, and in-
furmed instrucuon. They alsu learned abuut instructivnal formats such
as group discussions, metaphors, and guided practice that are alterna-
uves tw traditcnal reading groups. Much of this information was new
tv many teachers who had tu learn abuut cumprehension strategies
themselves inurder w teach them tw their students. The workshops also
pruvided uppurtuniues fur teachers tw discuss how ISL worked in their
classroums. We tried w model the positve features of group discus-
siuns and prublem-sulving 1n the v utkshups, and quite often teachers
mudificd vur lessun plans and maternials o fic their teaching styles and
the needs of their students. We encuuraged that kind of flexibility and
were plessed that all of vur 50 volunteer teachers cuntinued with the
program the entire year.

The prinuples of guided instuctiun un cuomprehension strategies
that we develuped can be extended w many uther cugnitive strategies
and age levels. In fact, many of the teachers in vur projects spontane-
vusly develuped related methuds fur teaching strategies in mathematics
and compusitiun. We think that the lessuns were most successful when
teachers used them creauvely and adapted them tw their uwn teaching
styles. Thus, we encuurage teachers o apply the prindiples of informed
wnstruction that have wurked well fur us but o mudify them according
tu the content area and level of the students. In urder to iliustrate huw
the princ Jles of ISL can be implemented in different grade levels, I
have sketched three lessun plans un guided instruction and cognituve
strategies. Several strategies are listed fur each lessun to illustrate the
nich putenual uf the metaphurs, but a teacher might chouse to instruct
only one strategy per lesson.
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Example Lesson Flan: Grade 3, “Plan Your Reading Trip”

Target Skills

¢ Declaring a reading purpose
¢ Generating alternative strategies
¢ Monitoring comprehension

Dialogues

Use questions such as the following to stimulate discussions about
reading strategies among students.

1. How do you prepare for a vacation? What do you need to do
before you take a trip?

2. How is planning to read like planning a trip?

3. Are there different places that you can end up after you read?
Name some different purposes for reading.

4 Would you read in a different way if you had v remember lots
of deails or just the general idea?

5 Whatare some things that you can do while you travel or read that
help you get where you are going?

6 What can you do to get back on the right road if you get lost while
you read?

Guided Practice

Ure worksheets to reinforce the use of strategies, but fade instruc-
tional support so that students learn w generate and apply the strate-
gies.,

1 Construct a worksheet on a short passage that places road signs
throughout the text. As students confront the signs, they must
obey them; e.g., “‘Stop” (say the meaning in your own words),
“Dead End" (go back and reread the parts you did not under-
stand), “Slow"” (adjust your reading rate). Students may help
generate these signs and the messages fur reading as part of class-
room discussions. It is important, however, that students practice
using the strategies.

2 After students finish the worksheets, discuss their responses to
the signs and whethe: or not they thought it was helpful to obey
them. Stress the effort needed and why each strategy is effecuve.
Besides providing feedback, these discussions permit students to
observe how their peers use strategies differently. It also allows
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them to obsc~ve a variety of good responses tu the same direc-
tions.

3. In a subsequent lessun, wonstruct a worksheet with blanks or as-
terisks at various locations in a passage and ask students to write
in their vwn road signs and then follow their own directions.
Thus, they will generate and apply relevant strategies as they read.

Example Lesson Plan. Grade 7, “Sherlock, Magnum, and You"

Target Skills

e Gathering clues 10 meaning
¢ Evaluating evidence

¢ Predicting text information

« Making inferences

e Summarizing the main points

Dialogues

Use questions such as the folluming o generate discussions about
study skills,

1. What does a detecuve du when given a wase o solve? How is
studying like being a detective?

If you wanted to study a chapter in a social studies book, what
kinds of clues would you leuk for? How do titles, pictures, names,
and key events help you recall uther parts of the chapter later?
A detecuve must sift through many facts to find the relevant ones.
How du you disunguish important frum irrelevant information
when you study?

4. Oftenumes a detective s thrust intu the middle of a case and must
reconstruct evens leading up tw the crime or anticipate what is
about to happen. Do you ever look back or look ahead as you
read? Would it help you understand what you are reading? How?
Why?

What 1s a dedren.” How du detectives use deductions to solve
wnimes? Can you use the same process of deduction to identify the
main puints of a passage? Why would this help you study and
remember information more easily?

2

b

N

Guided Practice

1. Provide students with a long passage (about 1,000 words) to read
and study. Ask them t gather clues, evaluate evidence, make
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inferences, and identify the main points as they study. After 15
minutes of silent reading and studying, ask the class a series of
questions about the passage su that students can ubserve their own
comprehension.

- Then ask students how they studied and which strategies they

used Make sure you ask why they chose particular strategies and
why they believe the strategies helped.

As part of a homework assignment, require swudents to write
down the strategies that they use to study material for a test the
same night that they acwally swudy. Collect these records and
return them with the tests at a future date. Use the test scores and
study records as the basis for another group discussion on the
usefulness of strategies and the need tw act like a detective while
reading and swudying.

Example Lesson Plan: Grade 11, "“Movie Critic”

Target Skills
e Evaluating an author’s writing style

* Understanding an author's point of view
* Judging the aesthetic quality of writing

Dialogues
Use questions such as the following to stimulate discussions.

1. What criteria do movie critics use when they judge films and

television shows? Do you use the same criteria? What determines
if you like a film? Can you use the same criteria to evaluate
writing?

. Style can vary as much as content in a film or in writing. What

devices can authors or filmmakers use tv express their personal
styles and feelings?

Explain how different styles of writing might be used to express
romance, anger, intellectual arrogance, or religious beliefs. How
does the aesthetic character of writing vary among exposition,
narration, and poetry?

Filmmakers and authors often present a hidden message 1o their
audiences. How can you determine the author's point of view
about the subject, setting, and characters?
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Guided Practice

1. Assign students the task of reviewing a muvie and writing a critical
review such as one found in a newspaper. Use the classroom
discussion w idenufy the main criteria for the review and critique.

2. Discuss the reviews in class and puint out students who use the

critena effecuvely. Emphasize the variability in upinivns and inter

pretations even when the same criteria are used.

Ask students to write an essay un the same topic and then distrib

ute the papers tu fellow students. The task is tu review and critique

the writing styles of their peers. When they have written their
reviews, assign them to small groups to discuss each other’s re-
views and the criteria that they used to evaluate clarity and style.

4. As a fina' opuon, students could review and criuque their own
writing from a previous assignment.

':»J

CONCLUSION

These lessons are brief examples of the ways in which metaphors and
group discussions can facilitate instruction un strategies for reading,
studying, wriung, and lcarning. The lessuns are designed to make
abstract cugnitive strategies sensible and tangible by emphasizing con
crete acuons that foster comprehension. The metaphors, bulletin
buards, and wurksheets arc graphic illustrations and reminders to use
the strategies, but the important puint is for students t appreciate the
usefulness of the strategies fur their own learning. When students
wwmbine infurmauvun abuut cogmitive strategies with mouvaton to use
them, the students assume respunsibility for their own learning by
acung as buth teacher and student. This equips students with knowl
edge, skills, and attitudes that will promoute continued learning.

¢+ ut the Author

Scot G. Parus is Professor, Deparimens of Piychology, ai the University of
Michigan.
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The concept of me*acognition— thinking about hute one thinki—bas recerved
increasing atlention in re.ent years as a means whereby students can belp dlanify
their reading comprebension processes. If vlassroom dialugues are focused on ihree
or feur specific processes of omprehension, will they prove useful in developing
comprebension strategies? Palinuar and Brown .ite sereral illustranve ass-
room dialogues designed for this purpose.

Reciprocal Teaching:
Activities to Promote
“Reading with
Your Riimnd”

Anncmaric Sullivan Pahincsar
Ann L. Brown

In response to our query of junior high stdents, “How do you read
when you want to be sure t understand and remember what you
have read”” we received an array of enlightening (if not enlightened)
responses, from “I stare real hard at the page, blink my eyes, and
then open them and cross my fingers that it will be right here™ (point-
ing to upper portion of scalp), 10 a solemn **You must read with your
mind."

Many strategies for instructing students o understand and remember
what they read (i.e., to “'read with their minds™) are presented in this
volume, and Wittrock (1983) has identified no fewer than 32. In this
article, we advocate four particular strategies as well as a means of
instruction. We will comment on those features of vur instructional
procedure that seem particularly facilitative and will describe two
modifications of the instructional procedure that wan be applied in
classroom settings.

The four strategies include question-generating, summarizing, pre-
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dicung, and demanding clarity. These particular strategies were se-:
iected because they meet a number of criteria:

1. They are strategies spontanevusly engaged in by successful read
ers (Brown and Lawton, work in progress).

2. They serve as a means of both comprehension monitoring and
comprehension fostering.

3. Each strategy can be used in response to a concrete problem of
text comprehension.

Summanazing 1s an activity of self-review. It requires that the reader
wdenufy and integrate important infurmativn in the text. Question-
generaung is a means of self-testing, i.c., can I locate the kind of
informauon abuut which quesuons might be asked and can I formulate
an answer to these quesuuns? Predicting serves several functions. In
additon 1o 1ts broadly recognized role of purpuse setting, the reader
cannout make meaningful predictions without activatng relevant back-
ground knuwledge and, ur knowledge of text structure (Collins and
Smuth, 1982,. Finally, demanding clarity might be likened to taking a
driver using cruise control off the upen highway and placing the driver
in Buston as a tounst using a suck shift. In teaching students to demand
clanty, we are asking them to be alert to unfamiliar vocabulary and
unclear referents (street signs), disurganized ot inconsiderate texe (fel
low drivers) and difficult concepts (rotaries). Of course, one can't stop
there, the reader must alsu employ fix-up strategies (Brown, 1980,
Collins and Stevens, 1982) tu maneuver out of the situation, ¢.g.,
rereading or secking further information.

The instrucuonal technique we used to teach these four strategies is
called reciprocal teahing. The Latn derivation of the word reciproca. is
reaproass, which means  guing backward and forward.™ This definition
gives an unfortunate picture of not guing anywhere, but a less literal
defimiuon of the word is, “une party acts by way of return or response
to sumething previously dune by the uther party.” In our work the two
parues are represented by the teacher and the student. Certainly such
an interchange 1s fauhtated if the twou parties are holding discourse on
the same subject. For vur purpuses, this subject is represented by the
text. Finally, the extent to which this interchange between the two
parties 1s producuve s influenced by the eatent to which the two parties
share a cummon gual. Our gual has been the acquisition and.or refine
ment of the four strategies,

When this procedure 1s first implemented, the teacher does most of
the acung. The teacher mudels the prucesses of summarizing, question
generaung, predicung, and dlarifying. The students are respondents to
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the extent that they are asked 1o answer the questiuns generated by the
teacher and elaborate on the teacher’s summary, predictions, and cla-
rifications As the days of instruction proceed, the students are given
opportunities to assume the role of teacher, i.e., to ininate and lead the
discussion of the text segment. The adult teacher remains acuvely
involved, but his or her response is determined in large measure by the
offering of the student as teacher. The adult teacher may need only 10
inform the student teacher that he or she is doing well. The teacher may
need to elicit more information or return to modeling the acuvity. The
following pieces of dialogue ae presented for illustrative purposes.
The first segment illustrates the teacher leading the dialogue and the
students acting primarily as respondents.

Teacher The title of this story is Genius with Feathers. Let's have some
predictions. I will begin by guessing that this story will be about birds
that are very smart. Why do I say thar?

First student: Because a genius is someone really smart.
Teacher: But why would I say “birds that are very smare?"
Second Student: Because they have feathers.

Teacher- That's right. Birds are the only animals that have feathers. Let s
predict now the kind of information yuu might read about very smart
birds.

Third student: What kinds of birds?

Teacher Good question. What kinds would you guess are very smart?
Third studens: Parrots or blue jays.

First studemt: A cockatoo like the bird on Barerta.

Teacher What other information would you want to know? (No re-
sponse from students.)

Teacher' 1 would like to know what these birds do that is so smart. Any
ideas?

Second student: Some birds ralk.
Fourth yiudent: They can fly.

Teacker- That's an interesting one. As smart as people are, they can't
fly Well, let’s read this first section now and see how many of our
predictions were right. I will be the teacher for this secuon. (All read
the section silently.)
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Teacher: Who is the genius with feathers?
First siudent;: Crows,

Teacher. That s nght. We were correct in our prediction that this story
would be about brds, but we didn"t correctly guess which kind of bird,
did we? My summary of the first section would be that it describe the
clever things that crows do, which make them seem quite intelligent
Is there anything else I should add to my summary?

Firg studens: How they steal corn?

Teacher. That s a detail that described one of the ways in which they are
clever. For our summary we will not include details. I think I found a
word that needs clarification. What does resnurceful mean?

All students: (No response.)

Teacher. 1f I say that you are a resourceful person, I mean that you are
able to deal with proble. . and difficulties casily. Being resourceful is
another way i which crows are intelligent. I would like to make a
predicuon now. The sectiun’s last sentence says, “One major reason
they have mastered survival against heavy odds is their amazing com
municauon system.” My prediction is that the next section will describe
this commun:cauon system. How do you think crows communicate
with one another?

All ssudents: Caw-caw.
Firg student: With a special song.

Teacher. Let's read on. Who will be the wacher for this section? (Dia-
togue follows that shuws the student Jim leading the discussion and the
tcacher providing corrective feedback.)

Jim. How do crows communicate with one another?

Teaher. Good question! You picked right up on our prediction that this
1 about the way crows communicate. Who do you choose to answer
your question?

Jim: Barbara.
Barbara., Crows have built-in radar and a relay system.

Jim: That's a good part of 1t. The answer I wanted was how they relay
the messages from one crow to the other crow.

Teacher: Summarize now.
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Jim: This is about how crows have devcloped a system.
Teacher. Of what? You must include the whole main idea.
Jim: Of communication.

Teacber. That's right. The paragraph gues on tu give examples of how
they use pitch and changes in inten al, but these are supporung details.
The main idea is that crows communicate through a relay system. Jim?

Jim: Any clarifications?
Second studens: Does relay mean to transpose?

Jim: (Looks at teacher.)

Teaber. Well, to transpoie means to change. For example, in music |
would transpose a song by playing it in a higher or lower key. To
relay just means to pass un. In a relay race, the runners pass on a baton
from one pe.son to anuther until the race is uver. Any more Janfica-
tions?

Jim. I'm a litde unclear about something in this paragraph.
Teacher: What would that be?

Jim I just want to make sure about being great mimics. Dues that mean
that crows are smart and pick up things very quickly?

Teacker: That's part of it. Dave, what do you think a mimi. is?
Daie. Somebody who imitates somebody else's voice.
Third siudent: Like that guy on television, Rich Littde.

Teacker. Rich Litde does impersunations. He mimics or imutates not just
the person’s voice but also the way the person walks and talks. To
mims¢ is t0 imitate or copy. That was a good puint o clarify. Jim?

Jim. It says in this section that crows can use their communica-
tion system to play tricks, su I predict the next section will say some-
thing about the tricks crows play. I would like Sue to be the next
teacher.

Teacher. Excellent prediction. The last sentence of a paragraph often
can suggest what the next paragraph will be about. Good, Jim.

We compared reciprocal teaching with a procedure in which students
were given practie using texts t find the answers to comprehension

O
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questions (Brown and Palincsar, 1982). We have implemented the
procedure in small (n=0) seuings (Palincsar, 1982, Palincsar and
Brown, 1984), and we have explored its use with larger (n=17)
groups (Palincsar and Brown, in progress). To summarize our results,
we have found the rediprocal teaching of summarizing, question:
generaung, predicting, and demanding clarity to be a very effective
means of improving comprehension as measured by both norm
referenced and criterion-referenced measures. We have found that
students maintain the acquired skills at least several months after the
intervenuon has been discontinued. Additivnally, students have gener
alized impruvement in reading comprehension beyond the experimen
tal setung to the siandard dlassroom (i.e., social studies and science
classes). It 1s important tu nute that in all of vur work the students were
middie school and juniur hugh school students who were able to decode
grade-appropriate matenial at an instructional level (i.e., at least 80
words per minute currect with 2 ot fewer errors per minute), but whose
«umprehension skills weze nut commensurate with their decoding abil
ity. In many cases, these students were perfurming two years below
grade level un standardized tests of reading comprehension and consis-
tently scoring below 50 percent un infurmal measures of comprehen
sion. What fuilows is a descripuon of those features of the instructional
situation that appear to facilitate acquisition of strategies

USE OF THE RECIPROCAL TEACHING PROCEDURE

Ascertaining Where to Begin Instruction

We have observed that, even at the junior high school level, some
students, when presented with une sentence, are unable to ask a ques
uen about the infurmauon contained in that sentence. With these stu
dents, particularly in a group sewing, it is unlikely that modeling is the
most efiuent way to begin amistruction. Modeling should be preceded
by instruction that, 10 the case of questivn-generating, might proceed
in the following manner:

1. Pusing “'reai-hfe” sitations in which the student must ask a
question, €.8., ~“You want to go to the matnee show at the thea-
ter but are unsure of the ume of the matnee. You call the theater
and ask....”

2. Piesenung bare-bune sentences containing an obvious piece of
informauon and prumpting the student to use a particular “que.-
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tion word" that asks about the information contained in the sen-
tence, e.g., “"Ask a question about the informaton in this sentence.
‘The falcon is a female hunting bird,” Begin your questiun with
the word ‘what.”** In time, the "'question-words™ can be faded
out.

3. Presenting brief paragraphs in which une sentence clearly con-
tains main-idea information. Ask the student to iden*fy (e.g.,
underline) the main idea information, and then ask a question
about this information. We have fo:. ad that at this puint, when the
students indicate a degree of proficiency with each of the strate-
gies, we can initiate the reciprucal teaching dialugue during which
instruction continues principally through modeling, correcuve
feedback, and a healthy dose of praise to maintain interest.

Providing the Student with incentives to Acquire
and Apply Strategies

We have found that time is well spent sharing with students why
they are beirg taught a particular strategy, in what sitations the
strategy may be employed beyond the immediate instructivn (e.g.,
preparing for tests or writing a bouk repurt), and what benefits can
be derived by employing the strategy. The manner in which we
have measured and shared these benefits is to have the student take
short comprehension assessments during which they read 450-word
passages and then answer (from recall only) a series of 10 compre-
hension questions. The students complete five of these assessments
before we begin the reciprocal teaching procedure, and then they
complete one each day after instruction. Of course, these assess-
ments also give the teacher the opportunity tu evaluate whether or
not instruction has been effective. For thuse students whose per-
formance on the assessments does not improve, it is helpful to at-
tend more close’, to their paiicipation in the reciprocal teaching
procedure. Are they getting adequate uppurtunities tv participate?
Is there evidence that they are showing mastery of une ur more of
the strategies? Do they need to return to more basic instruction re-
garding the strategies?

We also have found that student interest is piqued by using text
material that they need to learn in the content areas, e.g., the history
or science text. While students regard this as an uppurtunity to do their
“homework" in class, it is one very effective way of promoting the
ransfer of the stra:egies beyond the basal reader.
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Providing Adequate Opportunity to Acquire
Proficiency with Strategies

While we have been delighted with the progress students can make
toward becoming acuve readers who louk for and wonstcuct meaning
from text, we readily acknowledge that this can be a slow and some-
umes tedious process. Repeatedly we have ubserved that at least 12
days of instruction, which occur over successive school days, are re-
quired befure the majunity of students demounstrate stable iImprovement
in comprehension. Furthermore, our instruction has extended over a
20-day penod, often the equivalent of nearly two full school months.
While we have no empirical evidence 10 suggest that there 1s a magic
number of days in a specific intenval of ume during which instruction
must vccur, we have considerable expernience o support that strategy
traning should nut be abanduned befure a substantual instructional
period.

Relinquishing Teacher Responsibility and Maintaining
Teaching Responsibility

One of the facets of the reciprocal teaclung procedure that we and
the teachers with whom we have wurked have enjoyed is the opportu-
nity to see our teaching styles reflected by the students. We encourage
the students tw reinforce one anuther for a job well done, (o select the
next teacher, to ask for further informauoun from one anothet, and to
take responsibility for the transition from one section of the text wo the
next. There are several benefits resulung from this approach. Students
indicate a new found appreciation for the demands of teaching. the
struggie involved 1n helping a student who duesn’t get the point or the
frustrauon of asking a quesuon that does not eliat the information you
are seeking. In many cases, behavior problems remedy themselves as
group management becomes, in latge part, a student responsibility.

The teacher focuses his or her expertise on guiding students in the
acquisiton, refinement, and applicauon of the strategies. The recipro-
cal teaching procedure encourages individualization of instruction in a
group setung. For example, the ability to construct a question by
merely reading a sentence from the text with the proper inflection su
that the senien.. sounds quesuon like may be all that is expected of a
particusar siudent. At the same ume, another more advanced student
may be encouraged to ask a question that integrates information across
several paragraphs. This sensiuvity to the mawch between what the
student is capable of and the instrucuon necessary to improve the
student’s skill 1s one that 1s honed with experience. Severa! teachers
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have indicated that listening to the tape-recurded reciprocal teaching
sessions, particularly during the iniual days of instruction, helped them
to develop this skill. They became aware of opportunities for instruc-
tion that eluded them in the actual session.

EXTENSIONS OF THE RECIPROCAL TEACHING
PROCEDURE

Application of Comprehension Monitoring/Fostering Strategies
in the Content Areas

The following is a description of huw six seventh-grade developmen-
tal reading teachers incorporated the teaching of summarizing, ques-
tion-generating, predicting, and clarifying into a series of study sessions
devoted 1o earth science. The examples are drawn frum one of these
sessions.

General Procedure

The teacher wrote the chapter tide “Wind and Water Change the
Earth’s Surface™ on the chalkboard, and the class wrute three pieces of
irformation that they predicted they would learn from this section.

Sample Predictions

1. How water erodes the earth and forms rivers.
2. How wind blows sand and makes deserts change.
3. How wind blows away loose and dry soil.

The class discussed their predictions. The teacher related their predic-
tions (o content covered earlier in we class. Then the teacher assigned
a segment of text to be read silently. For each segment, the students
wrote a brief summary, one question that they would expect to see on
a test of this section, and one idea or word that they found difficult to
understand or expected a younger srudent would find difficult.

Sample Sunimaries

1. This section was about how water has moved the earth's crust and
how rocks and mountains have been shaped for thousands of
years.

2. This section was about erosion and how it changes the earth’s
surface over many years.

3. This section was about erosion and how it takes place.
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Sample Questions

1. What does erosion do?

2. Where are sand dunes found?

3. What happened to the people who lived in the dust bowl in the
1930s?

Sample Clarifications

1. I think that grains needs to be clarified.

2. I don’t think younger students would understand the word ero
sion.

3. They didn't tell envugh about the sand dunes and how they hap-

pen.

Following each section, the teacher led a discussivn during which the
students shared their summanies, asked one anuther the quesuons they
had posed, and (larified thuse words and ideas that were unclear. The
teachers then constructed the science tests by selecting the best of the
students’ questions generated during the study sessions. The students
who wrote the questions were given credut by indicaung their names
beside their respective question(s).

Peer-tutoring Using the Reciprocal Teaching Procedure

We have only begun o invesugate the possibility of using the recip-
rucal teaching prucedure in a peer-wuturing situatiun, but our prelimi-
nary work suggests that juniur high school students can ke prepared to
assume the role of tutor in conducting the reciprocal teaching proce-
dure. Iniually we placed vur students in peer-wtoring situations be-
cause we were cunious to discover what they would chouse to teach
their tutees, given only the instructions, “"Teach your wtees how to
become beuer readers.” We found that those students who had par
uapated successfully in the reciprocal teaching procedure remained
faithful w the procedure.

We then seiected the more capable members of several developmen-
1al reading classes as determined by teacher-numination, measures of
decoding, and measures of comprehension. The teachers taught these
students the four « -ategies using the reciprocal teaching procedure. In
addition, the teaw...rs focused more on the procedure itself, calling
attention to the need to:

1. review with the tutees what the four strategies are
2. mcdel the strategies
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3. give the wtees the opportunity to practice the strategies
4. inform the wrees how they are doing or how they might improve
their use of the strategies.

After 10 days of such instruction, the wtors began 1w work with their
weees. The following dialogue is representative of one such peer-
tutoring session:

Tutor: Ranger, could you ask a good question?
Tutee: Yes. What kind of silk thread does the spider spin our?

Tutor: Now that was picky. Here's a question I would ask. On the
spider’s body, what section does the silk come from? What's your
answer?

Tutee: The hind end.
Tuter: Now could you summarize, Ranger?

Tutee: What it’s mainly talking about is where the tubes are on the
spider and where the thread comes out to mal.: the webs.

Tutor Yes. The text is talking about the Jifferent locations of how
spiders get silk out of their bodies. Predictions? Nothing you could
predict> What about how they spin the webs from the silk? I'll do the
next one.

This transaction is fairly representative of a peer-tutoring session and
typifies the modeling with which wtors were fairly successful. During
these sessions, the adult teachet circulated amung the pairs of students
and evaluated progress, praised the tutors and their tutees, and pro-
vided further instruction for those students with whom modeling
would not be sufficient.

In the wroring investigations, we continued to use the daily assess-
ment that the adult teacher corrected while the ttors graphed the
scores and shared them with their wrees. It is vur observation that
carefully monitored peer-tutoring may well be une successful compo-
nent in a strategy training prugram that is supplemented by instrucuon
and modeling by the adult teacher.

SUMMARY
Theor. s of learning suggest that efficient learing from text requires

flexible use uf a repertoire of cumprehensiun-fusteting and monitoriug
activit . We have suggested four cumplementary activities selected to
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address speufic problems in text cumprehension. These strategies in-
Jud. summarizing, or seif review, questiun, generating, or self-testing,
prea. ag, or seting the stage for further reading, and demanding
clany, or noung when a breakdown in cumprehensiun has occurred.

We have advocated a means of instruction whereby teacher and
students engage 1n a dialugue about the text. This dialugue facilitates
vn-hne diagnuses of comprehension difficulty, expert modeling of the
strategies by t*.c teacher, and structured practice in acquiring and refin
ing the strategies. Furthermoure, we have advucated that students be

informed learners™, .e., informed regarding the nature of the strate-
gies, their efficiency, and their range of utility.

Althuugh we are the first to acknowledge that the reciprocal teaching
prucedure requires skillful tcaching—"teaching with your mind”—we
hasten v emphasize that such teaching efforts have been rewarded by
sigmificant gains in the ability of students to “read with their minds.”
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Parc IV
Integrative
Comprehension
Strategies

While the articles in this section differ in the particular strategies
advocated, they nevertheless share a common concern for the inte-
gration of process and content, that is, the need to view the reading
act as one in which the processes of acquiring meaning are inextrica-
bly bound up with the substance of the meaning being acquired. This
view, often described as “holistic,” decries the teaching of isolated
reading skills and deplores the failure of content-uriented teachers
to recognize that they, t00, have an inescapable responsibility to help
students unlock the meaning of the texts they assign. The arucles that
follow explore ways in which the interaction of the students’ think-
ing and the text may be strengthened.

The first article deals with the use of certain characteristics of text
structure to aid comprehension. Strickland and Feeley explore chil-
dren’s concept of story in a number of ways to enhance the effecuve-
ness of relevant reading and writing activities. The articles by Niles,
Herber, and Sardy describe further integrative strategies that are
especially appropriate for impruving thinking and study processes in
the middle and upper grades.




One outgrowth of schema theory is active interess sn the nasure and desciopment
of children's concept of story. Will emphasis upon this conceps beip hildren
improse their ability 1o understand storics and 1o create stortes of their o’
Strickland and Feeley preseni a mudel for integrasing ihe ieahing of siory ihas
employs the modalities of reading, listening, speaking, mluding creative dra-
matics, and writing.

Usinng Childrenr’s Concept
of Story to Improve
Reading and Writing

Dorothv S Strickland

Joan T Feclev

Research suggests that there is a relatunship between children’s knowl-
edge of the structure of stories and their ability w comprehend and
pruduce sturies un their own. This artcle explores that relationship and
its application w classroum practice. Itis divided inw three parts. Part
one provides an overview of the research un the nawre and develop-
ment of children’s cuncept of sery and the investigatuns intw the
structure of sturies. Part two presents a variety of strategies suggesung
the many ways that knuwledge of story structure can be strengthened
and extended in the classroum. Part three describes a specific strategy
devised by the authors that attempts to incorpurate into a single frame-
work some of the best in the current thinking and pracuce related o
developing children's concept of story.

CONCEPT OF STORY AND STORY STRUCTURE

How children acquire a concept of stury and use it in the processes of
reading and wriung has been a topic of cunsiderable interest and inves-
163
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ugauun 1n recent years. Stunes represent a particular kind of narrative
discourse, idenufiable by structure, content, and language. The use of
stury 15 charactenisuc of buth adults, who use story frames to summarize
events, and children, who use story in dramauc play, in retelling events,
and 1n every uther phase of their cummunication. Sume researchers,
interested 1n the develupment of story in children, have studied the
evoluuon of stury concepts in the children themselves (Applebee,
1978, McCunaughy, 1980). Others have focused their investigations
on the internal structure of stories (Mandler and Johnson, 1977,
Rumelhart, 1975, Stein and Glenn, 1977, and Thorndyke, 1977).

Researchers studying children’s concept of stury have noted certain
develupmental trends. As in the learning of any cuncept, young chil-
dren formulate a general sense ur idea of what sturies are all about,
fucusing un beginnings, endings, and ubvivus attempts. For example,
MNeil (1984, p. 15) repourts a kindergarten child’s retelling of ““The
Lion and the Mouse™ as follows. A lion got wuapped in a net and
mighty muuse came and saved him.” These early nutions of story are
gradually moudified and refined as children conunue w encounter new
stories in a variety of situations.

Perhaps the first evidence of the developing sense of story in children
1s their use of language to create a spedial or private world. This is
thuught t be the furerunner to the child’s use of language to create
a world of make believe, involving dramatic play and leading to the
gradual acquisiion of the specific cunventions that constitute a sense of
story. As children mature, their stories increase in length and complex-
ity. The characters, setungs, and actiuns become further removed from
the immrediate envirunment. Children gradually gain greater wontrol
uver the evends 1a their stories, muving frum a loose collection of
related events w ughtly structured narratives that link a set of events
tu each uther and w a cummon theme (Applebee, 1978). A fifth grader
produced a much mure detailed retelling of the “The Lion and the
Muuse " than did the kindergartiner, including all attempts and reac
uuns and even the theme or moural, “Sometimes little can help big™
(MNeil, 1984, p. 19). According to McConaughy (1980), this older
chid 1s appruaching an adult idea of stury because of the attention to
cause and effect and inferencing beyond the text.

Whaley ( 1981) fuund that when reading stories, older children were
beter at predicung events than younger children. She concluded that
the expansion of a stury sense 1n vlder students enabled them t predict
more of the stury structures. Mandler (1978) found that children seem
tu vrganize their recall accurding w an ideal story structure. They tap
intu their exisung cuncept of stury as they attempt to remember new
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stories. Younger children tend t emphasize the vutcomes of specific
action sequences rather than specific events and their causes. As chil-
dren mature, their story retellings appear o move away frum a simple,
ideal concept of story toward a more complex adult model.

Analyses of children’s written sturies reveal the same developmental
pauerns. Sutton-Smith (1981) reports that young children urganize
their stories around basic pairs of actions, such as chase and escape, and
tend tu repeat these activns in their written stories. Fur example, three
first graders whou had made duughnuts with their class that morning
were composing a fullow up written piece (Lung and Bulgarella,
1985). Instead of recording how duughnuts were made, they decided
to write about a man whu made duughnuts that came alive, “Kinda like
Raggedy Ann and Andy™ (p. 167). To avoid being caten up, the
doughnuts run away. Because une child in the group wanted a happy
ending, buth the duughnuts and the man go tw a “cellabrashun™ where
they had ““wine and cake . . . and they both had a good ume™ (p. 171).
As children mature in written expression, multiple pairs of actions with
supporting elements becume apparent, suggesting a muvement oward
the elaburatiun of event structures. For instance, two fourth-grade boys
we observed in a local elementary schoul had develuped a superhero
named “Machine Gun Jue,” a tough army sergeant who saved Amen
cans arvund the world, frum Olympic athletes in Korea to kidnapped
ambassadors in Italy. Each episude was cunnected by a staccato reprise.
*“It was a mean job, but somebody had w do it!"

In summary, the research focusing un the develupment of story 1
children suggests that virtually all children are expused to story to sume
degree, that they begin to develup a cuncept of story at an early age,
and that as they mature their concept of stury expands. A related body
of research fucuses un the nature and internal structure of the stories
themselves. The works of Mandlet and Johnson (1977}, Rummelhart
(1975, 1977), Stein and Glenn (1977), and Thorndyke (1977) suggest
that sturies have an underlying structure that can be described in terms
of their narrative parts and interrelationships. Although varivus re-
searchers label the majur story clements differently, the fullowing com-
ponents are generally included:

e Setiing— introduces the main character, ume, and seuing

¢ Deginning— an initiating event that leads the main character o formu-
late his or her own major goal

¢ Goal setting— includes reacuons tw the beginning and the furmation
of a major goal

o Attempt—actions of the characters to achieve the goal

Q
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o Outcome—success or failure of the auempt

o Iniernal response— subguals, thoughts, and feelings of the character,
leading 10 actions

o Ending—long-range wunsequence of actiuns, final response of story
character

These subdivisions comprise the elements of the uverall schema ur
framework of a stury, which consists of seting, characterization, and
plut. Any story vau be bruken duwmn intu 1ts varivus cumponents, thus
pruviding an uperauunal mudel fur stury comprehension and produc
tion.

Rescarchers studying the develupment of stoury in children and those
studying the structure ur grammar of sturics have linked their findings
tv children’s develupment of reading and writing. The role of prior
hnuwledge and expenience in reading and w riung suggests that learners
who have had many expeniences with sturies and have developed a
strung schema for swonies make use of that framework as they read and
write. Listeners and readers are said tu use their knowledge of story
structure tu guide them in anuapaung the cvents in a story. They make
predicuuns based un what wili oeur nexcin a story, a prucess believed
tw be essenual w reading comprehension. Prior knuwledge of what a
stoury 15 helps faulitate recall of a ext (Mandler and Johnson, 1977,
Stein, 1979). Swry schema actally acts as a guide or road map for
retneving story infurmaaun. It may help a student w dedide when a
purton of astury 1s cumplete or incomplete and may help fill in or infer
information that may have been forgotten.

The learnes s preexisung woneept of story is equally as important in
pruduuing stonies as 1t 1s in comprehending them. Several researchers
whu have analyzed children’s wntten stunies found stury narratives
be the most prevalent structure (Britton et al., 19735, Applebee, 1978,
Suttun-Smuth, 1981;. Story schema may be acuvated during the first
stage of the wnung process when ideas are being cunceived (Britton
et al., 1975). The zuthor draws upun the stury elements of setting,
Jharacter, and plut duning the « rniung of the story, and these may segrve
as a framework for revision as well.

STRATEGIES FOR DEVELOPING CHILDREN’S
CONCEPT OF STORY

Researchers and curticulum speaa'ists have suught w apply what has
been learned abuut the relauunsh.p between children’s knowledge of
story and the development of literacy. These efforts have produced a

176



L
\
1
»
;

E

Using Children's Concept of Story to Improve Reading and Writing 167

variety of strategies for using story steucture. Although there is some
disagreement about whether or not the direct teaching of stury strue-
ture is either necessary or helpful, there is universal agreement about
the need to expose students tv an abundance of stories in a variety of
ways and to expand that expusure to include activities that strengthen
their concept of story (Strickland, 1984). Actually, explict knowledge
about story grammar may be most important for teachers as they plan
literature experiences fur their students. The fullowing descriptions are
representative of the maay waysin which story grammar can be applied
to extend and enhance story comprehension in the classroom.

Questions and Discussion

Schweiger (1984) offers a set of questiuns that may be adapted tw any
story and used as a basis for discussion:

1. Setting
o Where and when did the story rake place?
o Who are the main charactz., ?
2. Inidating events (actions)
¢ What got the story started?
o Why does the main character have a prublem? What does the
character need?
3. Goals
e What 15 the problem of the main character?
¢ How can the character solve the problem?
4. Major events (actions)
o What did the main character do first to solve the problem?
¢ Did it work? Did the character reach his or her goal?
e What did the character do that did not work?
¢ Did the character try something else? What was it?
5. Conc¢ ‘sions
e W... finally happened in the story?
¢ How did the story end?
6. Reactions
e Was there a lesson in the story?
¢ Would you have acted differently?
¢ Would you read the story again? Would you recummend it o
a friend? (Schweiger, 1984, p. 6)

Questions such as these help readers to fuocus un key elements in the
story and to analyze them in relation to each other and to their cwn
views of the world. In each case, the questions may be expanded to tap
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students” abiliey w make inferences, draw conclusions, and apply infor

mauovn 1n the story. Fur example, students may be asked to cumpare
the setung in the story with the locauon in which they live. They may
discuss pussible underlying motves of the characters. what drives them
to behave the way they du? They may subsutute their own versions of
vanous elements of the stury and suggest pussible vutcomes o accom

pany them. They may cumpare this stury with uthers having similar
themes.

Creative Dramatics

Galda (1982} used creauve dramatics to help young children de-
velop their reading comprehension and sense of story. ““Tu play about
a story children must understand characters and their mouvauuns,
events as cause and effect, and the lugical urder of beginning, middle,
and end” \p. 54). Galda suggests that the teacher select a favorite fairy
tale, fable, ur make believe story with vivid imagery and dynamic char
acters, Lutle Red Riding Houd and The Three Billy Goats Gruff are good
examples. The story 15 read aluud o the children, followed by questiuns
and discussion requinng the students o evaluate the story and discuss
the characters. For example, children may be asked why they thought
Lustle Red Riding Hood was a good stury ur why they thought the troll
wanted to eat the Billy Goats Gruff. The resultis twofold. Children are
allowed t share their feelings about the story and to focas on the
characters and their reactions w the sequence of events in the story.

If the students appear t have enjuyed the story, the teacher may
invite them to role play it. Students then are given whatever guidance
they may nced in selecting their roles and playing them vut. Accurding
to Galda, when players discuss things such as roles, prups, and story
setungs, they becume moure aware of aspects of the stury that they
individually might not have noticed (p. 53).

Story Retellings

Cambuurne (1984, develuped a retelling strategy that necessarily
ma.es use of children’s story schema as they make and confirm their
owa predicuions and compare them with the predictiuns of uthers. This
retelling strategy has the putenual fur invulving the learner in reading,
wnung, speaking, and listening simultancously. Mureuver, a wide
range of language functions may be highlighted simply by mudifying
the purpose, audience, mode of retelling, ot the kind of text to be
retold.
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To prepare for this acuvity, the teacher must urganize the dJass in
small groups. Muluple cupies of the story are made and stapled so that
vily the ude 1s visible. The stapled copies are distributed and students
are asked to write one ur two sentences on what astory with such a uile
might be about. Next, they are asked to list sume words or phrases that
they would expect to encounter if their prediction were w come true.
The members of each small gruup share and compare what they have
written,

After setung a purpuse fur reading, the teacher instructs the students
to unstaple their stories and read silendly. They are wid in advance that
after the reading they are tw pretend t write t sumeovne who hasn’t
read the story and tell them abuut it. Students may use the reverse side
of the paper w wriie their retellings. They are not allowed o lovk back
ar the story.

Another share-and-compare session fullows the retelling, during
which students work with pariners w wwmpare and contrast what each
included and omitted and discuss the reasons why. Additonal sharing
may focus va the words and phrases each student used that are different
from. those used in the stury but mean the same thing. Finally, each
student may puint vut the elements of the uther's retelling that Jhey
would choose to borrow and inciude in their own story.

A MODEL FOR IMPROVING STORY READING
AND WRITING

We have scen how story structure wan be used 0 guide and facilitate
the discussion of sturies, act as a framework for the reconstrucuon of
stories through creauve dramatics, and serve as a mechanism for fadili-
taung and confirming recall during the retelling of stories. The follow

ing mudel for improviag stoty reading and writing has the putential w
make use of all of these strategies in one .umprehensive plan. The plan
meves systemat.ally from students” expusure and discussion « f stories,
tu thei: recuuntng and reconstructing thuse same stories, and finaliy,
to the production of similar but original stories.

Step One

During this iniual phase of the plan, students are expused to a van-
ety of stories within a parucular genre. For example, tachers of
younger children might wish t focus un simple make belicve animal
sturies or fairy tales. Teachers of older students might sish to focus
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un tall tales ur inystery stories. Stories that contain vivid 1imagery and
dynamic characters work best. Over a periud of days, several stories
may be read aloud to the class. “Buok talks™ about buuks in the same
genre also may be given. For a book talk, the teacher introduce: a
partcular book or group of books to the class. For each book, the
title and a brief synopsis 1s givea without giving away the story. If the
children are familiar with uther ..orks by the same author, this may
be pointed vut as well. The bouks are then made available to the
children for their personal reading. The key emphasis during this
phase of the model is 1o immerse children in stories of a particular
type. The discussions surrounding these stunies and the particular
genre they represent serve as a logical point of departwre for the
activities that follow.

Throughout the reading aloud by the teacher and the independent
reading by the children, group discussion and persunalized reading
cunferences are focused un the elements of the stury. Quesuons related
w setting and characterizativn, initating events, goals, major actuons,
wndlusivns, and the reader’s persunal reactions and responses are used
when appropriate w further story comprehension and appreciauon. A
series uf questiuns might focus vn what the characters look like, how
they behave, and what muuvates them. The questions should be framed
su that students are encouraged w use their knowledge of stones
make predictions abour the text. For example:

¢ “"Now that the thiee bears have returned home, what do you think
will happen?” (predicung how the main characters might solve a
problem)

¢ Do you think that Frances” mother is really going to allow her to
eat nuthing but bread and jam every day?”" (predicung behavior of
a main character)

¢ “Now that the author has described Paul Bunyon, can you close your
eyes and see him? Tell what you see” (predicting images)

e “Why do you suppuse that the depariment st.c executives acted so
surprised when Mrs. Gordon introduced herself as the detective on
this case?"* (character motives)

Step Two

After the teacher reads the sto™v aloud to a gruup, une or more of
the folluwing activities may be used tu extend students” understanding
and enjoyment.
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Further Discussion Through Story-Based Questions

The questions below focus on major events or actions in the stories
—a post-reading.’listening activity that requires looking back, reflect-
ing, re-creating, and creating alternatives.

@ “What do you suppose would have happened if Goldilocks had
arrived before the three bears left home?" (predicting outcomes
based on a change in the initiating event)

¢ “What did Frances try that did not work? What else did she try?”
(major problem-solving events)

¢ "What are some examples of exaggerated events in the story of Paul
Bunyan?* (recalling major events)

¢ “What mysterious thing happened in the department store to geuthis
story started?" (initiating event)

Creative Dramatics

Various forms of creative dramatics may also follow a favorite
story. This may involve students in pantmime as the story is read
aloud a second time. Or, they may role-play various characters in the
story, act out specific scenes, or dramatize the story from beginning to
end To prepare for the dramatization, students must focus on various
aspects of characterizatior, setting, and the sequence of events, Ques-
tions such as the following help children prepare for the dramauza-
tion:

» “What kind of person was Paul Bunyon? How did he look, tlk,
walk?"" (characterization)

e "“What did the three bears' home look like? How can we arrange
things o look something like thar?"* (setting)

o “What happened first in Bread and Jam for Frames” What happened
next? How did the story end?" (sequence of events)

¢ “Mary Gordon was a no-nonsense detective. How did she behave as
she went about her work?"" (characterization)

Story Retelling

Stories may be retold in oral or written form. Oral versions may be
told before the group or retold into a tape recorder and made available
for individuals to listen to at their leisure. Written versions may be
shared and compared with others retelling the same story in writen
form. Story elements may be used as a framework for cumparson,
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¢ Were any characters left out or added?

¢ Were the characters and setung described su that yuu could really see
them?

e Were all the events included? Were they in the right in order?

¢ Was the ending retold as it happened in the story?

As students compare and cuntrast elements in their retelling, they may
wish t compare how each used language in different ways to say the
same thing.

Step Three

A senes of writing actviues, moving frum whole group to small
group and independent writing is the final stage of the mudel. Teacher
and students may select a favorite story to retell in written form with
the teacher ur une member of the gruup acting as scribe. As in the
acuviues desunibed abuve, the teacher uses prumpts based on storv
schema to help the story unfold.

o Where and when did the story take place?

e Who were the main chatacters?

o How did the story get started?

o What problems did the characters encounter?
o How did they try to solve their problems?

o What worked? What didn't work?

o How were the problems solved?

¢ How did the story end?

The writing activities evolve through fout steps:

1. Whole group writing of favorite story. Teacher acts as scribe.

2. Whole group wniting of original but similar stury. Teacher acts as
scribe.

3. Small groups cullaburate to waite and share vriginal story with one
member of each group acting as scribe.

4. Individuals write uriginal stories on their own and share with the

group.

In each case, students use story schema w guide them thruugh the
wnung prucess. All of the sharing and discussion surrounding each
parucular story helps t sirengthen students’ understanding of the na-
wre of the genre itself and serves as an invaluable set of prewriting
expenences. The cullaburauve wrniting in large and small groups allows
for much-needed rehearsal. It prumutes fluency and self-confidence
with the prucess. As groups and individuals use story based prompts to
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review their work stories, they are making use of a key strategy for
revising stories.

The model presented above gives students an opportunity to put to
use and develop all that they know about thinking, alking, reading, and
writing about stories. It assists teachers in making connections between
reading comprehension and writing. The model s mululevel; that s,
it allows teachers to work with a variety of different levels of abiluty at
once The model provides an instructional framework with sufficient
structure to give teachers guidance, however, it also offers sufficient
flexibility for teacher and swudent decision-making along the way.
Teachers and students make decisions about the story genre they
choose to ex) lore, the stories within the genre they choose to read, the
means by which they choose to extend understanding and appreciauon
of the stories, and the stories they choose to write in groups or individu-
ally.
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Effective comprebension requires attention-study provesses as well as the study
of content. How may study processes be taught 1o secure a better integration of
the processes with the content of reading’ Niles offers sereral examples of bot
intervening questions {i.e., thuse tv which students are asked 1o respond during
the course of study of a text) may be appropriately wsed in reading for study.

Integration of Comtemt
and Skills Instruction

Olne S Niles

Books and uther print materials are a principal suurce of the knowledge
students are expected tu acquire during their schoul experience. It 1s
important that they acquire this knowledge but just as important that
they understand bow they acquired it so that they may go un absurbing
knowledge and getting pleasure frum print un their uwn as long as they
live. This means that they must understand .he process of reading and
study that they are using as they work with the print marerials in each
of the disciplines they study.

The content of reading and the prucess of reading are inextricably
interrelated. Without content, of course, the process is meaningless.
Furthermore, content (ur the furm in which itis presented) affects, may
even control, the process. Without skill in the process, however, con-
tent often may be impossible for the student to acquire.

Reading can be taught and learned by dividing the prucess intv
subskills (using cuntext clues, reading for main ideas, drawing infer-
ences, following sequence, analyzing imagery, and the like). Teachers
and students may work with each of these subskills separately, eventu-
ally combining them as they are needed in prucessing the many differ-
ent kinds of materials the mature reader encounters. In fai ¢, this 1s the
way reading usually has been taught and learned.

But many researchers auw believe it is better tu reverse this proce-
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Jure and begin with the whole process, luvking at the parts unly w the
extent that this is necessary in order to understand the whole. This
holisuc approach dues nut eliminate auenuon tw subskills, which may,
indeed, be taught separately in the carly stages of learning to read or
when stwdents exhibit a need o impruve sume particular part of the
prucess. Huwever, the holisuc appruach puts the weaching and learning
of subskills in a place subordinate to the process as a whole.

Reading invulves an acuve partnership between the reader and the
wruter, as they buth deal with the matenal as a whole. The cumpetent
reade. consavusly brings tw the act all that he or she already knows
abuut the subject mnvoived, wonstandy predicts what the writer will
present, cunfirms these predictions ur revises ur rejects them, and
finally arrives at meaning. Cumprehensiun is the result of this interac-
uun tu which buth writer and reader contibute. Readers do nut absurb
meaning; they help to create it

The content of reading and the prucess are best taught simultane-
vusly. Thus 1s the text from which many a sermon has been preached
uver the years. The sermon will nut be repeated here except w point
out two considerations sometimes overlooked:

1. Teachers do not have ume 1 an era of expluding knowledge to
teach process and content separately.

2. The muuvauun of students to learn prucess 1s improved if the ask
immediately relates to what they consides the real business of
education, the content they are expected (o learn.

Recent trends, huwever, have tended t ignure the duse relationship
of content and prucess. The whole basic skills movement, behavioral
objecuves, Jassroum maragement systems for individualizing instruc-
uun, and most of the competency testing procedures all have empha-
sized teaching and tesung subskills vut of context. Secundary school
rcading programs and remedial programs in buth clementary and sec
undary schouls are sull predominanily taught in reading classes ur
learning laburatories, divorced from the mainstream of instruction. To
be sure, as measured by buth furmal and infurmai tests, impruvement
in the reading prucess itself as a result of this isolated instruction uften
has been demonstrated. To what extend this impruvement has been
transferred to the learning of cuntent, where 1t really counts, 1s not
knuwn. Su many facturs are invulved—sume of them attitudes rather
than skills—that this transfer is exucmely difficult to measure.

If cuntent and process are to be taught sunultaneously, thus capitaliz
ing un the relaucnship, content teachers will have w assume most of
the respunsibility. Su far, many of them have successfully resisted the
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implications of such an assignment. They have dene so mainly because
of their insecurity and their belief that teaching reading is a very com-
plicated, difficult task. Also, most seconcary teachers and many inter-
mediate grade teachers are content-oriented. T hey tend to teach as they
were taught. We know now that even for them this was not necessanly
a good way; most of them would have been better students and teachers
if more autention had been paid 10 hor to learn and somewhat less to
content per ge,

A first step in corsecting this situation could be to help content
teachers understand the importance of each of the three basic parts of
any good lesson in any subject. prestudy, during-study, and poststudy
or evaluation. In earlier days, though not so very long ago, teaching
focused cn poststudy. The teacher told the class what to study: “'Read
the next chapter and be prepared to discuss it tomorrow.” This proce-
dure, which Herber calls as,umptive teabing, placed the responsibility
entirely on the students so far as the process to be used was concerned.
Teachers simply assumed that the students already had mastered the
process and could make any nezessary adjustments to the matenal at
hand.

There has been considerable discussion of the types of questions
teachers use, especially in this posistudy teaching session (Hunkins,
1972; Sanders, 1966; Turner, 1983). Although some taxonomies have
contained more elaborate classifications (Lapp and Flood, 1978), four
kinds of questions usually have been idesuified. literal, interpretive, or
inferential; critical, or evaluative, and creative, or associauonal. These
kinds of questions require that students relate what they have read two
their own experience or to previous reading and viewing and come up
with answers related to their personal, individual perceptions. Invesu-
gation showed that a high percentage of teachers’ questions were of the
literal type Such questions tap only students’ ability to recall, not their
ability to think. Hence, teachers and writers of texts were urged to
include more of the other types of questions. These distincuions among
kinds of questions are still valid and useful for evaluating students’
comprehension. However, more recently (Herber and Nelson, 1975)
the use of questioning as 2 way to teach the prucess of reading has itself
been questioned, though the usefulness of questions to provide pracuce
with skills already learned is acknowledged.

Recenty some other types of postreading activities have been sug-
gested; for example, the graphic postorganizer (Moore and Readence,
1980) and semantic mapping (Pearson and Johnson, 1978, Armbruster
and Anderson, 1980).

Not too long ago, research began to insist that prereading activiues
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atall levels are an important part of teaching (Adams and Bruce, 1982;
Anderson, Spiro, and Anderson, 1978, Pearson and Johnson, 1978;
Stevens, 1982, Moure, Readence, and Rickelman, 1982). Schema the-
ory has emphasized the fact that what students bring 10 their study
unformauon, atutudes, language background, cuncepts, experiences,
cultural background) sirongly affects what they take from it If it is true
that reading 15, indeed, a transaction between the reader and the text
(or the wrter), 1t 15 clear that an active rather than a passive process
1s involved and that the reader must be prepared to participate in this
transacuion. The text must be viewed as a blueprint from which readers
create their own meanings, which may be more or less similar to what
the writer intended. Ausubel (1968, p. vi) stated the main point very
clearly. The most impurtant single factor influencing learnirg is what
the learner already knows. Ascertain this and teach him accordingly ™
Many suggesuons for prereading activities and strategies have ap-
peared, the best known being the first steps of the SQ3R design (Robin-
son, 1962) and 1ts various mudifications, such as PQ4R described by
Thomas and Robinson (1977). Langer (1982), Vacca (1981), and
Thelen (1982) have described similar procedures all emphasizing pre-
reading.

Thus, prereading and pustreading procedures have been studied
quite acuvely and many approaches devised for their improvement,
some sensible and useful but a few uthers so detailed and teacher/pupil
ume-consuming that it seems unlikely that they will be widely used.
Some, also, are useful unly with certain kinds of material. What content
teachers seek are simple, widely applicable procedures that they can
understand quickly and implement without tedious preparation or the
production of voluminous study guides or other written materials.

The part of the lesson that has su far received the least attention is
the during-reading segment. Recent studies of what s called compreben
ston monyoning, @ Metacugnitive process by which readers evaluate the
success of their efforts to comprehend, seem to be leading to more
attenuon to what happens during reading and to how this process of
monitoring can be improved (Wagoner, 1983, Baker and Anderson,
1982). It seems reasunable t believe that it is during the time when
students actually are studying that the teacher has the best opportunity
to gurde them and tv demonstrate the kinds of interaction with text a
given piece of content material requires if it is to be thoroughly com-
prehended, appreuiated, and recalled. The rationale for emphasis on
during-study activities is presented by Herber (1978). It is also de-
suribed as one approach o content-area reading instruction by Moore
and Readence (1983). Several procedures for dealing with students’
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during reading process have been devised, for example, Three Level
Guides (Herber, 1978), Seiective Reading Guide-O-Rama (Cunning-
ham and Shablack, 1975); Pauwern Guides (Olson and Longnion,
1982); ConStruct Procedure (Vaughan, Journal of Reading, 1982); and
various note taking, summarizing, and outlining procedures. All of
these, however, seem to he focused more on helping students master
a specific content than ¢ helping them understand the process for
arriving at this mastery.

A procedure that is simpler to prepare than most of these others
appeals to content teachers because it seems a “natural” way t teach
and not very different from the way they usually teach. It requires,
however, that the teacher prestudy the material himself or herself and
think of questions and hints to use Juring the students’ study to make
them realize what they are doing and thus snderstand the process as
well as master the content. It is particularly important that students
learn to predict what will follow and to recognize and respond to the
top-level organizational structure of the piece, i.e., chronological order,
cause-effect, comparison-contrast, etc. Various researchers have catego-
rized these structures in different ways. The importzut point is not the
particular caregories but rather the fact that students are trained to look
for structure and 1o use it to help them read and recall \Bartlett, 1978;
Meyer and Freedle, 1979, Meyer, Brandt, and Bluth, 1980; Taylor,
1980).

Intervening during study with the use of adjunct quesions 1s sup-
ported by limited research (Vaughan, Secondary $ihool Reading, 1982),
which seems to show that questions in text are more valuable than
either questions before text or questions after text. Ip any case the
procedure leads to teacher-student-text interaction at the point where
this is probably most meaningful. Adjunct questions must include pro-
cess questions” (see examples below). Merely asking questons about
content may help sudents master spedific content but will not further
their understanding of the process.

Intervening in the students’ during-reading activity requires that the
teacher preselect stopping points where students can reflect upon what
they are doing and why they are doing it. The questions to be asked
should make students concern themselves both with the results of the
reading process (comprehension) and with the process itself. Essen-
tially what happens is that the reading experien<e is slowed down so
that students have time to observe the transaction that is occurring
between themselves and the text. One way o do this is for the teacher
to read aloud to the students as they progress through some martenal
ard, by pausing and questioning at appropriate points, force attenuon
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to the k:nd of thinking the students should be doing. A second way is
to mstruct students to read silendy tv a certain point (probably betrer,
in this case, than oral reading w students because silent reading nor-
mally occurs 1n content reading) and then ask them to stop and respond
orally to botit “process” and “"content * questions. A third procedure
involves the preparation of study sheets that instruct the students to stop
at key points and respond to questions, either by discussing them ina
small group of peers or by writing answers to the questions, answers
later to be shared with the teacher in a follow-up session. Probably the
most effecuve procedure is the second, partly because it allows the
teacher to evaluate student response immediately and, thus, clarify
issues that anise, and partly because it requires less time-consuming
prior preparauon on the part of the teacher than the third procedure.
Not that i1t does not require preparation. Few teachers can make on the-
spot decisions concerning the appropriate issucs to raise with students;
they have to think 1t through in advan. :. The most Jifficult part may
be locaung those stopping places where discussion will most efficiendy
make students aware of reading as a process and of their role in the
transacuon with the text. Hunt (1982, p. 349) describes the nrocess:

The question, then, 1s what methods we might use to slow down and
interrupt the process of reading for vur students so that they (and their
teachers) can reflect on the transaction betwecn themselves and the
text, modify and ennich it, reassemble and repcrform it—that 15, gain
some measure of control over it.”

This procedure, as described above, obviously relatcs to a whole
piece of text such as students encounter daily in content reading.
Though it focuses on the whole process of reading, it may serve to alert
the teacher to the need for some direct teaching of a specific subskill
with which students are having difficulty. It may even mcaa departing
from the content text tempurarily and providing some practice in easier
matenals. For example, if a question that calls for students to infer a
main 1dea causes difficulty, the alert teacher will dezl with this problem
directly by providing explanation and practice in inferzing main ideas
Emphasis on the whole may lead tw temporary emphasis on the parts.

Since demonstraung 1s usuvally more effective than describing, some
sample during-reading lessuns are presented. They involve differe~t
content and diffecent levels of difficulty. Lack of space dictates that
prereading and pustreading ac.ivities related to the diring reading patt
of the lessons be omitted. For the same reason the excerpt from the
social studses text 1s abbreviated, certain parts have been omitted except
for their accompanying subheads, which are all presented as in the
ongnal. In the left columns, stupping puints with related questions and
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hints are indizated. Asterisks identify process-otiented questions, In the
y q

right columns, the text itself is presented.

Cnystal Moment
by Robert P. Tristram Coffin

Read the title. *How would you
describe a crystal? The poet is
using a metaphor. Metaphors al-
ways imply comparison. What
could make a “moment” like a
“crystal"*?

Read lines 1-4. *What rhyme
scheme has the poet used? Where
does each thought end?

How does the poet feel about the
“*moment in September*?

Read lines 5-22. *What does the
buck do in its attempt o escape?
*What do you predict the outcome
will be?

*An image is a word or group of
words intended to help the reader
see, hear, touch, smell, or taste
something the writer is describing.
What images does Coffin use to
help you hear the baying of the
hounds and to help you see the
buck swimming?

Read lines 23-28. *Sometimes
writers leave out a word or words
and use a comma in their place.
The poet has done this in line 23.
Reword the sentence that begins
“Pursued. . . ." Do not use the
words *‘pursued” or “pursuers.”

*Did the chase end as you pre-
dicted? Expiain.

In what sense are life and death
*upon one tether''?

Is the poet’s sympathy with the
buck or with the hounds?

I Once or wwice this side of
death/Things can make one
hold his breath.

3 From my boyhood I remem-
ber/A crystal moment of Sep-
tember.

5 A wooded island rang with
sounds/Of church bells in the
throats of hounds.

7 A buck leaped out and took
the tide/With jewels flowing
past each side.

9 With his high head like a tree
He swam within a yard of me.

11 I saw the golden drop of i ght
In his eyes wrned dark with
fright.

13 I saw the forest’s holiness/On
him like a fierce caress.

15 Fear made him lovely past be-
lief/My heart was trembling
like a leaf.

17 He leaned towards the land
and life/With need upon him
like a knife.

19 In his wake the hot hounds
churned,/Theystretched their
muzzles out and yearned.

2] They bayed no more, but
swam and throbbed,/Hunger
drove them till they sobbed.

23 Pursued, pursuers reached
the shore/And vanished. I
saw nothing more.
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25 Sothey passed, a pageant such

As only gods could witness
much,

Life and death upon one
tether/And running beautiful
together.

What Does the Circulatory System Do?

Rcad the title. *What does arcla
tory mean? It is related to arde
What happens tu something thet
circulates?

Read paragraph 1. Why do doctors
no longer bleed sick people?

Read the first sentence of para-
graph 2. *What do you predict the
writer will cell next?

Read all of paragraph 2. *What s
done to make you parucularly no-
tice one of the words? Which
word?

*What does plasma carry through
the body as the blood airculates?
What are nutrientss You may need
a dicuunary. Writers do not always
furnish context clues to help you.
There are none here.

Read paragraphs 3-5. Whkat three
things are found in the second part
of the blood? What does each of
them do?

*The wniter has made it easy for
you to remember the parts of the
blood by the way he organized the
material. Show that you under-
stand what the writer did by cum
pleting the outline below.

Parts of the Blood
I. Plasma
A. Yellow fluid, mostly water

183

Long ago, people thought that
they could cure a sick person by
causing the person to bleed. Doc-
tors in the Middle Ages thought a
sick person had bad blood. They
thought that when a person was
bled, the bad blood was let out of
the body. The man in the drawing
is receiving this often-harmful
treacment. Today, we realize that
the blood, which circulates
thiough the body, nourishes the
body «cells and keeps them
healthy.

Blood consists of two parts. The
blood in the test tube in the pic-
ture is separated into its two parts.
The yellow fluid—plasma—is
mostly water. Nutrients, some ox-
ygen, and waste products are dis-
solved in the blood plasma. You
might notice yellow fluid oozing
out from a scab if you scrape
yourself,

The thick, red mixwre at the
bottom of the test tube consists of
blood cells that make up the sec-
ond part of your blood. The pic-
wre shows a closeup view of
blood cells. The smooth, disk-
shaped cells are red blood «#lls that
carry most of the oxygen in your
blood.

Find the round, rough-surfaced
cells in the picture. These white
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B. Carries nutrients,
and waste products

oxygen,

11. Blood cells
A. Red cells
1. Smooth, disk-shaped
2.
B. White cells
1.

—

blood cells protect you from dis-
ease. Whate blood cells surround and
destroy harmful organisms that
might make you ill.

Notice the tiny specks in the pic-
wre of the blood cells. These
specks—or  platelets—form from
pieces of cells. The platelets release
a substance that helps a blood clot
to form if you cut yousself. The
blood clot acts like a plug to keep
your blood from draining out of
your cut blood vessel.

The Industrsal Retolution Led to Stweeping Changer
in Englsh Life. Conditions in Eighteenth-Century England
Farored Rapid Industrial Change

Read the ;itle and subtitle. *What
do you predict will be the two m2in
patterns of thought in this chapter?
What clues helped you identify
these pauerns?

Read paragraph 1. *What sentence
summarized paragraph 1?

Read paragraph 2. Between 1750-
1850 what two majur changes had
occurred? What is this period
called?

*What device did the writer use in
paragraph 2 to call your auention
to the most important facts?

If an Egypuan farmer of four
thousang years ago had visited En-
gland in the early eighteenth cen-
tury, he would have found many
things iumiliar. At that time, most
Englishmen lived on farms or in
small villages and worked the land
with crude tools and the aid of
horses and nxen. The women spun
thread with a distaff and spindle,
just as the ancient Egyptians had,
and wove cloth in their own
homes. The world's methods of
raising food and making cloth had
not ckanged much since the days of
the Pharaohs.

If, however, the same Egyptian
farmer had visit.d England a cen-
wry later, he would have been a
total stranger to the country’s ag-
ricultural and  manufacturing
methods. Great factories had
begun to dot the landscape and
new cities were growing up
around them. Large numbers of
farmers had left the fields to work
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Read the first sentence of para-
graph 3. *What do youu predict will
follow?

Read all of paragraph 3. What
made England a leader in the In-
dustrial Revolution? Be careful:
read the whole paragranh.

*What group of words in para.
graph 3 leads you to expect the
writer will discuss some of the
“many factors’"?
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in the factories. and those who
stayed behind were able to pro-
duce much more food because of
improved farm machinery and
large-scale operation. People now
wore ready-made clothing turned
out by machinery rather than by
hand labor. New and faster means
of transportation were available,
too. Because these changes came
about so rapidly (approximately
1750 to 1850) this period of En-
glish history is known as the Indus-
trial Retolution. It marks two im-
portant changes: 1. from making
goods by hand to making them by
machine; 2. from working in the
home to working in a factory
away from home.

What brought about these
sweeping changes? The most obvi-
ous answer is that new machines
appuvared in England between
1750 and 1850 that made hand
labor scem very slow and inefhi-
cient. Why, you may ask, did not
all European countries make use of
the new machines since the scien-
ufic principles on v ich they were
built were knowr. to the scholars of
many countries? The answer is that
many factors in aridition to scien-
tific principles are necessary to
bring about an Industrial Revolu-
tion. As we shall see, of all the
countries of eighteenth-century
Europe, England was best
equipped to become the first great
industrial nation:

® A revolution in agriculture meant a
large number of unemployed work-
ers.

® England bad 1he capital to invest in
new industries,
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Read paragraphs 4-6. *What two
pauerns of thonght are combined
in these paragraphs?

*There is a great deal of detail 1n
these paragraphs. How much of
this detail do you think you should
try to remember? Considering the
three paragraphs as a whole, what
is the main idea?

New machinery increased the pro-
duction of cloth. A vital role in the
Industrial Revolution was played
by the inventors who applied
scientific principles to practical
needs. The impact of their inven-
tions was first felt in the textile in-
dustry, which had always been im-
portant in England. One of the
carliest inventions, John Kay's
flying shutde (1733), greatly in-
creased the speed with which
cloth could be woven. But the
usefulness of the flying shuttle was
limited by the fact that the spin-
ners, who were siill wwisting yarn
with a simple spinning wheel,
could not work fast enough to
keep up with the weavers. This
bottleneck was overcome a few
years later when James Har-
greaves devised 2 means of turn-
ing eight spindles with just one
spinning wheel. He called his ma.
chine the spinning jenny, A barber
named Richard Arkwright im-
proved the spinning jenny by add-
ing rollers theough which the yarn
was drawn into thread. His ma-
chine was called a water frame be-
cause its rollers were turned by a
water wheel,

The yarn produced by the spin.
ning jenny was 100 soft and un-
even, however, and that produced
by the water frame was t00 coarse.
Samuel Crompton combined the
800d points of both machines with
some ideas of his own to prodvce
a spinning machine called a mule.
An improved version of the same
machine is still used today. In 1785
Edward Cartwright applied the use
of water power t0 his power loom,
thus enabling a weaver to produce
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Read all the bullets except the last.
List five factors that produced the
Industrial Revoluuon in England.

Read the last bullet. * What pattern
of thought do you predict will fol-
low?

Read the last threz paragraphs. In
what ways was the life of the fac-
tory worker unlike that of a medi-
eval serf?

*\What summanzing Ssentence
states the main point of the last
three paragraphs?
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as much as twelve men had been
able to do with hand looms.

A number of other inver. ns
also helped expand the textile in-
dustry. In 1794 an American in-
ventor, Eli Whitney, developed
the cotton gin (“'gin"" is a shortened
form of "engine”’), which enabled
one man to pick the seeds out of as
much as a thousand pounds of raw
cotton a day. A few years later a
machine was developed to stamp
brightly-colored designs on cloth.

® The steam engine prosided poswer for
the new machines.

o Coal and iron belped English indus-
tries grow.

o Roads, canals, and raihvays in-
creased the flow of trade.

o Machines changed people’s way of
Isfe.

Was the lee of the nineteenth.
century factory worker worse than
that of the medieva! peasant? You
will remember from the story of
the Middle Ages that the serf on
the manor was forbidden to leave
the land a1 4 .hat he led a life of
drudgery and toil. While factory
workers were free men, in many
ways the’r lives were more misera-
ble than those of the serfs. At least
the serf had the security of his land
on the manor. The factory worker
lived in daily fear of being replaced
by a machine or laid off if the fac-
tory closed. The serf could rely on
his garden or livestock if the crop
failed, but the factory worker had
only his job to keep him housed
and fed.

While the serf’s cottage was only
a sod hut, it was often beuter than
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the crowded, unsanitary tenement.
Ceruainly a serf’s work in the fields
was healthier and more pleasant
than work in a gloomy, damp coal
mine or in an unventilated, smoky
factory.

A comparison of the two ways of
life must ke into account the
worker's morale and self-respec.
The medieval peasan: felt that his
crop and his garden were the result
of his own efforts, just as the crafts-
man felt pride in his skill at weav-
ing. But the factory viorker who
spent his day monotorously tend-
ing amachine had no responsibility
for planning or turning out a
finished article and therefore had
no rzason for pride in his work. As
you readily see, in many ways the
lot of the "free” factory worker in
the nineteenth cenwry was more
unhappy than that of the serfs.

Readers of this article must not assume that the kind of during-
reading procedure described and illustzated should be applied to all or
even most of the reading that students do in their texts. From a purely
practical point of view, it would be impossible because of ume con-
straints. But beyond this consideration, it would be frustraung to stu-
dents to have their reading constantly slowed dJown and interrupted.
Teachers must trust that transfer will take place and thar, having been
shown how to *“think” as they read, students will continue to do so
when they read independenly. If the process is taught with the use of
“real reading,” that is with the textbooks they use every day, there 15
a beuer chance that transfer will occur than would be the case if the
process were taught with unrelated materials. Teachers are advised,
therefore, 10 select pieces of material from the students’ own texts,
pieces with which they think students might have some difficulty in
comprehension or recall and certainly material containing important
information worth the time and effort spent in careful study. Then they
should conduct during reading activities n a fairly consistent schedule
early in the year, perhaps once a week with the intervals between such
sessions lengthened as teachers begin to see that transfer is occurring.

O
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There 15 a fine hine between the desirable teacher.’student interaction
the procedure descnibed above encourages and uverdependence on the
teacher. The goal, of course, is transfer to the st.Jents’ independent
study. We have not yet found a foulproof way to guarantee this out-
come,

The procedure «an be used with almost any kind of matesial, even
something as different 1n appearance as an algebra text. Mathematics
has 1ts own language and vrganization, which students must learn to
read. Also, 1t 1s apprupnate fur use at any grade level in which student
textbouks are extensively used, usually beginning in grade fou.. The
present writer would argue that the procedure should be started early,
before students have formed bad habits as they adjust to the major
difference between the generally nacrative style of basal ccaders and the
generally expository style of content books (Wouod and Mateja, 1983).

The integration uf content and skills instruction will follow when the
same teacher teaches both, the material used is the “real swff™ of
students’ textbooks, and the activities during reading receive as much
attention as the prercading and podreading parts of the lesson.

About the Author

Olite S. Nikes 13 Professor, Depariment of Reading, ar Lowell University,
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Content filld seachers base dung been frusirased by ibe capectasson ihas ihey teah
nvt onay their subject matter bui also she reading skidly needed for ity compreben-
<don. Li there an alternatize b a skisl approack thai will beip solie ibay problem.
Herber \bow, how insructionas guides deveioped 1o integraie reading-thinking
provesses may be vsed 1o promote the understanding of contens maserial ar three
comprebension lesels—literal, imterpresive, and applicd.

Levels of Comprehension:
An Instructional
Strategy for Guiding

Students’ Reading
Harold I Herber

The centrality of cumprehension to the process of education is evident
1 instructional concerns eapressed by buth practitiuners and research-
ers. Pracutiuners discuss the impurtance of their studenes being able w
comprehend printed materials. They look o researchers as well as o
uther practitioners for ways o impruve their students” reading perform-
ance,

Researchers study the comprehension process and related methods
and materials t help teachers attain their instructivnal guals. Coupera-
tive efforts of practitiuners and researchers woward improving compre-
hension instruction are increasing.

The purpose of this article is w present an instrucuonal strategy for
improving reading cumprehensiun, a strategy that has evolved frum the
work of bota practitioners and researchers. It fucuses un how contens-
area teachers can manage reading instructiun and how they can mediate
and model reading comprehension,
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MANAGING READING INSTRUCTION

Induding reading instruction in une’s curriculum 1s generally per
ceived by cententarea teachers o be an unervus prublem. This is
parucuiatly true when teachers a.e umniuated in instructonal strate-
gies for teaching reading. Teachers have two basic quesuvuns. ~"What
reading skiils do I weach?” "How do T icach the reading skills?” These
"o quesuuns translate it one large management prubiom. finding
®ays (o integrate instructoon 10 wurse wontent with mstructuon 10
related reading-reasoning processes.

™. maragement prublem seems uverwheiming w cuntent-area
weachers when, 1n response to their question “What reading skills do
Ticach?' they are preseated with an extensive set of terms representing
reading skills. These erms are found in professivnal texts written by
authurs whose theoreucal vnientauon is wward a speific skills model
of reading. Accurding to this unientauon, a combiradon of specific
skills consututes the reading prucess. The skills range from those
needed widenufy and acquire new vucabulary, and cumprehend narra-
uve and expusitury matenals, w0 thuse needed for efficient study of
printed materials and fur high level reasuning about what is being read.
Each skili can be iWdenufied and wught, individuall, and in combination
with uthers. In the professional texts writen from this vrientauon,
these skills are 1denufied as essenual for suceessful reading in various
wuntent areas and are recummended w 1eachers as the focus for instruc
tion.

To teachers who do not have the atademic or experienual back-
gruund either o understand the meaning of these spedific skills or 10
knuw that aiternauve theurcucal unientauouns exist, what is proposed
seems w be an impussible wask. Teaches who follow the admounitons
and auempt w baiance the waching of specific skilis with the teaching
uf course wntent becume frustrated because of management prublems.
They are nut quite certain how w teach the skills, nor are they certain
what materials w use for the instrucun. Thuse who are persistent
enuugh w fullow the authurs™ prescripuuns for teaching the specific
shails Fave difficulty finding ume w do so without giving short shrift o
the cuurse cuntent they are respunsible w teach. For example, teaching
a lessun un finding the main idea of a passage 1n a history class kes
ume away frum the study of history. Even when the eacher uses the
regular histury text as the resource for the lessun, the cuncentradon s
on the skill rather than un the content and the latter 13 lost in favor of
the former. Muluply this expernience with teaching main idea by the
number of speafic skiis recummended for the teacher w teach and you
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have an indicatiun of the complexity that causes a severe management
problem. So, while ¢ »atent-area teachers view reading instruction as
important, for most of them the management prublem remains. how tw
teach reading skills and course content at the same time.

An alternative answer to the question “What reading skills do I
teach?” lies in considering a different theuretical vrientation to the
process of reading. Viewing reading as a holistic prucess ratber than
as a set of discrete skills can lead :v strategics that make instruction 1n
reading more easily managed within the cuntext of instruction 1n
course content. Professiunals whu subscribe tu the holistic mudei of
reading believe that reading is a natural-language prucess. Meaning
resides in the reader, su what the reader brings to the text determines
what he or she takes from the text. When the text is written in lan-
guage familizc to the reader, he or she is able v give meaning 1 it.
Instruction in this meaning acquisitivn prusess dues not require that
languz e be broken down intv discrete parts to assure understanding
of the whole. Rather, instructiun requires sufficient preparation of the
reader before reading so he or she can make cunnections berween
what is already known and what is being p.esented in the linguage of
Jie ext. The reading instruction provides sufficient support of the
reader so the reader will make cunnections, atiribute meanings, and
develop understandings.

The holistic model of reading and the insteuction it prumoutes hold
distinct advantages for the cuntent-area teacher who 1s luoking fur the
answer to the question “What reading skills du I teach?”” It is not
necessary to use artificial text fur instrucdunal purpuses. Rather, teach-
ers can use the natural text that is found in resources cominonly as-
signed ‘or study in subjects taught in the schoul curriculum. This makes
possible the instructional integ.ativn of course content and related
reading process. As students are shown huw to read this natural-lan-
guage text, they also are taught the substance of the course in which
the text is used. So, teachers teach iheir students how to read the
textbooks they are required to read. This is much mure manageable
than teaching special lessons un spedific reading skills frum spewial text,
especially when the instruction takes time away from the study of the
content of the curriculum.

The second question that reflects the management prublem for con-
tent-area teachers is “How do I teach the reading skills?** Again, the
answers are found in the logical eatensions of the two mudels previ-
ously discussed. The specific skills model generally promotes dires
instruction through lessons that focus un skills found in materials espe-
cially constructed for such lessuns. The holistic mudel generally pro-
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motes funtcstonal imiruiun through lessons that fucus on the content of
the required texts being read.

An example of direct instrucion was given earlier, a lesson on read-
ing fur the main idea. The nouon of " direct teaching™ of reading comes
from the focus of attentivn fu: the lessun. Reading skills are the focus.
Lessons are designed to teach spedific skills directdy, materials are se-
lected because they can serve as a vehicle through which the skiils can
be taught. Frequently, special matenals are purchased ur cunstructed
for use 1n such lessuns. Alternatively, content-area texts sumetimes are
used for instruction 1n and practice on specific skills. But regardless of
the materials being used, the fucus of the lessons is directly on the
reading skills. Learning and using the substance of what is read is of
secundary importance. Thus, the direct teaching of specific reading
skills 1n a content-area class tends tu separate the learning of reading
skalls from course content. Direct teaching of reading skiils in a conteat-
area dlass reduces the ume available fur eaching the content and inten-
sifies the management problem.

Funcuunal mnstrucuon of reading, with particular focus on compre-
hension, 15 illustrated later in this artide. The notion of “'functional
teaching” cumes frum the functions served both by the reading/rea-
suning processes to be taught and by the teaching itself. The reading
, reasuning processss are impiicit in the section of the textbook as-
signed fur the study of a particular concept in the course, and they
funcuon to faahate studentss” understanding of the required reading.
The weaching guides students’ appitcation of the reading/reasoning
prucesses imphiut in the required reading and, thas, develops stu-
dents” understar.ding of what 1s being read. Because functional teach-
ing uses textbouks required for a wontent area, and because it facili-
tates students” study of concepts from the required curriculum, it
prumutes the instrucuonal ntegratun—rathes than separatuon—of
reading processes and course content. This econumizes time and
reduces the management problem.

MEDIATING COMPREHENSION INSTRUCTION

To most pracuuoners and researchers, comprehension is central t the
reading prucess. Helping siudents understand what is read is the goal
of reading instrucuon. Fiading ways for content area teachers to man-
age comprehension instruction has been an impurtant otjective in the
develupment of all-schoul reading programs (Herber and Nelson Her-
ber, 1984). Many have attained the objective through the funcuonal
teaching of comprehension within the holistic model of reading (Her-
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ber and Nelson, 1984). Central tw auaining the (bjective was finding
ways to mediate the development of comprehension.

The first step was iv define comprehension in a way that reflected the
full range of the process while making it seem instructionally manage-
able. Gray's (1960) description was promising, “'Reading the lines
... reading between the lines . . . reading beyond the lines.”” Smith’s
(1963) descriptors of her notion of comprehension stimulated a search
for labels for Gray's three phases. Smith (1963) described lueral com-
prehension, interp,etive comprehension, ritial comprehension, and
creative cumprehension. Herber (1965, 1970, 1978, 1985) used k-
eral 1o describe the acquisition of basic information or details from what
is read. Literal compreh.nsion is “reading the lines,” or determining
“what the author saygs."

Smith’s aotions uf interpretire and (ritial comprehension were con-
sidered o erlapping and Herber used the term interprenve w describe
the acquisition of ideas from what is read as the reader looks for
relationships acruss details presented by the author. Interpretive com-
prehension is “reading between the lines” ur determining “*what the
author means by what he or she says.”

Embedded in Smith’s notion of (reatire comprehension was the
reader’s application of prior knuwledge o the author's ideas and the
generation: of broader, more abstract, mure general concepts ot prinai-
ples. Herber used the term afplied to describe this aspect of comprehen-
sion. Applied comprehensiun is “'reading beyond the lines™ or “'apply-
ing your ideas to the author’s ideas and coming up with new ideas.”

Herber gave the term leiels of comprebension w the combinauon of his
three descriptors. While in the early discussions of levels of comprehen-
sion Herber (1965, 1978) suggested the possibility of a hierarchical
relationship amung the three levels, subsequent research and program
development in schouls led o two impurtant refinements. first, the
levels are more interactive than hierarchical (Herber, 1978), second,
the levels are more accurately considered a description of an instruc-
tional strategy to develup a reader’s comprehension than a descziption
of comprehension itself (Herber, 1985).

The interactive aspect of the three levels is consistent with Rumel-
hart’s (1976) interactive model. It alsv seems more consistent with the
assumptions of holistic models of reading. Recent research into reading
comprehension confirms the appropriateness of the descriptors and the
practicality of the instructional strategy they form, For example, Peai-
son and Johnson (1978), drawing un their own research and that of
others, have created a taxonomy of comprehension questions and an-
swers that 1s similar to Herber's levels. They refer to textually exph-
¢t comprehension, which is akin to the literal level and involves (he
Q
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reader 1n 1denufying expliut information from the text. They refer to
textually tmplnts comprehension, which is akin w the interpretive level
and involves the reader 1n idenufying ideas that can be inferred from
the text. They refer to srpially impliou compreheasion, which is akin
to the apphied level and involves the reader in relating ideas frum prior
knowledge to information or ideas drawn from the text.

The construct of levels of cuomprehension becomes an instructional
strategy when the levels are represented in instructional materials
called reading guides™ ur “levels guides.” Reading-guide materials
are designed to assist students as they read and respond t text at each
level of comprehension. The specific nature of their design is discussed
in the next secuvn of this arucle, Hlustrative examples of levels guides
are presented at the end.

These matenals are used o0 students not only as they read text
but also as they diss -, what . have read with other students and
with their teacher, Ii. performing this guiding function, they serve as
mediators (Shoemaker, 1977), a particularly apt simile. That is, the
levels guides prottde a hink betmeen reade.s and text that promotes
understanding of text and faulitates communicativn among the readers.
Guides for the htera! and interpreuve levels of comprehension mediate
between students and text. facilitaung students” acquisitivn of essental
informauon and their analysis of implicitideas. A guide for the applied
level of cumprehension mediates ameng students, their prior knowl-
edge, and 1deas imphat in tex, enabling them to synthesize across
informauun svurces and w generalize new or expanded concepts.

The levels guides mediate ducussions among students as they draw
informauun, 1deas, and generalizations frum the text and their prior
knowledge. This mediaaon 1s particularly impurtant because students
often work in small groups as they respond to the guides. The guides
give fucus and purpuse t students” interactions and increase the effi-
ciency and producuvity of their work. The guides alsu mediate between
students and the teacher, giving fucus o that cummunication and in
creasing the safety ™ factor { Nelson-Herber, in press) for students who
need assistance in developing their communication skills,

MODELING READING COMPREHENSION

Metacugniuve studies suggest the impurtance of helping students de-
vclop an awareness of their own thought prucesses as they read
(Bruwn, 1981). Helping students becume aware of ~what their minds
feel like " as they comprehend their teabuuks muves them cluser w the
puint where they can funcuoun as independent readers. Instructional
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materials that guide students’ reading an develup this awareness by
attempting to model vt to simulate the comprehension prucess. While
comprehension of text is far tou cumplex a process t be explained fully
by the simple construct of three levels of comprehension, it 1s possible
to say with some coafidence that comprehension dues at least involve
the three factors previously mentioned. acquisition of informaton,
development of ideas frum that informatiun, synthesis of text-based and
reader based ideas into new or broader generalizations (Pearson and
Johnson, 1978). Guides designed around the cunstruct of three levels
of comprehension can serve to make students aware of these three
factors. When such guides are used with textbuoks required in vanous
content areas, students alsu develup an understanding of the concepts
being taught thruugh those texts. Thus, they learn course content and
related reading/reasoning processes simultaneously.

Construction of the guides is particularly important to the integrated
learning of content and process. Items in the guides are framed as
declarative statements rather than as questions (see examples at the end
of the article). That is, the literal-level guide contains statements that
may (or may not) reflect infonination presented in the reading selecuon
to which the guide is related. Similarly, the interpretive-level guide
contains statements that may (or may not) reflect ideas that can be
inferred from informatiun presented in the reading assignment. The
applied-level guide contains statements that may (ur may not) reflect
generalizations that can be suppurted frum ideas in both the text and
the readers’ prior knowledge. Items in the guide for each of the levels
are created by teachers as they ask themselves the questiun appropriate
for each level. what is the important informatiun in this assignment
(literal), what ideas is the author trying to convey (interpretive), what
gencralizations seem apprupriate four this material, given students” privr
knowledge and experience (applied). In essence, then, items for the
guides are really answers to these questions pused by the teacher.

Directions for the guides ask students tw identify statements that can
be supported by informatiun in the text {literal and interpretive levels)
as well as by their prior knuwledge and experience (applied level).
Students are asked o identify spedific information and ideas they have
drawn on to support their aweptance o rejection of statements. As they
discuss their responses to the statements with uther students in their
small groups, they share the suppurting evidence. Thus, students con-
sciously experience the marshaling of information and ideas in respunse
to a reading assignment, they conscivusly experience what it is like to
comprehend text material, and, at the same time, they engage in the
study of ideas important tu the curriculum in which they are enrolled.

The belief is that the use of guides, comprised of declarative state-

ERIC 209



O

ERIC

Aruitoxt provided by Eic:

202 Reading, Thinking, and Concept Development

ments of the surt just described, serves to model the process of compre-
hensiun 1n a bruad and general way. The respunse to the guides consti-
tutes a kind of simulauon of cumprehension that students consciously
experience buth as they respund t the guide and as they discuss their
respunse with uther parucipants. Fur example, as students respund to
lierallevel statements, they experience what it is like to surt through
an assignment 1n text to find the significant infurmation. As they re
spund t interpreuve-level statements, they experience what it is like
to study relauounships acruss infurmaton presented in text and t infer
ineanings frum thuse perccived relauunships. Finally, as students re-
spond t apphed-level statements, they experience what it is like to
bring priur knuwledge to text, 0 relate it to information and ideas
drawn from the authur, ard w develop generalizations from the rela-
tionships.

Students du not actually create a pruduct of the comprehension
prucess. Because the statements {whick are the pruduct of the teacher’s
wmprehension prucess) have been created for students to react to,
students have unly t judge whether or not they fit the text under
cunsiderauon. By marshaling evidence to suppurt or reject the state-
ments, however, students du develup an awareness uf how such state-
ments can be furmulated by drawing frum infurmauon and ideas pre
sented 10 text and by draming frum pniur knuwledge. Students do
develup a wwasauusness about the cumprehensiun prucess, to the point
where they can talk about 1t with their teachers and peers (Herber and
Nelson-Herber, 1984).

In this mannet, these guides «consutute a simulation of comprehen-
sion. As such, they cunsutute a “'prequestioning” strategy for guiding
students” develupment of comprehension and for preparing students
subsequently tu answer quesuons that reinforce and pravide practice un
the cumprehensiun prucesses they have acquired. Herbet and Nelson
(1975, discuss how the interacuve use of declarative statements and
quesuons can lead w students’ indeperdence in cumprehension.

SAMPLE GUIDES

Beluw are levels guides fur three subject areas. sucial studies, literature,
and mathemaucs.’ The social studies maternial was used with asixth grade
ulass that was studying means of survival and huw they are ubtained. The
vrgamzing 1dea fur the lesson was, “Survival requires food, clothing,
and shelter. These basic needs can be ubtained by money, goods, and

i. Sample levels guides are repruduced by permissiun of TRICA Cunsuliants, Inc.,
Homet, New York.
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services.” Note that all of the items in the guides are declarative state-
ments. Examine the statements in the guides to see huw they fit the text,
how they fit the Jirections at each level, and how they fit with vne
another both within each level and across the three levels.

The literature material was used with an eighth grade (lass that was
starting a poetry unit. This particular guide was one of four used as
students read and discussed four different puems, each related in so.ne
way to the organizing idea, “Time has both quant:tative and qualitauve
dimensions and every person experiences buth dimensions differ-
ently.”” Even though the guides are fur the reading of puetry rather than
exposition, their purpose, function, and interrelationships ace similar
fer the reading of social studies material. Some variativns occur w
accommodate the literary form and the different content, and you can
see these variations. You also can see the carefully develuped relation-
ships between the guides for the three levels (items 3, 4, and 5) and
the poem, among statements within each level, and among s. rements
across the three levels,

The mathematics lesson shows how the application of levels of com-
prehension is adapted to the reading of word problems. This parucuiar
material was used in a lesson related to the organizing idea, *“The areas
of rectangular regions can be calculated if their dimensions are
known." This guide reflects an adaptation of the levels-of-comprehen-
sion construct studied by Riley (1976) for use with the reading of word
problems. The adapration presents a variatiun of the literal level first,
fcllowed by a variation of the applied level, fllowed by a variation of
the interpretive level. Take careful nute of the kinds uf items presented
in each of the levels and how the adaptatiun seems to fit the special
needs imposed on the cunstruct by mathematics and word problems.
Herber (1978) and Riley (1976) discuss this adaptation in more detail
for those interested in pursuing the matter further.

Example: Grade 6, Social Studies
Surtial

1. Some people are pocr. Sume peuple are rich. Sume peuple bve in cold
places and some in warm places. There are many other differences among
people that you could talk abuut. 2. However, there is une thing that 1s the
same for everyone all over the world. That une thing is the wish to hve, or
sursite What people need for susvival alsv is the same for all people. They
need three things. They need fuod, cluthing, and shelier. 3. When people
do not have enough foed 1o eat, they becume sick and die. Even though
different people eat different food, their need for fuod 1s the same. 4. When
people do not have enough .Juthing tu protecs their bodies, they may not
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survive. The need for dduthing is the same even thuugh different pecple wear
different cduthing. 3. When peuple du nut have enough Jbelter, they may not
survive. The kund of sheler peuple have is different in differenc places.
Huwever, the need for some kind of shelter is the same. 6. There are
differences amung peuple 1 the ways they get their food, clothing, and
shelter. Sume peuple buy these things with muney. Sume people barter for
them with goods that they gruow ur make. Sume people work for them by
gwing sume kind of serine. 7. Many people use money to buy what they
need. They have a jub that gives them moncey for theit work. They use that
muney to pay for theu foud, clothing, shelier. 8. Sume people work for
themselves and are nut paid muney. They trade what they make for what
they need. They barter thesr goods fur theit foud, cuthing, and sheleer. 9.
Sume peuple have nu muney tu buy what they need and they do not have
guws to barwer, They find sumeune whu will pay them for their work with
fued, Juthing, shelter. By giving a serine tu other peuple, they meet their
own needs. 10. Peuple are buth the same and Jdifferent. Theit needs are the
same but they meet thuse needs in different ways. Du you suppuse this 15 one
reason our world is such an interesting place?

Letel 1

Check the statements that say what the author says in the story. The
statements may use the same words as the author. They may use differ-
ent wurds but say the same thing. Be ready tu give reasons for your
hues. Numbers in parentheses refer w the numbered paragraphs.

1. There are many differences among people. (1)
. All people have the wish to survive. (2)
. All people need food, clothing, and shelter. (2)

2

3

4. Different people eat different food. (3)

5. Different people wear different clothing. (4)
6

——— —
————
————

. Different people have different kinds of shelter. (5)

-

. Some people use money to buy what they need. (6, 7)

w

. Some peoplc use goods to barter for what they need.

(6, 8)

— 9. Some people meet their needs by giving a service to
other people. (6, 9)

10. People have differences but they meet their needs the
same way. (10)
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Level 2

Check the statements that express ideas you can find in the story. Be
ready to 1denufy informauon from the reading selection that supports
your choices.

1. Even if you wear very nice clothes, you won't live long
if you don't eat.

2. A person does not have to have money © survive.

3. A hide seems like a lot to someone who has nothing.

4. A person with an extra piece of clothing always can ecat.

5. Money, goods, and services can buy each other or can
buy food, clothing, or sheiter.

Level 3

Check the statements that express ideas you can find in the story and
in your own experience. Be ready to give reasons for your choices.

1. You have to give something to get something.

2. What people want is not always what they need.

3. Life would be boring if everyone and everything were
the same.

4. People who have should help people who have not.

Example: Grade 8, Mathematics
Rectangular Regtons

Problem: Lorenzo and Maria are buying sod for their back yard and connect-
ing dog run. Here is a sketch of the area.

o

20

0t

If sod costs $.75 a square foot, how much will it cost to cover the area with
sod?
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Check all items that correctly identify information contained in the
problem and what is to be found.

———— 1. Lorenzo and Maria are improving their property.

~————— 2, Their dog run is square.

———— 3. The dog run is smaller than the yard.

——— 4. The back yard is rectangular.

————5. The back yard is square.

6.

Lorenzo and Maria have a dog.

~——— 7. A square foot of sod coss less than a dollar.

Level 2

8.

What is 1o be found?

a. The cost of the sod for the dog 1un.

—~—— b. The cost of the sod for the yard.
——we=— C. The total cost of the sod.

d. The cost of each square foot of sod.

e. The size of the house.

f. The color of the house.

8- The area of the dog run.

h. The area of the yard.

i. The length of fence around the dog run.

Check the following items that identify operations needed to solve this

problem.

——
—
——
———

1. length multiplied by width.

2. length mu'tiplied by width added to length multiplied
by width.

3. square feet multiplied by cost per square foot.

4. area times cost.

5. length times width plus length times width times cost.
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———— 6. length times width times cost plus length times width
times cost.

7.1 . w = a.

81.-w-.8§ = cost.
— 9.(20X 60X $.75)+ (5 X 10X §.75) = .
10. (30 X 60) + (10 X 5) X $.75 = —___.

Letel 3

Check the following statements that express ideas about mathematics
that you found in your problem.

1. Areas of quadrilaterals can be found by multiplication.

2. Areas of rectangular regions can be found by multiplica-
tion and addition.

3. Areas of quadrilaterals can be found by addition.
4. Finding the cost of covering an area is a two-step process.

— 5. 0Other.

rcxample: Grade 8, Literature
Tame. The Sprinters

Can a person beat time? Will time always be faster? What feelings come as
people struggle against time? This poem may have an answer.

1 Before you read this poem, note the defininons of these words.
pummeling— pounding rapidly
pistening—pushing with great force
cutpace—move faster than someone or something else
mock—make fun of something or someone

2 One person in the group should read the poem aloud 1o the rest of the
group. They may listen and follow along or just listen. {Poem The
Sprinters by Lee Murchison is read.)

3 Some of the items histed below refer w runners, uthers refer 1o watchers,
others to time. Decide to which category each item belongs and then
place the lt tter of that item under the heading below to which 1t best
belongs.
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4.

3.

Reading, Thinkimg, and Concept Deselopment
a. gun cxplodes them 8. tircless
b. fly in «ime’s face h. pound the stands
¢. the ticking glass i. loving him
d. try to smash j. grace-driven stride
€. the beat that runs k. mocks the clock
f. the beat that streaks away 1. bands that lock us in
Runners Time Watchers
Nuw chedk the fulluning Weas you think this poem supports. Be reading

to give reasons for your answers.

a. Time is a barrier 1o be broken.

. b. No mauer how fast a person moves time is always faster.
¢. People love winners more than losers.

~ d. Records are made to be broken,

¢. A kind of vivlence and wildness is part of any attempt o do the
impossihle.

Each of the fulluwing statements may presentadeas roiated o ume. Place
a <hedk (, ) on the aumbered line of you agree with the statement
and of you think the zuthur of the puem wuuld agree with it Be ready
to discuss reasons for your choices.

1. Nothing is slower than ume wished anay, nuthing is faster than
ume held dear.

2. People work for today and dream for tomorrow.
3. Time is 1 fence to be climbed, a chain to be broken.

4. What you do with your Lfe 1s more important than how long
you live.

5. Different people experience the same thing differendy.
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CONCLUSION

The essence of goud teaching 1s showing siudents how tw do what you
requite them to do. This includes showing them huw v comprehend
content-area material. The reading guides discussed in this article are
an excellent vehidde for “showing huw.”” Buth their use and the results
of their use bring counsiderable satstaction to students and to their
teachers.

About the Author

Harold L. Herber 3s Dean of the School of Eduwation ct Syracuse Unirersity.
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How should authors and readers relate 1o each othes. Sardy argues that students
should be taught 1o repond 1o texs materials not ay an authoritative document
10 be merely digested, but as a set of ideas to be carefully examined, queried, and
adapted to their own purposes and expetations. She detatls the assumptions and
procedures of the Directed Thinking abowt Reading « DTAR, for challenging
students to analyze and reflect wpon their reading and this atiain an under-
standing of the text that is personally meaningful.

Thinking About
Reading

Susan Sardy

The process of learning w think about reading is very much the same
as learning to think abuut any uther problem. In each case, the learner’s
mind is assailed by a variety of siimuli. The reader also must act to
select, repress, suften, emphasize, correlate, and vrganize, all under the
influence of the right mental set or purpuse or demand (Vygotsky,
1962; Thorndike, 1974, Bruner, 1956, Inhelder et al., 1974). What
distinguishes reading cumprehension from many other problem-solv-
ing activities is the uppurtunity texts offer for contemplaton and recon-
sideration. Students can learn to take advantage of this opportunity
when the reading task is properly defined.

If left alone, the process of learning how to think abuut reading 1s
shaped by the haphazard questivning techniques of everyday asstoom
instruction (Durkin, 1979). The vutcome of such unsystematic expo-
sure is that many students du not learn to use their texts in a funcuional
manner. If by functional use of a text we mean the ability to examine
it critically and w disentangle pertinent information from the manee.
in which it is presented, then in urder to du sv, students must develop
a seuse of cumposition of that text. That is, they must understand the
role and practice of authorship (Meyer et al.,, 1980, Doctorow,
Witrock and Marks, 1978).
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AUTHORSHIP VS. AUTHORITY

The concept of authorship 15 characterized by the sets of choices made
at various puints in the compusition process. As illustrated in Figure 1,
a writer brings a point of view and a sense of purpuse to a topic. This
leads the author to select not only the concepts, words, syntactic struc-
wures, and patterns of vrganizaton with which w develop the discus-
sion, but to frame them within a coherent discourse. The need for
logical relauonships between ideas requires decisions at various points
in the text about where transitions sheuld be made as well as the type
and amount of background infurmauon that is w be explicit or implied.
Readers do understand “author™ as the une who gave existence to the
written statement. However, this inventor, compuser, and writer of a
treause or buok all wo often is perceived or presented as an “author-
iy, one whuse upinion on a subject is ensitled w be accepted because
of presumed experuse un the particular topic. When viewed in this
latter w.y, the authur’s text becomes a definitive statement. Compre-
hension becumes defined as mastery of that statement. The reader’s
role is one of trying to read the mind of the author and to match, as
closely as possible, a "correct™ interpretation of the text (Harris, 1962,
Carnine and Silbert, 1979).

The onc basic premise of the Directed Thinking about Reading
«DTAR; approach to reading comprehension is that students must Le
taught to disunguish between authorship and authurnity. They must
learn to view .he text as a set of problems w be solved rather than as
the final word un a subject. They must learn that they are entited to
criucize and evaluate a texe for the extent to which it succeeds in
commu. icating tu them as individual readers. Teachers who take ad-
vantage of this increased awareness of the inumate relauonship be-
tween composition and cumprehensiun can help students improve their
own writing, as well.

READING COMPREHENSION

Ever since Piaget’s acuve rejecuon of behaviorist models of thinking
{Piaget, 1950, Piaget and Inhelder, 1969}, examinauon of reading
«omprehensiun has taken advantage of newer moudels of psycholinguis
tic theory (Goudman and Goodman, 1967, Goodman and Burke,
1980, Harste and Burke, 1978, and Smuth, 197 3) and cogniuve devel-
opment (Nesser, 1976, Doctorow et al., 1978, Carroll, 1981, Kentsch
and Vipond, 1979, and Rumelhart, 1980). The resultant view of the
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FIGURE 1. ILLUSTRATION OF THE COMPOSITION AND
READING COMPREHENSION PROCESSES

experience experience
point of view expectations
prose
WRITER poetry
ete.
v ¢ pattern of organization
COMPOSITION | e syntax READING
PROCESS ¢ word choice COMPREHENSION
® concepts PROCESS
® topic

=»| COHERENCE | e

I

b~ PURPOQSE |~

222



216 Reading, Thinking, and Concept Development

comprehensiun prucess is une of ever increasing strategic complexity.
The transacuun between reader and tex is clearly seen as guided by
the reader’s evaluauon of infurmauun expressed and relauonships ex
plored. That this evaluation, in turn, is a funcuon of the reader’s back-
ground knuwledge abuut the wpic and recugnition of the suppositons
and structure that guide the development of the text has been amply
demonstrated (Andre and Anderson, 1978-79, Pearson and Johnson,
1978, Rumelhart and Ortony, 1977, Spiro, 1975, and Taylor, 1982).

Auempts to simplify the task of thinking about reading by simplify
ing the ext have led, in the past, to an interesting problem. Guided by
superfiual and inapproupriate measurcs of text complexity {i.e., sentence
length, and individual word featwres), auempts o lower readability
have led t luss uf referenua. details and to less coherent and, therefure,
less comprehensible text( Taylor, 1982, Shimmerlik and Nolan, 1976).
It 15 unly by examining clarity of conceptual relauonships and coher
ence of texe selectuons in addressing the issue of reaJability that appro-
priate measures of text difficulty can and are being made through the
use of the Degrees of Readiug Power (Koslin, Koslin, and Zeno,
1979) and uther variables related to text anaiysis. Thus, the technology
of text analysis has allowed us to recugnize and to create more “'consid-
erate  texts, thuse that contain sufficient explicitness and clarity of
intersentendal reladonships (Beck et al., 1984).

Nou auempt at development of considerate texts will meet the needs
of all students who read them. Nor will these attempts to reshape texts
subsutute fur thuse already in use ur thuse whose literary menit tenders
them worth reading if sumewhat more obscure. Thus, students must
learn t think iu such a way thac they can tackle, unravel, and under-
stand any author’s communicauon (Meyer et al., 1980, Lerner, 1982).

Auempts to simplify the task of thinking about reading by providing
students with sulated skill pracuce are derived from an vutdated and
distorted view of comprehension and thinking (Skinner, 1957, and
Subior, 1984). Skill pracuce methodolugy is based upun the behaviot-
15t view of reading as an addiave process, in which skills practiced w
the puint of uverlearning are expected to be transferred to new maten-
als (Boning, 1977).

As recent research indicates, comprehension is not quanutative, nor
15 1t merely a sec of discrete skills, nur du comprehension strategies
autumaucally transfer to new and unfamiliar materials. Rather, compre-
hensiun appears to invulve selective reorganization of psycholinguistic
and cugmiuve strategies that are highly dependent un the topic, struc
wure, and style of the text selewtivu and the expectatons of the individ

ual reader (Baker, 1979, Willows, 1974, Rumelhart, 1980, Spillich et
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al., 1979; and Spiro, 1975). What is necessary to improve comprehen-
sion of difficult text is a stzategy that can exploit this diversity while
providing the reader with the skill t apply it to new and even unknown
materials.

DIRECTED THINKING ABOUT READING

The approach to teaching reading comprehension that is known as
Directed Thinking about Reading (Stauffer, 1969) embudies many of
the principles of effective teaching uncovered by Rosenshine (1983)
and Brophy (Brophy and Good, 1974) in their extensive research on
teacher behavior. The DTAR is a large group or whole class method.
The intellectual sparks that a variety of individuals bring to a brain-
storming session cannot be duplicated in guided silent reading. The
presentation of new material is built firmly upon a review of previous
learning and directed by the teacher. There is buth guided and inde-
pendent practice, each with its own corrective feedback, but the DTAR
differs from traditional directed instruction in the role played by the
students. In conventional directed reading lessons (D.R.L.), the read-
ing objectives, the questions that must be answered, and the correct
answers are all determined by the teacher and by the contents of the
text. In a traditional D.R.L., students are encouraged to read for those
deuails and relationships that the teacher believes are important. An-
swers are correct when they appear in the text and are incorrect when
they do not (Harris, 1962, Carnine and Silbert, 1979, Omanson et al.,
1984). In sharp contrast, the DTAR requires that thuse students about
to read the text be the ones who Jetermine the purposes for reading,
the questions to be answered, and frequently, exactly what those an-
swers should be.

Preparation for a traditional I.R.L. generally includes introduction
of new or unfamiliar vocabuiary prior t reading (Harrs, 1969).
Preparation for a DTAR involves review of important concepts that
underlie the structure of the text and that guided the author’s develop-
ment. These concepts may not ever be explicitly stated but are repre-
sented in the text by means of examples ur distinguishing charactenistcs
(Smith, 1973; Pearson and Johnson, 1978).

The main purpose of the initial reading (and uften the only reading)
of the text in a D.R.L. is to gain that information and realize those
relationships determined as appropriate ur correct by the teacher (or
suggested by a teacher’s guide). In the DTAR, the readers first are
required to speculate about the nature of information and, or relauon-
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ships that might logically be cuntained in a selecuon on a given topic.
Then they are asked to read and reread for verificauon of their conjec-
tures. If hypotheses generated prior to the reading are, in fac,
wnfirmed by the text, 1t merely means that both readers and writer
share a .cummon view of what constitates imporant aspects of the topic.
If, however, the readers discuver discrepancies from their iniual cenjec-
tutes, 1t dues not mean that they were wrong, ignorant, or stupid, but
that they have priunities assigned to speaific sets of information on the
wpie that differ from the writer’s. Thus, students trained to read ina
DTAR leatn o think about texts in a very different way than those who
have had unly tradiuonal instrucuon. In a DTAR the text is not viewed
as an absulute set of details and relationships to be mastered as an end,
in and of wself. Rather, it is viewed as the vehicle by which an author
conveys selected aspects of a given subject. The author’s choice of
details and the manner in which they are presented are subject to
«nueal evaluauon by readers who may vary gready in their reading
wmpetence. The dlarity with which the infurmation and ideas are
wmmunicated, the effectuveness of illustrations and examples, and the
general coherence of the text all becume the subject of discussion.

The outcome of this kind of systenatic analysis is a more sensitive,
acuve feader, une who engages in a uansacuve telationship with the
text. More of the students wrained tw think about reading in this way
display higher mouvauon and engage in more thuughiful tesponse to
reading than do thuse in a wraditional directed reading lesson. In fact,
su great 15 their involvement, students sumeumes find it difficult to
move un t a new sclecton if they have nothad all their uwn questions
answered.

Assumptions of a DTAR

There are several underlying assumpuuns which must be shared by
all teachers engaged 1n any Direc.. i Thinking abuut Reading activity.

Assumpion 1

Text s worthwhile. The text selected fur the DTAR lesson must be
worth the ume and energy that will be expended. It must be well
witten, wuntain inponant nformaon, ot represent a particular struc-
ture ut pattern of urganizauon that has wansfe. value. Although, in
theory, 1t 1s pussible o develup a DTAR lesson fur any reading mate-
nal, nut all exts warcane this intensity of auenuon for a whole class
lessun. It s puindess to develup a DTAR for a wivial or meaningless
selecuon. If properly pracuced, the DTAR approach will give students
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ameans by which to identify and criticize less wourthwhile texts un their
own.

Assumption 2

Students can think. All students, even thuse ~ ‘th reading difficulues,
can be taught tu think critically about their texts. With systemauc and
appropriate direction students can be guided tu speculate about lugical
relationships and relevant details, make meaningful assuciauons, weigh
facts, and make infezences, judgments, and generalizauons in virtually
every area of study in which a text is used.

Assumption 3

Students have knuwledge. All students know something abuut every
selection they are asked to read. If the teacher has identified and cz.e-
fully selected the concepts on which to focus the preliminary discussion,
there should be a variety of wols for huuking student xnowledge to the
text. (A subordinate and prerequisite assumption is that teachers know
their students well enough to make these connections.)

}

Assumption 4

Students use knowledge. Students can and must use their knowledge
of concepts and relationships tw improve their reading comprehension.
They can generate hypotheses based upun their own e..perience. They
can anticipate information and,’or vrganizational features of the text.
This active reading involves recognition of thuse text features that have
been predicted. Rereading enables students to see that sume of their
predictions were not fulfilled because the author made uther choices,
which carried with them Jther sets of logical relauonships and support-
ing details.

Assumption 5

Texts can be understoud. Almoust any reasonable text of an approprni-
ate unit of length and readability can be read and understoud by almust
any student. With a well-organized DTAR, students need not read only
those selections that appear fu match their comprehension ability. The
use of titles and picture lues, as well as uther graphic features of text
units, can serve to trigger useful assuciations. Discussion of conceptual
relationships can help o anticipate context clues to new or difficult
vocabulary. Anticipation of structure and organization of manageable
text units can guide readers through a complex presentauon. (The

O
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underlying assumption 1s that the teache, is thuroughly familiar with
the text strucwre.)

Assumption 6

Rereading 1s necessary. No worthwhile text gives up all of its infor-
mauon 1n a single reading. Comprehensivn usually requires multple
reading of the text, each fucused un a particular aspect of the presenta-
uon. Students can learn w refocus and reread and will be more willing
to do so if they help w determine the purpuses for rereading.

It should be clear from these assumptiuns that the two important
factors that contribute most to an effective DTAR are teacher prepara-
uon (famihanty with the text, ur willingness w apply the method t an
unknown text) and selecuon of a worthwhile text, one that provides the
reader with sufficient st acture, challenge, and content. With these in
order, the DTAR can b presente to any class from primary through
secondary grades, whether they are cumpensatory education ur gifted
students, if the basic sequence of steps is fullowed carefully.

PLANNING THE DTAR

Step 1: Text Selection and Preview

1. Find a text selection that Iy worth the study effort. It should be well
written and informatve. Do not be woncerned if the text is above
the students” .nstructional level. With adequate preparauon and
direction, students will be able o read and understand it

. Deiermine ihe appropriaie vbjeciives for she selection. Identify the most
important concepts. Note whether ur not cniucal auributes and/ ot
famihar examples are employed in the discussion and if, indeed,
the concept actually is referred o by name. A checklist may prove
helpful at this stage (see Figure 2). Develop a concept map that
exploutts the text informauon and structure. Check through the
teat fur the presence of specific context clues to concept develop:
ment, structure, and vrganizatuon. Idendfy the suppusitions made
by the author and the need for background informauon.

3. Suriey the text for graphu cues. Note such surface features as use of
itaiies ur buldface, marginal nutes, sections headings, diagrams,
intruductury ur summary statements, and even punctuation. Note
the instances and frequency of nuvel or unusual uses of familiar
words, unfamiliar words, and technical vocabulary or jargon.
Note pauerns of paragraph structure, incdluding placement of
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FIGURE 2, CHECKLIST FOR TEXT EVALUATION:
CONCEPT DEVELOPMENT

—— | Definition is given in text when a new coneept is ineroduced. Method
used:
~— typographic cue
~— textsignal (¢.g., "...which means...")
~ marginal notes
~— footnote or glossary reference
~— other (please specify)

——— 2. Examples are provided to illustrate concepe.
—— one example (+ discussion)
— several examples (+ discussion)

—— 3. Conrrasung ideas and objects are expluined for comparison.

~—— 4. Related tdeas and objects are presented and discussed for
comparison.

—— 5. Attributes (characteristcs) of the concept are clearly
described, aiding in discrimination of relevant and irrelevant
details.

——— 6. Negauve instances, exceptions and himitations are included
to clanfy concept.

——— 7. Apphications of the concept are suggested by the text matenal.

——— 8. Cause-etfect relationship of concept to others 1s develuped by
the text.




ERI!

Aruitoxt provided by Eic:

b

Reading, Thinking. and Concept Development

main 1deas or topie sentences and supporung details. Note transi-
tions or shifts in focus.

Plan one or heo introdutory questions or statements. These may relate
to the content of the selection. For example, you may want to ask.
“If you were writing about —, what would you include?” or
"When you think of _, what comes to your mind?"* These open-
ing quesuons also may relate to the text structure. For example.
"If you wanted to interest someone in the subject of —, how
mught you begin the discussion?™ or *“What kind of organization
would be maost effective for an article about 2"

Step 2: Directing Prereading Thinking and Discussion

1.

bl

Encourage students to generate predictions abous the vomtent and/or
striture of the material in response 1o the opening questions. Use the
<halkbuard o dassify and organize their predictons into cate-
gories that they can label or into a concept map that can be
used for notetaking. Azoid digression from the main focus of the
lesson. Emphasize only criucal features of those concepts cho-
sen fur emphasis in that lessun. Illogical suggestions and specu-
lanons should be acknowledg.d with brief attention o why
they are inappropriate. Those that are logical but irrelevant to
the main purpuse of the text should be acknowledged and can
be duly noted 1n another section of the chalkboard. The main
purpuse of this portion of the lesson is to encourage students
to speculate logically, based upon their experience with the
tupic and with the nawre of text organization. The discussion
should be relatvely brief (8 to 10 minutes), focused, and to
the puint, and 1t should serve as the initial motivaton for read-
ing the selection.

Build bavkground information when it 15 appareni that students bave
insiffusent information to handie the material. Use this as an addi-
uonal opportunity to motivate them to read the selection.
Clanfy purposs for reading. As an outcome of the discussion, stu-
dents will have raised a number of questions as well as speculated
on content or organization of the text. These are, in fact, the
purpuses for which they will engage in the initial reading. Since
there are likely to be several of these purposes, they may be
divided up as a set of specific ubjectives for specific students
wvolunteers or draftees) within the group. Encourage students to
select thuse questons or hypotheses that most interest them., Be
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sure t0 have them clearly state their purposes before actually
reading the text.

Step 3: Initial Reading and Thinking

Students and seaber read 1o test predictions and answer questions raised
in the prereading discussion. Since this need nut be a cluse reading,
itis frequently helpful to tean, weaker students to help each other
examin=2 the text.

Notetaking should be encouraged. As they read, students should be
encouraged to note unfamiliar wourds ur uther difficulties that
impede comprehension. If the selectiun is fairly lengthy, some
method is needed fur nuting the answers tu questions or details
that have been correctly predicted Concept maps or other types
of graphic urganizers are ex.ellent techniques for this purpose.
Note. Close reading is inappropriate during this iniual reading.
Students should be skimming fur thuse details that confirm or
refute hypoutheses, for examples to illustrate a point, for similan-
ties and differences, for cause-and-effect telationships, for se-
quence of events, or for other structural features. Additonal re-
readings will be necessary to allow students to prucess the entire
sclection. (Don’t wurry about students missing anything impor-
tant. They will gain a great deal more than you expect from the
process of rereading.)

Step 4: Directed Discussion—First Reading

Direct a discussion of the firss reading. This discussion should provide
answers to at least sume of the questiuns raised in the prereading
phase of the lesson. Students must be required w support each
answer by referring to the apprupriate portion of the text. Encour-
age students to read aloud the supportive material. The other
students are expected to indicate their agreement ur disagreement
by finding additivnal suppurt ur refutatiun in the text. At this time,
the rereading can be directed toward finding additiunal examples,
irrelevandies, similarities and differences, as well as observing
relationships between new infurmatiun and what was previously
known.

During 1his discussion phase, new conjetures, bypotheses, and confusions
are going 1o be raived. Closer rereading will be required to confirm
or test these new conjectures. Once again, the set of new objec-
tives fur reading can be divided among the group or pursued by
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thuse individuals whu raised them in the firse place. Alternatively,
the enure dlass can invesugate the text to find the answers to each
new question or to test cach new conjecture.

Step 5: Successive Rereading

1.

b

This phase of the DTAR 1s the must flexible purtun of the entire
lessun. It uwes 1ts recursive nature to the fact that students can be
encuuraged tu raise new quesuons and to peruse the text for as
much detail as the teacher considers appropriate. Each conjecture
or set of conjectures requires a coser subsequent rereading of all
or a selected portion of the text, but for different purposes.
Clearly, the text must contain material that lends itself to such
wontinuvus examination and a structure that reveals itself to the
focused scrutiny of the readers.

i s ab shs pons n the lesson thai the prozision for inditidual differences
in the group «an be made most evident. Advanced readers can be
guided into thinking abuut more subtle text features such as the
word chuice, style, and structure the author used w communicate
fine shades of meaning. Less able readers can be guided to observe
the degree of expliatness uf infurmatiun. They can be encouraged
to evaluate for themselves the effectiveness of the author’s style
and urganizauon of detail. In both cases, readers must be encour
aged to ute specific instances in the teat that support their posi
tiuns and to suggest speuific alternatives w those features they
have deemed meffecuve. B) su duing, they are being encouraged
tu develop increasing sensitivity to the sty listic choices involved
in the composition process.

Step 6: Follow-Up Application

L

A wide vanety of follow-up acuvitues grow naturally out of a
well-planned DTAR. They are imited unly by the ume and sup-
purt resvurces available and by the fucus of groups or individuals
in the class. One set of activities can involve text revision and
evaluanun. Anuther set can invulve additivnal readings and com
parisuns. In urder to capnalize un and reinforee the thinking skills,
which are so crucial to a DTAR, all follow-up activities must be
denved frum ideas, conjectures, or critivism evoked during the
fifth step of the lesson. Thus, planning for a DTAR should include
a mechanism for notng fruitful avenues fur future work. This can
range frum simple mechanical starning ot underlining key features
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as they are discussed and listed on the chalkboard o a more
elaborate follow up lesson with speaally prepared materials.

2. Fourt less able readers who are being expoused to the iniual stages
of the DTAR, as much follow up as possible should occur under
the teacher’s direct supervision. A gradual decrease in depen-
dence of these students on teacher guidance makes it pussible for
them to become moure efficient in selfdirected reading and think-
ing, which is the ultimare goal of a DTAR.

SUMMARY

The main purpusc f this Directed Thinking abuut Reading appreach
to teaching comprehension s to reshape the relanonship between stu-
dent, text, and teacher. Instead of presenung the text as a svurce of
information against which the correctness of student responses is
matched, the DTAR views it as the vutcome of a series of chuices made
by the authot, the purpuse of which is t0 cummunicate informacion.
The teachier’s role is w help students o anuapate, recugnize, and
undersiand the writer’s chuices and the framework (i.e., organizaton,
structure, puint of view) within which they were made. In addition, the
student is encvuraged 1o evaluate the effecuveness with which the text
succeeds as a communication. This approach forees the student into a
more active and flexible role as a reader in the communicaton process.
Nv lunger can students taught through a DTAR counceive of the task
uf learning frum a text as a une-ume run-through tw unravel the au-
thor’s intent. Rather, they will have learned to redefine the task as a
series of encounters with the text, each fur a different purpuse, cach
requiring a sumewhat diffeceat rate and a somewhat different surategy.
They wil! have learned to conceive of the text as a not necessarily
perfect instrument of communication from a distant author who may
vt may nut have great aushurity. They will have learned that they must
share a certain point of view and set of expectations with that authur
n urder w fully appreciate the meaning of any text aimed aca hypothet.
ial audience. They will have learned that any text wan be improved as
a persunal communicauun by judidous addiuons, dele.-uns, or revi-
sions that add explicitness or eliminate ambiguity.

The sense of audicnce, structure, and content that grow naturally out
of systematc use of a DTAR tes reading of content area text mes:
cdlusely w an appreaauen of the wriung process. It systemaucally en-
wourages critical reading amoung students who may never encounter any
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vther uppurtuniues to develup this ski'l. They are conunually made
aware of the effect of and the need four clanty and organization in the
expressiun of ideas, as they think more effectively about what they read.
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Part V
Readability and the
Future of the Textboolk

ERIC

Historically, the dominant focus in the instruction of students has
been the text. Gererations of students have wrestled mighuly with
varying degrees of success with the complexities of text content.

Well into the present century, the concept of instruction was one
of fitting the student into the mold of the text. Some students did
fit the mold and comprehended, but far more failed to achieve the
required “‘comprehension fit.” Fortunately, one uf the concepts that
received high priority in scientific studies of education beginning
with the third decade of this century was that of the comprehensi-
bility, or readability, of text. It has gradually becume apparent that
there was far 100 often a mismatch between student and text—a
mismatch too formidable for many a student to uvercume. As a result
of years of investigation, teachers and publishers al;'.e have begun
to think more in terms of marching texts to students. Selecting the
right text for the right student is the theme of the first article in this
section.

As opportunities for schooling have mushroomed, particularly in
the United States, to include the vast majority of children, the prolif-
eration of texs has likewise reached unprecedented heights. Schools
now face difficult problems in text selection, not only in terms of
readability, but in terms of the quality of content, its instructional
soundness, and the effectiveness of the teacher guidance and teach-
ing aids offered. Those faced with making such decisions, espeaially
about basal reading programs, are subject w intense selling pressures
by publishers. Because at present there are neither uniform stan-
dards nor a common set of procedures for text selection, the future
of the text may well rest upun improved regulation of text adoption
standards and procedures.
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It is a truism that for effective comprel nsion there must be reasonable correspon-
dence betieen the reader’s background of knowledge and expersence and the
difficulty of text material. How may we improve the way we math texts to
readers” After a vritial and sobolarly discussion of the development and use of
readability esiimates, Klare makes a series of practial suggestions cwben, where,
by, how ) for wsing readability estimates in conjuntion with other informaiion
10 determine the optimum match of text 10 reader.

Matching Reading
Materials to Readers:
The Role of Readability
Estimates in Conjunction
with Other Information

about Comprehensibilicy
George Klare

MATCHING READING MATERIALS TO READERS

Most teachers and reading specialists readily accept two premises as
essential to effective instruction in reading:

1. A primary goal of instruction is to increase the comprehension
skills of readers.

2. Cuomprehensiun skills are most likely to increase when the diff-
culty levels of reading materials are matched appropriately to the
capabilities of readers.

The centrality of comprehension needs little added emphasis. John
Locke recognized this as early as 1697 in his discussion of understand-
233
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ing (see Garforth, 1966, p. 73). So also did the National Institute of
Educativn in its recent Request fur Proposal describing the need for a
Center for the Study of Reading, now established at the University of
Illinois (see Durkin, 1978-79, p. 433).

The impurtance of matching the difficulty of reading matenials appro-
priately to reader capabilities also needs litde further emphasis. Bets
(1946, p. 442) credits McGuffey with having recognized this early in
grading the difficulty of the basic reading materials in his readers pub-
lished around 1840. Recent publications of reading specialists conunue
to stress this point. May (in Bond, Tinker, and Wasson, 1979, n. 75)
states, A learning task which is too easy for children will be boring,
and vune that is o hard will cause them to withdraw.”” Bond, Tinker,
and Wasson (1979, p. 14) also point out, *'If it were possible in day-to-
day teaching t teach each pupil according to his capabiliues there
would be less need for remedial work."”

The problem lies in achieving this ideal. Chall and Feldman
(1966) found that the skill of assigning appropriate levels of mate-
rial varied among teachers. Zintz (1970) found that appropriate
mawches were not common. This is clearly not an easy task for
teachers. An ubvious reason is the wide range of reading ability
found in the typical classroom, a range that increases with grade
level. This, plus related issues such as class size, make it difficult for
teachers 10 judge an individual’s reading ability and decide on ap-
propriate reading material.

Testing Reading Comprehension

Early recognition of the need to supplemen. . .ojective judgments of
individual reading abilities came in the form of standardized reading
tests. Such tests existed around the time of World War I—the Gray
Standardized Oral Reading Paragraph Tests (Gray, 1915) are one
example—but the emphasis un “menual tesung” during the war and
suun aiter gave special impetus to this movement. Many tests were
develuped, but unly two of the early tests especially relevant to later
auempts at matching materials to readers need be mentoned here. the
Stanford Achievement Test (reading), by Kelley, Ruch, and Terman
(1922), and the Standard Test Lessons in Reading, by McCall and
Crabbs (1923). Both measures provided scures in terms of grade levels,
and buth were pupular envugh with users tu appear in a number of later
editions. Such tests provided a way of meetng the reader-ability part
of the match.
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Estimation of Readability

An objective method of meeting the other part of the match, the
reading difficulty of materials, was develuping at about the same ume
in E. L. Thorndike's The Teacher’s Word Book (1921). This book pro-
vided data on the frequency of occurrence of 10,000 printed words,
including the most common in the language and thus words of great
significance for the teaching of reading. Thurndike encouraged such
use by providing guidelines for grades where particular words could
be taught appropriately. His frequency count came to be widely used
in teaching and research, appearing in two later, enlarged editions, in
fact, only the relatively recent use of the computer provided those
counts that have largely superseded it.

Early Readability Formulas

Evidence for the influence of Thomdike’s count came quickly in the
work of Lively and Pressey (1923). They developed what came to be
regarded as the first of the “‘readability formulas,” providing several
indices of the difficulty of text largely in terms of the Thorndike fre-
quency values of the words in 1,000-word samples.

Lively's and Pressey's criterion of validity consisted only of their
judgments of the relative difficulty of 16 different pieces of reading
material. Vogel and Washburne (1928) ook the next step by pro-
viding a beuter criterion for their new formula. They used Lively's
and Pressey’s method to analyze 700 books that had been named
by at least 25 out of almost 37,000 children as ones they had read
during the school year and liked. And in cunjunction with this, they
had reading grade scores for each child un the paragraph-meaning
section of the Stanford Achievement Test. The median score for the
children who read and liked a represcntative sample from the books
could therefore be computed and used as a difficulty level in devel-
oping their new readability formula (Vogel and Washburne, 1928).
This new “Winnetka” formula, o egression equation surprisingly
modern in appearance, was also surprisingly predictive, even by
today's standards it yielded estimates that correlated .845 with the
reading test scores of the children who read and liked the criterion
books.

With Vogel's and Washburne's work the circle was complete. the
reading difficulty of materials could be matched ubjectively in terms of
grade levels to the abilities of readers. This was not a perfect circle, but
Vogel's and Washburne's method yielded better matches than subjec-

240




236 Reading, Thinking, and Concept Development

uve judgments, and it became widely used in une furm ur another as
a way of getting readability estimates.

Large-Scale Estimation of the Difficulty of Reading Materials

The Lively-Pressey and Winnetka formulas, plus uthers developed
soun after, furmed the basis fur large scale esimatiuns of the difficulty
of reading material for children. The first bouk tu appear was Wash-
burne’s and Vogel's Winnetka Grade. Book List (1926), which pre-
sented their analysis of the 700 described abuve. Lively’s and Pressey's
method, as nuted, was used in this analysis, and the Winnetka method
was used in the enlarged edition, called The Right Book for the Right
Child. Lewerenz used his own formula in providing vocabulary grade-
placements of over 2,700 books (Lewerenz, 1937). Rue then used buth
the Winnetka and the Lewerenz grade esumates in compiling 2n analy
sis of 4,000 books for the intermediate grades (Rue, 1940).

Widespread Use of Readability Estimates

Around 1940 readability formulas began tv change and become
easier w use. Applying Thurndike's wurd frequency values was ume-
consuming, this vanable was abanduned, and the number of variables
in formulas was reduced. Lurge’s formula (1939) was a landmark not
unly fur being easy tu apply but alsu because it was the first developed
with the McCall-Crabbs Standard Test Lessuns in Reading as a criterion
of difficulty. At that puint, the problem of matching matenials to readers
was simplified. However, clouds of criticism have grown along with the
growth of readability estimation.

CRITICISM OF READABILITY ESTIMATES
AND THEIR USE

Criucs of readability esumation have been arvund almost as lung as
readability formulas. Muure (1935), fur example, predicted that read-
ers would recuil from reading”” rewritten classics, and S.E. Fitzgerald
11953 felt that such “literature by shde rule™ was unfortunate at best.
But such comments were relauvely rare unu} readability formulas
began tw be applied mure widely tu educatunal matenials. Then the
«rinusms became more frequent and more speafic. The majur concerns
about formula estmatoun are ilustrated beluw through selected re

ports.
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Formula Disagreements

As noted earlier, readability formulas are not perfect predictors of
the difficulty of materials. Yet, as Chall points out (1979), formulas are
quite predictive and compare well with the uther educanonal and psy-
chological tests. Furthermore, the intercorrelations of formula esu-
mates, especially those frum the best-known formulas, are often very
high. Unfortunately, these same formulas do not always agree n the
grade-level estimates they provide. Pauk, for example, found that the
grade levels from the SMOG formula of McLaughlin (1969) differed
widely from those of the Dale-Chall (1948) and Fry (1968) formulas.
Such disagreements arise partly from the fact that definitions of com-
prehension and the levels used by developers of formulas vary so widely
(Klare, 1984a). Most developers have used the grade level of readers
who can answer 75 percent of the questions on a passage as their
criterion of comprehension. This corresponds o the traditonal -
structional”” readiny, level (see Betts, 1946, p. 442). But some develop-
ers have used the more convenient statistical level of SO percent, which
unfortunately, is the traditional ““frustration’ level. And McLaughlin
(1969) used what he called the more satisfactory 100 percent level,
which, again unfortunately, differs frum the traditional and more mean-
ingful “'independent” reading level of 90 percent. The use of these
different levels of comprehension, each of which might be jusufied 1n
itself, has contributed to the confusion in grade level estimates, espe-
cially since which level has been used is seldom Jlear and often forgot-
ten.

Criterion Validity

One of the primary bases for evaluating a formula’s predictive accu-
racy has always been correlation with a trustworthy criterion. Vogel
and Washburne, as noted above, used as theic £;erion the values from
a representative sampling of 700 books read and liked by children, 1n
conjunction with their reading grade-level scores. Most developers,
however, soon turned to the more cunvenient criterion provided by the
McCall-Crabbs Standard Test Lessons in Reading. This would seem to
be an almost ideal criterion for statistical purpuses, with its many lessons
varying in difficulty and content and its ubjective questions and detailed
grade levels. Recently, however, use of this criterion has been seriously
questioned—and by McCall himself. Stevens (1980) found him sur-
prised to learn that the lessons had been used in formula development.
He considered them only to be practice exercises, with their grade-
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lcvel scores unly rough egaivalents fur students to track their progress.
This raises sefious concern about the many furmulas based directdy or
indirectly on the lessuns, and particularly the grade levels they provide.
A wwmpanison \Klare, 1984b) of several furmulas using the same varia-
bles but based un uther critenia {(as well as the lessuns) actually shows
relauvely cluse grade-level agreement and thus reduces this concern,
nevertheless, there is expressed need fot improvement in this criterion
as a basis fur furmula development. Harris and Jacobson (1974, 1975,
Jacubson, Kirkland, and Selden, 1978), for example, argued that the
nurms of the lessons had become vutdated and renurmed certain of
them fur develupment purpuses. Burmuth (1969) felt that a new and
different kind of criterion would be superior and provided one, the
most extensive vne to date. He selected 330 passages of about 100
words each, ranging n difficulty from first grade to college level and
wovering a wide range of subject matter. With cloze procedure as his
measure of difficulty, he deleted every fifth word and used all five
parallel versiuns of this deletion ratio. His subjects were 2,600 fourth-
tu twelfth-graders who touk a twal of 650 different passages. He
checked the putenual of 169 language variables against these data and
developed 24 readability formulas of various types. Finally, he pro-
vided variations to predict the mean as well as the 35, 45, and 55
pereent currect levels (courresponding roughly o frustration, instruc-
uvnal, and independent levels). The grade placement estimates yielded
by these furmulas clearly had the most extensive base of any before or
since—and “extensive” is surely an understatement.

Grade Scaling

The notion of providing readability esumates in terms of grade levels
appeared carly and was cmbraced by must formula developers because
these values could be compared ;v conveniently to school grades and
reading test scores. Matching of reading marerials to readers was thus
a simple mauer—tou simple in the eyes of critics who argue that the
scales Jo not compare perfectly with each uther. Manzo (1979) specifi-
cally condemned the wwmparisun o! formula estimates with those
derived frum basal readcers as a meaas of designating appruptiateness
for given grade levels, calling it ““inestuous.” He said this made read-
ability research a construct without a puint of reference. Prublems with
the grade scale subseyuendy led the Delegates Assembly of the Interna
uonal Reading Assuuauun to pass a resolution advucating that grade-
equivalent scures be abanduned (Resolutivns Passed by Delegates As-
sembly, 1981). Though spedifically aimed at reading tests, this
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resolution also necessarily applies to readability esumates, raising sull
arother question for formula users.

Sampling Variability

One of the problems with assigning a single value of any kind to
indicate the degree of difficulty of a text is that it ubscures what 1s often
a high degree of variability. The traditional practice of analyzing 100-
word samples rather than a complete text makes this an important
consideration. And the growing encuuragement for using only three
such samples makes it an especially impurtant concern. Coke and Roth-
kopf (1970), for example, found a range of Flesch Reading Ease values
from approximately 35 to 120 (roughly from college level to kelow
fourth grade level, see Flesch, 1949) in a single book. They analyzed
successive 100 word samples from a 20,000-word selection taken from
a high school physics text and provided an interesting graph showing
the probability of miscalculating the mean Reading Ease value of the
text by five or more points as a function of sample size, the figures range
from less than .01 for 60 samples up to almost .45 for five samples. G.G.
Fizgerald (1981) put the problem specifically in terms of grade levels.
She defined a practical and statistically significant difference in sampling
as more than one grade level of difference between sample and popula-
tion means Though the critical number of samples needed to avoid a
difference of this size varied with the length of the book and other
considerations, she characterized the entire set as “discouragingly
large.”

Degrees of Reading Power (DRP): Coordination of Reading
Ability Scores and Readability Estimates

A recent article by Chall, herself the developer with Dale of the
highly regarded Dale Chall readability formula, 1s utled Readabiliy.
In Search of Improvement™ (1979). As noted above, traditional read-
ability estimates do have a number of weaknesses that could be 1m-
proved. The Degrees of Reading Power (DRP) program auempts to
remedy many of these.

Briefly, the DRP program set about to improve the matching of
reading difficulty to reader ability by courdinating readability esumares
with reading test scores in terms of the same DRP umits. The DRP
reading test consists of passages about 325 words long from which
words have been deleted and replaced with standard-length blanks. To
that extent it is like a traditional cloze test, it differs, however, 1n that
only seven selected words (rather than one-fifth of the words; have
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been deleted, and 1n that subjects are given five single word options
(rather than no added infurmatiun) for arriving at the correct response
to each blank. The DRP readability formula is based upon one devel
oped by Bormuth in his readability study (1969). This formula, as
noted carhier, was developed tw predict cloze scores from a large nem
ber of passages varying in content and in level of difficulty.

No auempt will be made to provide details concerning the DRP
reading test and readability formula, the Users Mannal (1980) and the
Readabihity Repori (1982) already do that. Instead, atwention will be
focused on the ways in which the woordinated DRP program attempts
to impruve upon exisung methuds of matching reading materials o
readers.

The wntenun and grade-scale wurdination problems mentioned
above have been waken 1ntw accvunt by using Bormuth’s extensive
«ntenon and by presenting buth reading test scores and readabiliry
estumates 1n DRP unuts. In additiun, many of the problems of formula
disagreement and sampling variability have been sidestepped. The
need to use readability estimates frum different formulas has been
mimimized, since the Readability Report attempts to provide DRP esti-
mates fur as many published instructional materials as possible (cur
tently about 200 books have been analyzed). The sampling of the
matenals 1s desirably large since the readability analyses are run by
computer, which 1n turn makes pussible estimates of variability as well
as of average difficulty.

in addiuion to the above, the three wraditonal levels of comprehen-
sion—independent, instructional, aad frustraton—have been tabled
for all DRP raw scures. Because of its importance, the instructional
jevel has been provided with upper and lower buunds for still finer
disuncuons. Readers who have achieved a particular DRP test score
«an be matched through thear scures to apprupriate materials within cthe
instrucuonal range, ur given materials fur independent reading and
steered away from materials likely to be frustrating.

The DRP program 1s able tu provide detailed information of this sort
partly because of the method of developing the test materials. The
Rasch mudel makes 1t pussible to calibrate a large group of passages
from which parallel DRP tests can be built as needed. The modifica-
uons made to tradiuonal doze procedure yield further advaniages. The
wraditonal method deletes every fifth word, buth funcion words (pri
manly arucles, prepusitiuns, and conjunctivns) and content words (pri
manly nouns, verbs, adjectives, and adverbs). The contrasting DRP
methud deletes unly seven selected and widely spaced content words
from long, 325-wurd passages, with the following advantages.
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1 Correct com.pletion of a traditivnal cloze blank depends heavily
upon the four or five words on each side of it, and in that sense
provides a measure of comprehension at more nearly sentence
level than the more desirable passage level. By spacing the blanks
widely (i.e., with more than one sentence between them), DRP
cloze comprehension is not predicated upon su narrow a base.
Furthermore, by giving the reader five optiuns, each une of which
makes sense in its sentence but not its paragraph context, passage-
level comprehension is further encouraged.

2 Correct completion of traditional cloze blanks, since ey begin
near the beginning of a passage and occur so frequenty (i.c.,
every fifth word), are said to depend too heavily upon what read-
ers already know and in particular upon their vocabulary. By using
relatively long passages and placing the first biank sume distance
from the beginning, the DRP method starts readers who have a
higher degree of background knowledge at less of an advantage
over those with less background knowledge. Furthermore, by
selecting words for deletion that are high in frequency, and by
providing similarly common options from which to choose an-
swers, the DRP method also gives readers whu have a greater
vocabulary less of an advantage.

3 Correct completion of traditional cloze blanks from which func-
tion words have been deleted is casier than completion of those
from which content words have been deleted. In turn, typical
readability variables are not as predictive for funceion as for con-
tent words (Bormuth, 1969). By deleting only content words
(rather than both function and content words a. in traditional
cloze procedure), the DRP method yields a higher correlation
between comprehension scores and readability estimates than
would otherwise be possible.

The DRP program, in summary, appears to be a significant step
forward in the development of ability testing and readability estima-
tion, and the research reported to date suppurts this conclusion. As
always, however, furthber reassurance on some quesuons would be
desirable. Research attention to such puints as the fullowing, for exam-
ple, would be welcome.

e Traditional cloze tests have been criticized as being primarily mea-
sures of redundancy rather than of comprehension (Kintsch and
Vipond, 1979). To what extent is this true of DRP tests, considering
their cloze heritage? How closely do DRP test scores correlate with
other kinds of comprehension tests?
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o Tradiuonal cloze tests are said to avoid the problem {directed partic
ularly at muluple-chuice tests) of having easy questions over difficult
text or difficult questions over easy text, since the textis the test. That
is strictly correct, however, vnly if all five versions of an every-fifth
deleuon rauo are used, since the versions may differ so greatly in
difficulty (Klare, 1982). To what extent does the DRP cloze method,
where selected blanks are used, void this problem?

o Tradinunal doze scores have been fuund e. .ier to predict than other
ubjecuve cuprehensiun scures when using the same readability
formu'as (Miller, 197 2), Would other well regarded readability for
mulas do as well as the DRP formula vn the DRP passages? How
highly du esumates from the DRP formula correlate with those from
these other formulas?

e Tradinonal pruse rescarch has been writicized because although it
provides for gencralizing tw a subject pupulation, it seldom provides
adequatel, for generalizing tu a language population (Coleman,
1964, and others). Since they are written specifically for DRP tests,
to what extent arc DRP pas:ages representative of the population of
instructional marerials?

¢ Tradinunal amung vutside writeria fur checking the validity of read-
ability esumates have been judgments. To what extent would DRP
esumates place materials at the same levels as povled teacher judg
ments? (See Harrison, 1980, for such an evaluation.)

These questions as:de, a much more disturbing (ssue has been raised.
Should even the best of readability esumates be used? Has their overall
effect been positive or negative?

The Use of Readability Estimates

Maxwell (1978) utled a recent study "R . lability. Have We Gone
Tco Far?” The reason for her concern was the possibility that an
ubsession  with readability mught have been an impurtant factor in the
reported decline of 13- and 17-year-ulds’ inferential reading skills be-
wween 1970 and 1974 (Reading in America, 1976). Chall (1979, see also
Chall, Conrad, and Harris, 1977) discovered evidence for this sort of
speculanon, she reported a study from her laboratory that found an
assuuation between the decline in textbouk difficulty over a thirty year
period and the then-current decline in Scholastic Aptitude Test scores.
She alsu described publishers as saying that teachers of the elementary
grades were requesung science and sudial studies textbooks two years
below the grade placement of their children.
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Why should this be? Jorgenson (1977) uncovered an answer. He
found a significant relaticnship between classroom adjustment raungs
and differences in the matching of marerial difficulty ro reader ab:liy:
behavior improved as the material became easier to read. In other
words, less accurately matched material tended tw be related to 1m-
proved behavior, a finding that contradicts une of the basic premises
of reading instruction and complicates the current social debate over
low educational standards. If the difficulty level of reading matenals 1s
allowed to decline further, standards are likely to continue to fall and
arouse further citizen concern. But if the difficulty of reading material
is raised to more challenging levels—and Chall also reported that her
study found a recent increase in the difficulty of primary texts to be
associated with rising reading scores—behavior problems are lLikely to
increase and furthe disrupt the instructional process.

What can be done to resolve this dilemma? There are no single or
simple answers to so complex a problem, but certain suggestions might
be helpful.

SUGGESTIONS FOR USING READABILITY ESTIMATES
IN CONJUNCTION WITH OTHER INFORMATION
ABOUT COMPREHENSIBILITY

Some critics have argued that the answer to the dilemma 15 1o bamsh
readability formulas and their estimates. Selzer (1981) says, 'Readabil-
ity is a four-letter word"", Battison and Goswami (1981, p. 10) say that
formulas “have such a potential for mischief and misuse, we do not use
them or recommend that others nse them.” But what would take their
Place in matching materials to readers? Specific studies may turn up
various kinds of information related to the comprehensibility of text,
but no metric is provided for their use. On the other hand, it is no
longer enough to ask *Is readability real?"" as Coupland (1978) does,
and answer yes, or to say as Fry (1979) does, “In some respects,
readability formulas have succeeded beyond their developers’ wildest
dreams.” Though both may be true, there is now enough concern
about readability estimation that Tibbert’s (1973) query ""How much
should we expect readability formulas to do?"* seems more approprat=,
A review of the research literature suggests ways that other informa-
tion, and particularly other kinds of informatiun, about the comprehen-
sibility of text can be used in conjunction with readability esumates to
improve the marching of reading materials 1o readers. These sugges-
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uons are vrgamized around five kinds of questions potential users might
ask about applying formulas and the estimates they provide. when,
where, why, what, and how?

When can readability formulas and their estimates be used? In 1976, the
author luvked «arefully at the two chief reasons for applying reading
formulas. the predicuon and the production of readable writing (Klare,
1970). T 2 two 1nvolve quite different processes. To predict compre-
hension scures, vnly “index™ variables (such as sentence length) and
a worrelauonal appruach w research are sufficient, to produce compre
hensible text, ‘causal” variables (such as sentence complexity) and an
expenimental appruach are necded. The former is consequently a much
more straghtfrward process than the latter, and thus formulas can
provide a goud estimate for thuse levels of text in which the difficulty
depends chiefly on “style™ of writing as opposed to “‘content” of writ:
ing. This 1s must likely w be the case for primary-level materials and
sull reasunable envugh fur secondary-level materials, beyond begin-
ning college-level materials it becomes less and less true. Users of
formulas should be aware of two other cautions when evaluating a
formula. First, the worrelation coefficient can be a rubber yardstick,
since the magnitde of the cefficient is sensitive to the range of talent
in the matenals being analyzed. Second, comprehension can be a rub-
bery cnterion, since the desirable level varies with the reader’s circum-
stances. But awareness of these limitations, as will be seen later, makes
them less serious when using formulas for their intended purpose of
predicting readable writing.

Using a readability formula when pruducing readable writing, on the
other hand, 1s a far mure questivnable process, altering index variables,
as Davison and Kantor 1982) have shown, does not necessarily pro-
duce a comparable change in comprehension. To put it another way,

wnung to formula’ 15 a bit like expecting to raise the effective temper-
ature 1n a roum by holding a match under the thermometer. If formulas
are used, they should be kept strictly separate from the production
process and vnly introduced afterward as a check on predicticn.

To summarize when formulas and their estimates can be used, a good
answer would be. fur prediction, not production, of readable writing,
and for material in which the level of difficulty depends primarily upon
the style, not the content, of the writing.

Where van readabiliy formulas and their estimates be used? One of the
atracuons of readability formulas is that they appear to be context free,
that 15, to be applicable tw all kinds of text. That characterization is not
accurate, however. This is apparent from the realization that most may
be applied—or rather misapplied—to passages in which the order of
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the words has been reversed, ur tu scrambled text (provided the punc-
tuation remains), or to foreign-language text (provided the counts can
be made). Users are unlikely to be misled intu making such applica-
tions, but this does emphasize unce again that typical formulas use unly
index variables, not causal variables. They unly can be applied to con-
siderate (i.e., meaningful continuous) pruse, and then unly under cer-
tain conditions.

As mentioned abuve, formulas are moust appropriate for matenal in
which style contributes more to difficulty than content, i.e., up t about
beginning college level. They are alsu must appropriate for those levels
of difficulty that correspund to the levels used in the criterion matenials
on which they were based, i.e., without extrapulation beyund those
levels.

Formulas are therefore not appropriate for such material as plays ot
poetry, lists or tests, exercises ur experiments, mathematics or music.
Occasionally there has been research on special formulas for some of
these special materials, but such furmulas are generally not very predic-
tive and must be used with caution.

To summarize where formulas and their estimates can be used, a
80od answer would be. with considerate prose, cautiously.

Why might formulas and their estimates be wsed. This question concerns
the purpose of formulas in terms of marching materials to readers’
circumstances. W. S. Gray, the pioneer in reading research, is said to
have characterized the magnitude of the issue by describing reader
motivation as ranging all the way frum reading tv learn tw reading w
forget. Readers, of course, are moure willing to wlerate difficult matenial
in the one setting than in the other.

A related but beter breakdown for the purpuse of reading instruc-
tion developed over the years. With the widespread use of reading
tests, including informal ones, the three levels mentoned earlier—
independent, instructional, and frustration—ame tw be accepted
(Betts, 1946, p. 442). Relatively easy material is needed for readers to
read successfully on their own, the traditiunal independent level, using
objective comprehensiun tests, was cunsidered o be that matenal on
which they could answer 90 percent of the questions correctly. Bor-
muth (1967, 1968) and Rankin and Culhane (1969) found the compa-
rable scores for traditional cloze tests to be from about 57 tw 61 percent
correct; for DRP cloze, the level has been adjusted again tw a probabil-
ity of .90. Relatively more difficult material can be used in an instruc-
tional setting, the traditional level was considered to be that on which
75 percent of the questiuns could be answered correctly. For traditonal
cloze tests, the figure was given as approximately 41 to 44 percent, for
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DRP cloze, the probability figure unce again is .75, with a range of
about four DRP units provided on each side for refined assignment.
Frustraung matenal tradinonally was said to be that on which only 50
percent of the ubjecuve questions could be answered correctly; for
DRP cloze a probability of .50 again has been set.

The important point 1s that une reader may be able to read a particu-
lar book independently, another may be able to read the same book
with instrucuonal help, and a third may be frustrated in trying to read
it.

To summanze why formulas and their estimates might be used, a
good answer would be. to help in deciding which materials might be
used for which reader circumstances.

What other connderanons affes formula estimates” Perhaps the most
impurtant consideraton in using readability estimates appropriately is
to use them in conjunction with uther kinds of information about
comprehensibility. And perhaps the must important kind of additional
information woncerns factors in readers that, for them as individuals,
affect comprehensibility. Finally, perhaps the most important character
istic of these factors 15 that they may interact with the readability of the
matenal 1n their effect upun comprehensibility. Some of the more
crincal factors are described briefly below through selected studies,
with implications fur how they affect the accuracy of readability esti-
mates.

Abilicy

It may seem unnecessary to mention ability, its central role in deter-
mining whether vt nut sumething is cumprchensible to an individual
has long been acknuwledged. However, the common practice of as-
signing reading matenal by readability grade level to all chiidren in a
particular class makes nientiun necessary. As studies have shown, the
range of reading ability levels amoung the children increases with each
passing year, su that ability becomes an increasingly important deter-
miner of an individual's comprehension.

Sumeumes an impruvement in the readability of materials increases
the comprehension for readers of different ability to much the same
extent (see Klare, Mabry, and Gustafson, 1955). But sometimes an
improvement affects such readers differendy. Kincaid and Gamble
(1977 found this 1n a study of standard and more readable versions
of automubile nsurance policies. They had three groups of readers:
good, average, and puur. The goud readers understood both the stan-
dard and the readable versions, the average readers understood the
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seadahie but not the standard, the puor readers understood neither
version, .
The implications for users of readability estimates include the follow-

ing. First, select or recommend reading materials fur individual readers
whenever possible on the basis of a reliable test score rather than
presence in a particular grade. Second, pay close auention (o the less
able readers when looking fur more readable materials. Improved
readability levels are more likely (v help thuse struggling to understand
than those already able to understand—and who may, in fact, profit
from more challenging materials.

Interest

It may seem no more necessary tv mention interest than abiliy,
degree of interest has long been recugnized as a prime determiner of
an individual’s cumprehensiun. Yet the demunstrated effects of interest
level upon comprehension are once again complex.

For example, Asher, Hymel, and Wigfield (1978) found that cloze
comprehension scures un passages that fifth-graders rated as interesung
were significantly higher than scores un passages rated as beiag of low
interest. Walker (1976) also found that high-interest content had a
positive effect on comprehension scure, the effect, however, was clearer
for average and below-average readers than fur abuve-average readers,
and for males more than females.

The implications of such studies include these. When interest in a
topic is high, readability estimates tend to uverestimate difficulty, when
itis low, they tend to underestimate difficulty. More challenging mate-
rial therefore can be assigned when interest in a topic is high then when
it is low, and this appears to be particularly the case for males and for
average or low-ability readers.

Knowledge

The amount of background knowledge, or “prior knowls ., 2" as 1t
is frequently called and as it is described by uthers in this .olume, s
another factor of acknowledged impurtance to cumprehensiun. Yet the
incorrect assumption that readability formulas are context-free makes
emphasis on the role of knowledge desirable. Furthermure, the contni-
bution of amount of knowledge to cumprehension, and parucularly to
the accuracy of readability estimates as indicators of comprehensibility,
is complex enough o call for special attention.

For example, Pearson, Hansen, and Gordon (1979) found that se-
cond graders with greater background knuwledge of spiders got signifi-

O
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canty higher scures un a passage abuut spiders than thuse with lesser
background knuwledge. But were their higher scures due to greater
wwumprehension of the infurmauon in the passage ur simply w what they
aiready knew? Perhaps the implicauuns fur teaching seem much the
same either way, but that is nut the case for Enun and Klare's study
(1978). They found essenually nu relauvnship between readability
esumates and muluple-chuiee comprehension scures un the passages of
a published reading test. Yet when priur knuwledge was wken inw
account, the relauonship became muderately pusiuve. In a subsequent
expenmental study, Enun and Klare (1980, Enun and Klare, in press)
found 1t difficult wo separate the effect of priur knuwledge from thac of
interest, 1t was not easy tu find subjects (frum a large pool available)
who had buth high privr knuwledge and low interest in a parucular
topie, ur vice versa. Fur the relauve few who were lucated, knowledge
as measured; appeared w pruduce a greater effec than interest (as
measured).

The imphicauouns of these results include the following. When
amount of background knuwledge is high, readability esumates tend o
vvercstimate difficulty, when the amount is low, they tend w underesu
matc Jifficulty. Equally important, readability estimates become inap-
prupnate as wwmprehension of material becumes increasingly complex
due w content difficulty rather than siyle difficulty. As noted eatlier,
estmates are of greatest value at the pnmary and secundary levels.

Motivation

Since a reader’s level of mouvauon may be a funcuon of the intrinsic
factors o interest ur knuwledge, it may seem unnecessary to list it
separawly. Because, huwever, it may alsu be extrinsic in urigin (e.g.,
a funcuun of 1ncentves), and because it is related 1n 2 cumplex way
the accuracy of readability esumates, separate atention is needed.

Klare and Smart (1973), fur example, found a high relatonship
trank-urder currelauon of .87 between the readability esumates for
currespundence cuurses and the probability that students would com-
plete them. Yet Fass and Schumacher (1978) fuund that the significant
influence of readability upun comprehension, apparent with a lower
level of muuvauun, vanished when a higher level was 1nduced (by
offering five dollars 1o the five highest scorers).

The chief imphicanon fur instruction is similar w that with certain
uther facturs. readability esumates may be uveresumates of difficulty
when the level of muuvauon is high, but be underestimates when it is
luw. In pracuce, thuse students whuse mouvauunal level is reladvely
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low can espedially be expected to profit frum more readable matenial,
provided their level is nut su low that they abandon the reading mate-
rial altogether. On the uther hand, increasing the level of motivation
among readers becumes especially impurtact for challenging material.

Organization

The effect of urganization upun the comprehension of text has been
difficult to specify despite its apparent importance, chiefly because “or-
ganization™ is itself su difficult tw define and to manipulate experimen-
tally. Recently, huwever, sume inruads have been made in comparing
different types uf urganizativn and their relative effectuveness. As might
be expected, the experimenial results are not simple when they are
examined closely.

Meyer and Freedle (1978), for example, have described four types
of organization for presenting information:

e adversative, with items contrasted

© covariant, with items presented as cause-effect relationships
¢ response, with items related as problems and solutions

e auributive, with items given a list-like pauern.

They found that listeners w passages vrganized with adversauve
and cuvariant structures remembered significantdy more than listeners
v passages vrganized with auributive and respunse structures. Irwin
(1980) found, however, that sume kinds of cause-effect vrganizations
are significantly more comprehensible than others. Explicit cause-
effect relationships fared better than implicit, and nurmal-order (cause
first, effect second) beuer than reverse-urder (effect first, cause sec-
ond).

Marshall (1979) has provided one of the best brief summaries of the
relationships between text structure and comprehensibility.

¢ Main ideas are remembered better than details, no matter where they
occur in the text.

¢ Main ideas can be used tw vrganize information best wheu they are
explicitly stated and familiar.

* Repeated words and informatiun are remembered beter than non-
repeated words and novel information.

¢ Information explicitly related tw uther infurmation (particularly prior
knowledge) is remembered better than unrelated ideas.

e The distance between a prunvun and its reference may affect compre-
hension of both the pronoun and its content.
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The implicatuon for instruction is that informauon not cohesively
related 1s remembered less well than it may appear tu be. Sume materi
als for poorer readers, for example, use very short sentences with the
intent of achieving greater readability. Such a structure, huwever, may
require many connecting inferences un the part of readers and there-
fore actually be harder tv understand than a structure having a more
difficult readability estimate.

Preference

A reader 1s uften able w state a preference fur une piece of material

over another, ur une versiun uf the same material uver anuther. Sume-

. umes the reader can give a reason fur the preference, such as interest,

ease of reading, ete. Other umes, huwever, the reasun may not be clear,

yet the preference may be as likely w interact with readability to

pruduce an effecc upun comprehension—sumetimes a surprising effect.

For example, Klare, Maby, and Gustafson (1955) found that even

though twu different cuntents were equated in terms of readability

| esumate, one was consistentiy judged easier and more pleasant w read

than the other. Why this happened was not clear. Denbow (1973)

fuund that althuugh improved readability increased the cumprehension

of both a preferred and a nunpreferred content, the increase was

greater fur the nunpreferred content. The preferred content was com-

prehended beuer than the nunpreferred when buth were at the less-

readable level, and therefore presumably had less roum fur increased
comprehension when both were made more readable.

The pracucal imphcation is that where a chuice must be made, read-
ability appears t be mure cnticai fur nunpreferred than fur preferred
maternial, at least when the cumprehension level of ¢ ¢ preferred mate-
rial 1s already quite high. At the same ume, more chaliunging material
may be introduced when, for whatever reasun, itis given a high prefer-
ence by readers.

How else might the accuracy of difficulty esumates be improved?
The reader facturs described emphas:ze that readability esumates are
not staue levels abuve which readers necessarily will nut cumprehend
and below which they will inevitably be bured. But these factors are
nut the only infucnces on the accuracy of such esumates, they were
chosen only because research evidence exists for their effect upon
cumprehension, parucularly in their conjunction with readability. What
about such other factors as typography and furmat, illustrations and
definiuons, coherence and completeness, intriguing style and dramatic
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effectiveness? How can they be taken intv accounti What guidelines
can be followed?

One approach is to look at the relevant literature, here .ibliographics
such as that of Macdonald-Ross and Smith (1977) un graphics in text
can be heipful. For example, sumeone interested in the effect of typog-
raphy might turn to it and find a reference to Wans' and Nisbet's
Legibility of Children’s Books (1974). The problem, however, is that the
effects of this and many other such factors un comprehension have not
been formulated as yet (if indeed they can be).

Therefore the better suggestion at this time is to ask the help of
judges for such factors. But not just any judges, ask experts where
possible, or get reliable consensus opinions (see Klare, 1982, p. 1521).
This is important for readability also, even though formulas are availa-
ble The convenience of formulas and the usefulness of the benchmark
estimates they provide for evaluativn constitute reasons for retaining
them, bur also make it easy to forget that they can misinform as well
as inform. Formula users, as noted earlier, are unlikely to consider
scrambled text to be readable, even thuugh it might appear so in terms
of ~eadability estimate alone. But the same users might muss the diffi-
cuity of text contrived only to get an acceptable readability estimate.
Judges car: help users to avoid such material and to make allowance for
the many other unformulated factors that can affect comprehensibility.

Readability estimates are best thought of as screening devices or, in
Monteith’s (1976) terms, as probability estimates. If they are, users
more likely will remember tv use them unly fur tentative matching of
materials to readers and be more willing to shift thuse materials around
to the extent dictated by experience and by the factors described above.
Once placed, materials can be made easier ur more challenging as, for
example, interest, knowledge, or mutivation levels permit. That way
readability estimates can play their apprupriate role in helping to re-
solve today’s educational standards dilemma.

About the Author

George Klare is Acting Dean of the College of Arts and Sctences at Obuo
Unitersity.
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Teat adopiton procedures in ihe United States represent a kaleidosope of stan
dards. ways. and means. How may teat seletion. with special attention to
adoprion procedures, be improced. In a bard-bitting commentary on current
adopiion pracines, Oshorn and Stemn conclude thai there are a number of steps
that van be taken 1o markedl) improve adoption procedures, and they outline the
nature and direction of some current efforts toward that end.

Textbook Adopticmns:
A Process for Change

R Jean Osborn
Marcy Stein

Moust of the textbuoks, teacher’s guides, workbuoks, and uther supple-
mentary matenials so prevalent in classroums are parts of “series,”
"systems, or prugrams’ published by educauunal publishers. A visit
w publishers’ extubit bouths at the state and national conventions of
any mayur reading, mathemaucs, saence, ur sucial studies professional
urganizauut: reveals an enurmous and often bewildering array of pub-
hished programs. Hov du weachers dedide which programs to use to
help them wach their students? Ordinarily, this is dune by a prucess
called adupiion, «n which a vaniety of published programs are examined
and evaluated by a commitee of teachers und sumeumes uther people
associated with schools.

A dicuonary definitnon of adopisun includes the phrase "t take up,
use, and make une's vwn’’, 1t 1s in this spirit that adoption committees

%p? select textbouk prugrams. The programs that get through adupuun

A3 commutees and intu schuuls and Jasstuums are thuse that teachers are
Tg,?% expected o wke up and make their vwn as they teach their students.
A But, how coufidenty should wachers «ike up and use the adopted
S textbovk programs? And what du educa wnal researchers have to say
?» abuut the quality and cffectiveness of publishied prugrams? Only during
% - the past few yeais have reseaichers auempred w conduct systematic
; 257
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investigations and analyses of published textbouk programs. These
studies are of consequence to teachers and t adoption commtees.
Five different studies about five different aspects of textbook programs

will be discussed here. Included are a comparison of basal readers and
trade books, an analysis of contentarea texts, an investigation of
teacher’s guides, 2 critique of workbooks, and a stdy of how the use
of readability formulas affects a text’s cumprehensibility. These studies
are examples of the available research on textbook programs.

RESEARCH ABOUT TEXTBOOK PROGRAMS

Basal Reader and Trade Book Stories

What are the characteristics of the books that students use as they
learn t0 read? If basal readers are considered preparation for reading
in the larger context, then how well do these readers prepare students
to read *'real life”" texts—short stories, nuvels, expusitory articles, direc-
tions, and instructions—they will have o deal with once they have
finished a basal reading program?

Inastudy comparing characteristics of basal reader stories with those
of trade book stories, Bruce (1984) found a number of differences
between the two groups of sturies and concluded that publishers of
basal programs should expand the range of stury types they include 1n
their student readers. Or alternatively, teachers should be made aware
that children reading frum basal readers are not expused to many of the
story types they will encounter in “real life” reading and should supple-
ment the readers with trade books.

Content-Area Texts

Research about narratives has been carried out for a number of years,
research about the characteristics of content-area texts is more recent.
Anderson, Armbruster, and Kantor (1980) analyzed social studies and
science texts on the basis of text structure, text coherence, text unity,
and audience appropriateness. Their analyses revealed many examples
of unclear text. These researchers speculate on huw swdents are
affected by unclear text. They puint out that the effect of poor quality
text on how much content-area knowledge students acquire in the early
elementary grades may not be very great (primarily because many
teachers do not use these textbouks as the primary learning source), but
they suggest that poor quality texts may have a negative effect on how
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intermediate-grade students learn to learn and comprehend informa.
tion from text.

Teacher’s Guides

Although the textbooks students use have been analyzed rather ex-
tensively, there has been surprisingly liule research about the texts
teachers use. An exception is the research by Durkin (1984), who
locked at the teacher’s manuals associated with basal reading programs.
In her analysis of comprehension instruction in the teacher’s manuals
of five basal reading programs, she categorized the suggestions to teach-
ers in the manuals as instruction, review, application, and pracice. She
recorded the number of suggestions in each category and gave exam-
ples of their quality. For example, she found that when manuals speaify
comprehension instruction, the instructions are often vague and un-
clear. In addition, she found that the manuals “offer precise help (e.g.,
obvious answers to assessment questions) when it is least needed, but
they are obscure or silent when specific help is likely to be required”
(p. 31). Her observations about review are also disturbing. She re-
marks that *‘the frequency with which information ora skill is reviewed
appears to have no connection with difficulty or importance for reading,
Instead, the amount of .wiew in all the series seemed more like the
product of randc:+ “+ 7, vi_* than of a pre-established plan” (p. 35).
Her comments on ;" ut - and practice are equally disturbing,

Workbooks

A number of classroom observation studies indicate that students
spend 2 lot of time working in workbooks and other pracuce matenals.
Given the extensive use of workbook type materials, what are the
characteristics of these materials? In an analysis of workbooks as-
sociated with basal reading programs, Osborn (1984) commented on
many aspects of workbook tasks, including the relationship of work-
book tasks to the rest of the program, vocabulary and concept level,
instructional design, amount of practice, student response modes, num-
ber of task types, art, layour, quality of content, and clarity of instruc-
tions. Osborn found that workbook tasks in some programs had very
litde or nothing 1o do with the rest of the program; that instructions
were often unclear, obscure, or unnecessarily lengthy; that the vocabu-
lary of the workbooks sometimes was more complex than that of the
rest of the program; and that the art and page layouts often were
confusing. In addition, she found that although many tasks were trivial
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and had httle to do with reading or writing, some of the most important
tasks occurred only once or twice in an entire workbook. She found
lile * systemanc and cumulative” review of what is taughtin a program
reptesented in the corresponding workbook. Although she also found
examples of well-constructed tasks, she concluded that " workbooks are
the forgotten children of basal programs,” and urged publishers and
teachers to attend to the problems inherent in these practice materials

Readability Formulas

Research about another topic, readability formulas, is of particular
concern to adoption committee members. The standard readability
formulas are measures of sentence length and the complexity, un-
familianty, or length of vocabulary. Everybody—teachers, adoption
committee members, authors, and editors—assesses text with readabil-
ity formulas, A group of linguists compared “‘original texts” (from
magazines and books) with the same texts rewritten to conform to
readability formulas (Davison, 1984). Davison comments that the re-
writeen texts  do their bit to lower the vocabulary scores and sentence
length, but notes that the resulting simplifications are sometimes con-
tradicrory. For example, the practice of paraphrasing difficult vocabu-
lary may considerably lengthen and add subordinate clauses to sent-
ences. She also presents evidence that strongly suggests that making
changes 1n text solely on the basis of readability formulas can have
several harmful effects on comprehension. Changes of this type may
seniously distort the logical relations b. ween the parts of the text,
disrupt the presentauon of ideas, and make it difficult or impossible to
convey the meaning of the original text. The original and rewritten
texts below are taken from the Davison study (p. 124):

Original
1 had kept my nerve prety well ull dawn, just as the faint light was coming,
when we looked out and saw the water whirling against the bay window

Adaptanion
But we all kept our courage up. As the faint light of dawn was coming, we
looked out. The water was whirling by.

In this example, the reader of the adapted version has to make more
inferences and use more unstated background information than the
reader of the ongmnal text. In conclusion, Davison fi *ds that although
steeped 1n tradinon and simple to use, readability « rmulas generally
have a harmful and negative effect on writing and revising written
matenal for classroom use. She advises that informe” subjective judg-
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ment is at this time the best replacement available for using readability
formulas 1o both write and analyze swdent exts. Hor ver, when
analyzing textbooks in the preceding article in this volume. lare sug-
gests that an appropriate use of readability formulas may be 1., conjunc-
tion with other factors affecting the comprehensibility of the text.

The implications of these analyses of textbook programs should lead
adoption members to look at the prugrams they are considering very
differently. While most of us share a belief in the efficacy of the printed
word, these studies point to the use of a more critical eye for examining
the words in the textbook programs that owcupy such an important
place in the classrooms of American schools.

THE-USE OF TEXTBOOK PROGRAMS

Why are textbook programs so important? How much do they affect
what happens in classrooms? Although most educators would agree
that published programs are secondary in instructjonal importance to
the classroom teacher, there is substantial evidence that teachers rely
heavily on textbook programs. Textbook programs in reading, mathe-
matics, social studies, and science often constitute the major part of the
curriculum in these areas. A number of researchers have attempted to
ascertain how much ¢ ” what students and teachers do in school ema-
nates from textbook programs. The pupular estimates are that from 80
percent to 95 percent of what goes on in classrooms is derived from
the many coinponents of published instructional programs. One re-
searcher (English, 1980) estimates that about 80 percent of the knowl-
edge to which students are exposed comes from textbooks. A few
researchers have tried to figure out huw much time students spend with
one component of published programs, the workbooks (and the work-
sheets run from the ditto masters) that accompany these programs.
Fisher and his colleagues (1978) found that 70 percent of allocated
instructional time was spent on workbook-type exercises. L. Anderson
(1984) found that from 30 percent to 60 percent of the instructuonal
time allocated for reading was spent on reading related workbook-type
activities. In the classrooms they observed during reading periods,
Mason and Osborn (1982) discovered that students spent more ume
working at their desks in their workbook activities than engaged 1n
instructional activities with their teachers.

If it is acknowledged that the many components of textbook pro-
grams account for much of what happens in classrooms (despite the
problems with the programs that researchers have documented, and
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surely that many of the teachers using textbook programs must have
nuted), then the quesuon of teacher fidelity to the teacher’s guides that
accompany these prugrams needs to be raised. Do teachers follow the
instructions 10 the maauals that are the guiding forces of most textbook
programs? To answer this question, Durkin (1983) observed 16 ele-
mentary teachers from the fisst, third, and fifth grades as they taught
reading on two successive days. She found a close match between how
teachers conducted their reading lessuns and what was prescribed in the
basal manuals they were using. The major ways in which teachers
departed from manual recommendatiuns were in their lack of attention
to the prereading acuvities recommended in the teacher’s manuals,
acuviues that have w do with the development of vocabulary and
background knowledge. On the other hand, their adherence to all
postreading recommendations (usually comprchension  assessment
quesuons and independent written work) was quite consistent, even for
those activities described as supplemental.

Other vbservers of teachers (fur example, Gerald Duffy, David Ber-
liner, Jere Brophy, Carulyn Evertsun, and Charies Fisher) have docu-
mented variauuns upon the theme of the relationship between pub-
hished prugrams and the goals and decisions of teachers. We believe
much of this research puin s up what is ubvivus, that is, teachers must
consciously and consistently evaluate the textbook programs they use
and modify these programs according to their own experiences and
competencies—and according to the needs of their students. We con-
tend, however, that most wachers are not wrained to be textbook de-
signers, and furthermure, we knute that all teachers have a very limited
number of work huuts each week to accomplish an enormous number
of nstructonal tasks for a large number of students. We suggest that
efivient textbuok programs and effective teacher decision making are
especally cnucal to successfully teach students who are difficult to
teach. It 1s for these children, espedially, that teachers often ask for

expert  help. We suggest that it is not unreasonable for teachers o
assume that the tex:bouk programs sclected by aduption cuommittees
are reflecuve of the best and most wurrent “expert’” knowledge in a
subject area, and that the programs selected have been tried and shown
capable. of providing a basis fur successtul instruction for essentially all
of the students for whom they are intended.

This discussion of texiby ok program adoptions has included some
research about the quality of textbuck programs and some estimates of
how extensively and how exclusi ely these programs are used by teach
ers. By putung together the elements of this discussion, we arrive ata
situaaon somewhat fraught with contradicuons. Teachers count on
textbook programs and follow them with varying degrees of fidelity.
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Yer, researchers who have analyzed sume of these textbook prugrams
have delineated serious prublems with them, and these problems are
seemingly significant tw the teachers and students using the programs.
The question that emerges frum this situation is, “Why do teachers use
and adoption committees select textbuuk programs that, according o
the researchers, are seriously flawed?” We auempt to answer this ques-
tion as we discuss the envirunment and process of adoptions. We then
describe a procedure that perhaps will be capable of remuving sume of
the contradictions from the adoption-teacher-research triangle.

THE ADOPTION PROCESS AND THE IMPROVEMENT
OF PROGRAMS

The remainder of this article is divided into three sections. The first
section, the adoption sene, presents sume background infurmation about
some of the factors (aside from the evaluatoun of extbouks) that influ-
ence how committees select textbuok programs. The second secuon,
the textbuok evaluation process, examines the types of textbuok evaluauon
procedures cummonly employed by textbouk aduption commutees.
The third section, an alternative tv current prautice, describes an alterna-
tive appreach w evaluating textbovk programs—one that will provide
moure accurate information about program content to prugram users
and at the same time pruvide suggestiuns for program improvement to
both users and developers of published programs.

Our major premise is that the textbovk adoption prucess can be a
means of improving the quality of textbook programs, as well as for
selecting textbook programs. Anyune who has served on an adoption
committee probably would claim that the primary goal of the group was
to select, from an assurtment of available programs, the best and most
appropriate program (ur programs). We would agree that program
selection is the primary task of an aduption committee, but we also
would like tw suggest t the adopuun cummiteee the idea that textbouk
programs do not always offer the best, or even the moust appropniate
instruction. Therefore, a constructive adoptivn process should yield not
only information abuut the cuntent of prugrams, but alsu speafic
recommendatiuns for the improvement of programs. We believe that
textbouk publishers will make significant changes in prugrams unly
when their consumers call for specific changes.

The Adoption Scene

The adoption of textbook programs can take place at many .evels—
at the school level, the district level, and the state level. In some states,
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called adopiton siaies, a given number of textbuuk prugrams are selected
by a cummiuee (usually appuinted by the guvernur and vrganized w0
represent the enure state) to be listed un a state list. Tu be eligible w0
buy textbuok prugrams with state funds, lucal school districts must
select prugrams from among thuse listed by the state aduption cummit
wee, In the other states, labeled by publishers as the open serriiory states,
the selecuon of textbouk prugrams is carried vut by cummitees repre-
senung either an enure schuul district ot just une school. The evalua-
uon of textbook prugrams, whether at the state, district, or local levels,
15 conducted by commituee, erther appuinted ot voluntary. In an arucle
in the Reading Teacber, une cummentatur summarizes sume of the con-
fusing realities of textbook adoption (Bowler, 1978):

There are av unifurm dates or forms, no cummon poliues un bidding [by
publishers], the length of the adupuun cycle, sampling, catension of text
buuk wuntracts, price escalauon causes, number of schoul grades covered by
adupuun, aduptivn of audivvisual maenals, or requirements that school
materials be “‘learner-verified” before purchase (p. 518).

We will add w this hist prublems associated with how cummiuee
members are sclected, what groups {(and pressure groups) are repre-
sented, the number of issues adupuun cummitees have w deal with,
and huw cummiuees are vrganized o perform their impurtant tasks.

The lack of uniformity among state and district aduption procedures
need nut be cuntruversial, But sume of the underly ing problems charac-
wristic of the adoptiun prucess are sumewhat upen to dispute. One
prublem lies in the nature of the producer and consumer relauonship
between the publishing industry and the aduption committees, and
perhaps even mure speaifically, the relauunship between the publishing
industry and the cummuttees :n the adupuun states of Califurnia, Texas,
and Flunda. Publishers expend great efforts o prumoute and adveruse
their prugrams in these big adupuon sates, they seem tu respund moure
readily t the critusms and demands of these aduption cummittees
regarding, for example, the presence or absence of specific kinds of
content, and the representation in student exes of conflict, politgs,
histurical iInformauun, and minumty groups. Another commentatur on
textbuuk aduption (English, 1980} woncludes, "We like 1o think that
there 1s no nauonal curniculum in the United States. In pracuce, Texas,
California, and Florida set vur curriculum and most other school dis-
tricts go along™ (p. 277).

Though a fasunaung topic, the intertwining of politics with
pedagugy and with the sales pracuces of the publishing industry is nut
the waajor fous of this arucle. However, since the improvement of the
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quality of textbouk programs is the focus, the role of the publishers of
textbook programs must be acknowledged. Their role is a complex one
—they pruduce programs that have an important educauonal funcuon,
On the other hand, they are in business and must Jdevelop products
their customers will buy. Suff compeuuoun amoung publishers probably
contributes to their concern about being “different”™ and their caution
about making changes. This caution affects the likelihood that findings
frum new lines of research will be translated readily into pracuce.
When the research implies reasonable changes in pracuce, publishers
are frequently reluctant to incorporate the changes unul their custom-
ers begin to ask for them.

The Center for the Study of Reading has partcipated in two confer-
ences for publishers of educauonal programs, During these confer-
ences, researchers from the Center and uther universites and research
institutes reported on studies that have direct implications for the de-
sign of textbouk programs. The responses from the executives and staff
members who attended these meeungs (essenually all of the major
educatonal publishers) could be characterized as “"cautious interest.”
While they generally acknowledged the relevance of the research w
their programs, they puinted out that in the final analysis, their markets
(that s, the states and schoul districts who adopt their textbook pro-
grams) would determine the changes that would be made in cheir
programs. These responses highlight the need o reexamine the evalua-
tion prucedures used in the prucess of selecung matenals and acknowl-
edge the influence of the reports—and selections—of aduption commit-
tees on publishers.

The Textbook Evaluation Process

The primary functuon of most adoption committees 1s the evaluatuon
of textbook programs. Typically a commiuee is respunsible for organiz-
ing the evaluauon procedures, for composing checklists, rating forms,
and guidelines that reflect district ubjectives, as well as for engaging in
the actual evaluauon and selection prucess. The constraints put upun
adopuon committee members aic numerous. For example, thuse serv-
ing on committees rarely reccive remunciaton or even release time
from their daily responsibilities. Perhaps the biggest constraint is ume.
In a case study of the aduption prucess in the state of Indiana, Courtland
and Farr and their colleagues (1983) reported that the textbook re-
viewers felt that nut nearly enough time had been allowed for a thor-
ough examinztion of materials,

An examination of the typi.al raung forms and checklists formulated
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and used by adupuun commiuees reveals twu vutstanding problems.
the level of ubjecuvity seemingly inherent in the evaluauon process,
and the lack of representation of research based criteria. Courtland and
Farr repurt that the evaluauun criteria employed by most reviewers in
their adopuon swdy were based un “persunal interpretauons’ of the
general criteria that were supplied to them. They write:

When asked speufically w identify the factors that caused them tw select as
"best une set uf textbuoks, the reviewers respunded with a wide vanety of
general infurmauun and hile speufiuty. The researchers’ general impres-
siun was that the reviewers were uften louking for reasons to exclude a set
uf texts rather than signuficant reasuns tw adopt one wxtbuok senes (p. 76).

An item analysis of basal reading evaluauon forms and checklists
gathered from 26 school systems in 14 states (Comas, 1983) revealed
that rarely did there appear an item that required commitee members
tu ducument or substantate in a quantfiable form any of their conclu-
siuns about a program. We suggest that the subjecuvity inherent in
many adupuoun cummittee evaluations rests with an excessive reliance
on checklists and raung forms. The very nature of these instruments
predludes a certain amount of objectivity. fur example, answering
yes,'nu questuons about sufficient review, or raung how well the
teacher’s guides are urganized un a scale fruom 1 w 5, are measures that
yield biased responses.

The lack of representauon of research-based criteria un the items on
raung forms and checklists 1s evident. There are usually more 1tems
abuut the physical features of textbuuks than abuut more substanuve
twpics, such as specific content, pruse style in readers, pedagugy, and
instructional design in teacher’s guides.

We think that twu types of research would help textbook program
evaluaturs make more infurmed decisiuns. cumpunent research and
program effecuveness research. Component research focuses on the
pati. of a given textbook prugram. For exampie, for a reading program,
compunent research may address twpics as nartow as sound-symbol
cutrespundence ot as bruad as children’s sturies. Component research
<an focus on the charactenisucs of ... .irucuonal design (icrespective of
content) as well as on the specific content itself.

Program effectiveness research 1nvolves the tesung of the effecuve-
ness of an entire textbuouk program in a sumber of classrooms with a
significant number of teachers and students. This type of research often
’s alluded tw as “learner verfication” informaton. Yer, although a cer-
tain amount of lip service is given tw learner venfication, we suspect
relauvely litde careful learner verificauun wakes place befure a prugram
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is published, nor has much been expected by members of adopuion
committees.

Items that could tap component research and prugram effecuveness
research are not a common feature of aduption committee evaluation
forms. The Comas item analysis of evaluation forms found that only
34 6 percent of the districts sampled included research quesuons of any
kind on their evaluation forms, as compared to 73.1 percent that in-
cluded items about illustrations. Although practitivners and researchers
are acutely aware of the length of time it takes to translate research into
practice, it would seem that the aduption committee has a great deal
of potential for facilitating this process.

An Alternative to Current Practice

The solution 0 some of the problems of the aduption process dis-
cussed in the previous sectiun is a major goal of a project at the Center
for the Study of Reading. Work there has begun on a set of pamphlets
that adoption committees will be able tw use to foster ubjecuve evalua-
tion of reading programs. In addition, these pamphlets will incurporate
the most appropriate and reliable findings from current component
research.* Topics selected for the pamphlets represent aspects of read-
ing that are of primary importance, are appropriate to a basal reading
program, and are subject to quantifiable evaluation.

For each topic, a pamphlet will be develuped that will provide the
means for adoption committee members o examine that topic in the
programs they are considering. The pamphlets will be written by differ-
ent authors, but each pamphlet will follow 2 common framework and
organization. The advantages of the pamphlet plan are considerable.
People who are expert in varivus areas will be writing about what they
know best, adoption commitees will be able to pick and choose from
among the pamphlets to evaluate programs fur what they think 1s most
important; different committee members can be assigned different top-
ics Committees may not like (or find useful) une pamphlet, but because
of the separate authorship of each pamphlet, they can reject what they
do not like and use what they do like. Another advantage of the
pamphlet plan is that one group of pamphlets can be finished and be

*Component research will be emphasized in these pamphlets. Although a means of
esublishing standards for prugram effectiveness and learner venficauon pracuces may
evolve as the pamphlets ate develuped, a good pant of the responsibilicy for such pracuce
must rest with publishers. A major prublem fur publishers is the expense of wnung and
field testing new editions to meet the wopytight sundards that most adoption commutces
hold Consequently, a frequent result of this pz bicm 13 W&t programs ase not adequacely
tried out in cixssrsome hefors thiy are published.

Q
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in use as more 1deas for pamphlets emerge. The first set of pamphlets
will focus on reading programs, a subsequent gruup will deal with
social studies and science texts.

The pamphlet developed fur each tupic will include the research base
ot underlying assumptiuns un which the evaluatiun criteria are based,
sampling procedures designed to allow for efficient application of the
criteria, the criteria themselves, and an essay, entitled “An Insider’s
View, that will permit pamphlet authors to articulate ideas about how
the topic 1deally should be treated in instructional programs.

The topics of the first set of pamphlets are listed below:

1. Introduction and Procedures will incdude background infor
mauon about the adoptiun prucess, the purpose and underlying
assumpuons guiding the set of pamphlets, a brief overview of
each of the pamphlets, huw to use the sampling and evaluation
prucedures of the pamphlets, an explanation of the section called

An Insider’s View,” and directions for pulling together infor-
mauon from each of the pamphlets in order to make selection
decisions.

2. Instructional Design will contain prucedures for evaluating the
vverall design of a program, induding coordination across levels
as well as coordinauon of the program’s components (teacher’s
manual, student text, workbook), the design of lessons, the lan-
guage used n instructional tasks, and the relationship of a pro-
gram’s scope and sequence chart to a program’s stated objec-
tives, to its actual content, and 1o a district’s objectives.

3. Readiness and Beginnicg Reading

4. Decoding Instruction including phonics and structural analysis

5. Vocabulary Knowledge and Concept Building

6. Comprehension Instruction

7. Organization of the Reading Lesson

8. Literary Appreciation

9. Study and Reference Skills

10. koading and Writing

11. Studev Textbooks

12. Workbooks and Supplemental Materials

13. Evaluation of Student Performance

14. Adaptations for Students with Special Needs

In the introductory pamphlet, the point will be made that the pam
phlets cover the topics that researchers at the Center for the Study of
Reading think most cruual w reading instructivn and most amenable
to guanufiable analysis. The fact that ;ome other topics are important
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but are not suitable for the kind of analysis propused by the pamphlets
will also be emphasized. Adoptiun committees may wish tw evaluate
these topics in ways they have used in the past.

The pamphlets on some topics (such as approaches to beginning
reading) will cover alternative views, nevertheless, the evaluauon of
each alternative will include procedures for evaluating such things as
internal consistency, consistency across compunents of the program,
and sufficiency of practice. Pamphlet authors have been asked to con-
sider the task of putting together a pamphlet as an exercise in answering
tWO questions:

1 How would you help adoption committee members analyze a
basal reading program so that they can find out some precise
information about how your topic appears in that program?

2 How does this information relate to the research in your field—
what implications does the research have for what should appear
in a wextbook program?

The answers to these questions must be translated jnto prucedures that
will be easy to use, that will produce precise and quantifiable informa-
tion for adoption committez members, and that will make these evalua-
tors aware of how well recent research abuut teaching and learning 1s
reflected in the programs they are examining.

CONCLUSION

The major premise of this article has been that sound evaluztion proce-
dures are powerful tools, heretofure underemployed, for improving
the quality of instructional programs in vur schouls. Given the impor-
tance of textbook programs, the tools that aduption commuteees use to
assess the quality of these materia's must be sharpened. We behieve that
evaluation procedures that yield spedific information abuut the content
of programs also have the capability of yielding recommendauons for
improving textbook programs.

About the Authors

Jean Osborn 15 Associate Dircitor, Center for the Study of Reading, ai the
Unuiersity of Hlinois, Urbana-Champaign.

Marcy Stein is Visiting Professor, Center for the Study of Reading, a1 the
Unitersity of Hlinoiz, Urbana-Champaign,

ERIC 274

Aruitoxt provided by Eic:
—




References

Anderson, L. The Environment of Instructior.. The Function of Seat-
> work 1n a Commercially Developed Curriculum.” In G. G. Duffy,
L. R. Rochler, and J. Mason (Eds.), Comprebension Insiruction. New

5 York: Longman, Inc., 1984.

' Andesson, T. H., B. B. Armbruster, and R. N. Kantor. FHow Clearly

s ¥ .atten Are Children’s Teatbooks.” Or, of Bledderiorts and Alfa (Reading

S E. Rep. No. 16). Urbana. University of Illinois, Center for the

. Study of Reading, August 1980.

Bowler, M. "Textbook Publishs s Try to Please All, But First They
Woo the Heart of Texas.” Twe Reading Teacher (1978), February,

. 514-518.

5 Bruce, B. "'A New Point of View on Children's Stories.”” In R. C.

N Anderson, J. Osborn, and R. J. Tierney (Eds.), Learning to Read in

o Amernan Schools. Basal Readers and Content Texts. Hilisdale, N.J.: Erl-

- baum, 1984.

Cumas, J. Item Analyse. Basal Reading Eraluation Forms. Unpublished
manuscript, Indiana University, School of Educztion, 1983.

- Courtland, M. C., R. Farr, P. Harris, J. R. Tarr, and L. j. Treece. A Case

: Siudy of the Indiana State Reading Teatbook Adoption Process. Unpub-

= lished manuscript, Indiana University, School of Education, 1983.

T Davison, A. "Readability—Appraising Text Difficulty.” In R. C. An-

e derson, J. Osborn, and R. J. Tierney (Eds.), Learning to Read in
: Amernan Sbools. Basal Readers and Content Texis. Hillsdale, N J.. Eri-

= baum, 1984.
: Durkin, D. I There a Mash Beteer Whait Ele.nentary Teache,s Do and
Whas Basal Reader Manualy Kecommend.” (Reading Ed. Rep. No. 44).
Urbana. University of Illinois, Center for the Study of Reading,
Qctober 1983.

4 Durkin, D. Do Basal Manuals Teach Reading Comprehension?" In
o R. C. Anderson, J. Osborn, and R. J. Tierney (Eds.), Learning to Read
o in Amertan Schools. Basal Readers and Content Texss. Hillsdale, N J..

Erlbaum, 1984.
English, R. "The Poliucs of Textbook Adoption.” Phi Delta Kap-

. pan (1980), December, 275-278.
. 270

_2Y5




Texibook Adoptions: A Process Jor Change 271

Fisher, C., D. Berliner, N. Filby, R. Marliave, L. Cohen, M. Dishaw,
and J. Moore. Teabing and Learning in Elementary Schooly., A Summary
of the Beginning Teacber Eva'uation Siudy. San Franci.co. Far West
Laboratory for Educational Research and Devclopment, 1978.

Mason, J. and J. Osborn. When Do Children Begin “Reading to Learn?"".
A Survey of Classroom Reading Instruction Practices in Grades Two
Through Fire (Tech. Rep. No. 261) Urbana. University of Hlinoss,
Center for the Study of Reading, September 1982,

Osborn, J. “The Purposes, Uses, and Contents of Workbooks and
Some Guidelines for Publishers.” In R. C. Anderson, J. Osborn. and
R.]J. Tierney (Eds.), Learning 1o Read it Amerivan S.hools. Basal Readers
and Contemt Texts. Hillsdale, N.J.: Erlbaum, 1984.



Index

Ability, and comprehension,
246-247
Activities
with anaphoric relationships,
37-48
during reading, 180-189
postreading, 179, 180
prereading, 53-56, 179-180
see also Lesson plans
Advance organizer, 71-86
complaints about, 86
examples of, 80-81
function of, 72-73
research on use of, 73-76
teaching students to use,
81-85
value of, 86
writing, 76-80
Anaphora, 33
Anaphoric activities
finding antecedents, 38,
46-48
question-and-answer format,
39-40, 42-45
using anapheric substitution,
38-39, 40-42
Anaphoric relations, $4-37
arithmetic anaphora, 35
class-inclusive anaphora, 35
deleted nouns, 39
deleted predicate adjective,
36
inclusive anaphora, 36
locative (location) pronouns,
34
pronouns, 34
proverbs, 37

Answers

organizing, 108

see also Questions
Applied comprehension, 199
Applied-level guide, 201, 202
Arithmetic anaphora, 34
Assumptive teaching, 179
Ausubel, David P, 71-73, 75,

86

Basal reader, 258

Berliner, David, 262

Brophy, Jere, 262

Brown, Ann L., “Reciprocal
Teaching: Activities to
Promote ‘Reading with Your
Mind,'" 147-158

Cataphona, 33
Categorization skills, and finding
the main idea, 22-23
Center for the Scudy of
Reading, 108, 263, 267, 268
Chicago Mastery Learning
Reading (CMLR), 121, 126
Chicago Public Schools, 108
CIRCA (Collaboration to
Improve Reading in the
Content Area) project, 108,
109, 113, 118
Classification skills
and finding the main idea,
22-23
similarities with text
processing, 23
Class-inclusive anaphora, 34
Classroom dialogues, 136, 137,
140
273

_77




274 Reading, Thinking, and Concept Development

Classroom discussion, 53-54, 57
CMLR (Chicago Mastery
Learning Reading), 121, 126
Coffin, Robert P. Tristram,
"Crystal Moment," 183-184
Cognitive strategies, 1, 140
Comprehension
creative, 199
critical, 199
interpretive, 199
levels of, 199-200
literal, 199
reading, see Reading
comprehension
scriptally implicit, 200
texcually explicit, 199-200
Comprebension monitoring, 180
Concept formation, 27
Concept identification, 27
and text processing, 21-30
Conditional knowledge, 135
ConStruct Procedure, 181
Content and process of reading,
177-179
Content-area instruction, 27-28,
180
Content-area teachers, teaching
reading, 196-198
Creative comprehension, 199
Creative dramatics, for sense of
story, 168, 171
Critical comprehension, 199

Declarative knowledge, 135

Degrees of Reading Power
(DRP), 216, 239-242

Delegates Assembly of the
International Reading
Association, 238

Deleted nouns, 34

Deleted predicate adjective, 36

Directed reading lessons
(D.R.L.), 217-218
Directed Thinking About
Reading (DTAR), 214,
217-225
assumptions of, 218-220
planning, 220-225
purpose of, 225
vs. directed reading lessons
(D.R.L.), 217-218
Direct instruction, 198
Direct-skills techniques, 1
D.R.L. (directed reading
lessons), 217-218
DRP (Degrees of Reading
Power), 216, 239-242
DTAR (Directed Thinking
About Reading), 214,
217-225
Duffy, Ge ald, 262
During-reading activities,
180-189
lesson, 183-189
purpose of, 181, 189
when to conduct, 189

Evertson, Carolyn, 262

Experience, prior, and reading
comprehension, 90

Explicit instruction, 109

Fairfield, David, 27

Feeley, Joan T., “Using
Children’s Concept of Stoty to
Improve Reading and
Writing," 163-173

Fisher, Charles, 262

Flesch Reading Ease, 239

Frame questions, 108, 109

Functional insttuction, 198

Gray, W. S., 245

RiC 278
|




Index

Gray Standardized Oral Reading
Paragraph Tests, 234

Group discussions, 136, 137,
140

Herber, Harold L., “Levels of
Comprehension: An
Instructional Serategy for
Guiding Students’ Reading,”
195-226

Holistic model of reading,
197-198

1dea mapping, 108

Inclusive anaphora, 36

Informed Strategics for Learning
(ISL), 137-140

Instruction, sez Reading

Interactive learning, benefits of,
136

Interest, and comprehension,
247

Interpretive comprehension, 199

Interpretive-level guide, 201,
202

ISL (Informed Strategies for
Learning), 137-140

Jerrolds, Robert W, “The
Advance Organizer. Ies Nature
and Use,” 71-86

Johason, Dale D., “Developing
Comprehension of Anaphoric
Relationships,” 33-49

Jones, Beau Fly, “Response
Instruction,”™ 105-128

Klare, George, “Matching
Reading Materials to Readers
... " 233-251

Knowledge
conuitional, 135

279

275

declarative, 135

prior, and comprehension, 5,
90.92, 247-218

procedural, 135

Langer, Judith A., "Knowledge
and Comprehension. Helping
Students Use What They
Know," 53-68

Learning disabled, lesson plans
for grades 3-4, finding specific

topic of paragraph, 25-26
for grades 3-4, learning about
main idea, 24-25
preparing for reading
assignment on teenage
smoking, 99-100
Lesson plans
during reading, 183, 189
for grade 2, for introducing
explicitly stated main ideas,
8-10

for grade 3, “planning reading
trip,” 141-142

for grades 4-8, using matrix
outlining analysis, 121

for grade 6, science class
using reciprocal ceaching,
155-156

for grade 6, social studies and
levels of comprehension,
203-205

fur grade 6, social studies class
to compare/ contrast
vocabulary terms, 126

for grade 7, guided instruction
and cognitive strategies,
142-143

for grade 7, metaphors and
group discussions and
reading strategies,
142-143



276

Lesson plans (continued)
for grade 7, finding the main
idea, 27-30
for grades 7-8, response
instruction in history
class, 118
for grade 8, finding main idea
in paragraph, 10-13
for grade 8, literature and
levels of comprehension,
207-208
for grade 8, math and levels of
comprehension, 205-207
for grade 10, biology class wich
new reading assignment,
97-99
for grades 10-11, for teaching
summarization, 13-16
for grade 11, to stimulate
discussion on reviewing
movies, 143-144
for learning disabled, se¢
Learning disabled, lesson
plans
for secondary school students
reading poetry, 93-97
Levels guides
applied-level, 201
directions for, 201
examples of, 203-209
function of, 200, 201-202
interpretive-level, 201,
202
literal-lev. 1, 201
response to, 202
Levels of comprehension,
199-200
Leys, Margie, *‘Teaching’
Comprehension,” 3-18
Lipson, Marjorie, 137
Literal comprehension, 199
Literal-level guide, 201

Reading, Thinking, and Concept Development

Livey and Pressey re. dability
formula, 235, 236

Locative (location) pronouns, 34

Locke, John, 233-234

Muacroproposition, 23
Macrostructure, 23
Main idea
comprehension of, and
categorization and
classification skills, 22
definition of, 25
lesson plan for grade 2 to
introduce explicitly stated,
8-10
lesson plan for grade 7 for
finding, 27-30
lesson plan for grade 8 to find
in paragraph, 10-13
lesson plan for
learning-disabled grades
3-4 for learning abour,
24-25
teaching children to find, 21
teaching concept of, 21-30
and text processing, 22-23
Marks, Lian, 27
Matrix outlining and analysis,
108, 121
McCall-Crabbs Standard Test
Lessons in Reading, 236, 237
Metacognition, 135, 147, 180,
200
Metaphors, for reading
strategies, 136-138, 140
Modeling, 110, 152
Motivation, and comprehension,
248-249

Natiounal Institute of Education,

234




Indes

Nelson-Herber, Joan,
“Anticipation znd Prediction
in Reading Comprehension,”
89-101

Niles, Olive S., “Integration of
Content and Skills
Instruction,” 177-:90

Nouns, leleted, 34

Organization, and
comprehension, 249-250

Osborn, Jean, “Textbook
Adoptions: A Process for
Change," 257-269

Palincsar, Annemarie Sullivan,
“Reciprocal Teaching:
Activities to Promote
‘Reading with Your Mind,"”
147-158

Paragraph
main idea of, see Main idea
topic of, see Topic of

paragraph

Paraphrasing, 18

Paris, Scott G., “Using
Classroom Dialogues and
Guided Practice to Teach
Comprehension Scrategies,”

133-144

Pattern guides, 181

Pearson, P. David, “‘Teaching’
Comprehension,” 3-18

Peer tutoring, 136, 156-157

| Poetry, preparation for reading,
93-97

Postreading activities, 179, 180

Practice-only approach, 6

Prediction, as reading strategy,
148, 155

Preference, and comprehension,
250-251

ERIC

IToxt Provided by ERI

PReP, see Pre-Reading Plan
Prereading activities
classroom discussion, 53-54,
57
vocabulary review, 54-56
see also Pre-Reading Plan
Pre-Reading Plan (PReP), 54,
58-16
and assessing student
knowledge from responses,
60-61
in grade 5 social studies class,
62-64
in grade 8 science class, 64-66
in grade 11 literature class,
66-68
phases of, 59-60
preparing for, 58-59
purpose of, 58
Procedural knowledge, 135
Pronouns, and anaphoric
relations, 33, 34
Proverbs, 37
Purcell-Gates, Victoria,
“Knowledge and
Comprehension: Helping
Students Use What They
Know," 53-68

Questions
analyzing, 107
associational, 179
creative, 179
critical, 179
during reading, 181-182
evaluative, 179
frame, 108, 109
generating, 148, 155
inferential, 179
interpretive, 179
literal, 179
organizing answers of, 108

281




278

Questions (continued)
for teaching reading, 179
types of, 106-107, 179

Readability estimates, 235
criticism of, 236-239
and DRP program, 239-242
in grade levels, 238-239
use of, 2306, 242-246
Readability formulas
early, 235-236
evaluating, 237-238
for textbooks, 260-261
using, 244-246
Reading aloud, 181
Reading, content and process of,
177, 178-179
Reading comprehension
dominant teacher practices
used to promote, 6
goals of, 4
instruction, as responsibility
of teacher and student, 5-6
levels of, 201
practice-only approach to, 6
and preparation for reading,
92-99
and prior experience, 90
and prior knowledge, 5,
90-92
role of teacher in, 4, 7
strazegies, 134-135

“teaching by testing” approach

to,

testing, 234

see also Levels
Reading-guide materials, 200
Reading guides, 200
Reading instruction

elements of, 92

importance of, 92

Q 282

Reading, 7 anking, and Concept Development

managing, 196-198
Reading materials, matching to
readers, 233-234
Reading strategies, 134-135
Informed Strategies for
Learning (ISL), 137-140
instruction for, 135-137
Reading, thinking about,
214-217
Reciprocal teaching, 1306,
149-157
examples of, 149-156
example of in grade 6 science
class, 155-156
and peer tutoring, 156-157
procedure, 149-130
and students working with
students, 154-155
use of procedure, 152-155
Respunse instruction, 105-128
benefits of, 111-112
content of, 106-109
function of, 105-106
lessons in, 118, 121, 126
reason for providing, 110-112
scoring, 113
teaching, 109-110, 112-113
when to teach, 112
who should teach, 112-113
Retelling stories, 168-169,
171-172

Sandburg, Carl, “Limited,”
96-97

Sardy, Susan, “Thinking about
Reading,” 213-226

Schema theory, 22, 180

Scholastic Aptitude Test, 242

Seripe, 107

Scriptally implicit
comprehension, 200



Index

Selective Reading
Guide-O-Rama, 181
Shelley, Percy B., “Ozymandias,”
93
Skill, 1
Stanford Achievemen: Tests, 234
Stein, Marcy, “Texcbook
Adoption.: A Process for
Change,” 257-269
Stories, aud children
concept of, and story
struceure, 163-169
creative dramatics, and sense
of scory, 168, 171
improving reading of, 169-172
predicting events in, 164
questions to helg focus on key
elements, 167-168
recelling, 168-169, 171-172
and story elements, i65-166
writing, 165, 172-173
Strategy, 1
Strickiand, Dorochy S., “Using
Children’s Concepe of Story to
Improve Reading and
Writing,” 163-173
Summary
definition of, 14
lesson plan for grades 10-11,
for teaching writing of,
13-16
and paraphrasing, 18
pelishing, 18
rules for writing, 17-18
steps in writing, 17

Teacher's guides, 259
Teaching
assumptive, 179
strategies, for understanding
and remembering, 148
see also Reading

279
“Teaching by Testing™ approach,

Teaching-learning parenership,
131
Tests
Gray Standardized Oral
Reading Paragraph, 234
Scholastic Apeicude, 242
Stanford Achievement, 234
Texebooks
adoption process, 263-265
and alternatives to current
practices, 267
basal reader, 258
content area, 258-259
evaluation process for,
265-267
readability formulas for,
260-261
research on programs,
258-201
teacher’s guides, 259
trade book stories, 258
use of programs, 261-263
workbooks, 259-260)
Text explicit, 107
Tzt smplicit, 107
Text inadequaty, 107
Texe processing, 28
and concept identification,
21-30
and finding the main idea,
22-23
similasity wich simple
classification, 23
Textually explicic
comprehension, 199-200
Thoradike, E. L., The Tuaher's
‘Wﬁ‘(l Bul/k‘, 2%5
Three Level Guides, 181
Topic of paragraph
general, 26

233




280 Readng, Thinkng, and Concept Development

Tognc of Paragraph (continued) and words vs. concepts, 56
lesson plan, for learning-
disabled grades 3-4 Williams, Joanna P., “How to
finding, 25-26 Teach Readers to Find the
spectfic, 26 Main Idea,” 21-30
“Winnerka” formula, 2395
Vocabulary review, 54-57 Workbooks, 259-260
and meanings of new words,
55-56




